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CHAPTER I 

INTRODUCTION 

During the past decade much has been written about 

continuing education programs. This resurgence of interest 

is due primarily to the changing value systems of the 

American public. Since World War II, a post high school 

education has not only become a prestige symbol, but has 

become a necessity for a successful life in our age of techno

logical change. Adult or continuing education programs have 

been hard pressed to extend the universities' offerings to a 

knowledge-hungry public. 

Since The University of Arizona is a land-grant 

institution, the demapds have been great for continuing 

education courses. These divisions have been taxed by the 

absence of research to guide them in policy making. The main 

function of this dissertation is to explore some of the areas 

of faculty and student attitude, course difficulty, and 

course respectability. Since the data were collected at the 

University of Arizona, it is important that the reader under

stand some of the peculiarities of the Continuing Education 

Division. 

1 
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It will be remembered that there are only two major 

population centers in the state. These are Phoenix and 

Tucson. Since the population is so unevenly divided, this 

poses a distance problem in providing higher education for 

persons in towns other than Phoenix and Tucson. During the 

semester these data were collected (second semester 1960-61), 

the Division of Continuing Education offered sixty-six courses 

away from the campus. These sixty-six professors traveled a 

total of 162,420 miles to teach; offered courses at eighteen 

off-campus locations to 1,222 students. Eighteen of the 

sixty-six courses were offered by the College of Education. 

One of the professors traveled over 500 miles one day each 

week by air line to teach his course. Three professors drove 

350 miles each week for thirteen weeks to teach their classes. 

Seven traveled at least 300 miles for their classes, while 

twenty-four traveled approximately 150 miles one day each 

week to teach at Fort Huachuca, Arizona. The sixty-six pro

fessors averaged 187 miles each per week for a period of 

thirteen weeks. 

Since travel to and from classes requires much 

energy and time on the part of the professors, many persons 

believe the off-campus classes are of sub-standard quality. 
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One of the responsibilities of the Division of 

Continuing Education is to administer courses after 4:40 p.m. 

on the campus at Tucson. The administrative responsibilities 

are shared with the various academic deans, in that the 

dean of each college is responsible for staffing courses 

after 4:40 p.m. With few exceptions (special courses 

tailored to a specific audience), courses offered after 

4:40 p.m. on the campus carry unrestricted university credit. 

The purpose of courses offered after 4:40 is threefold. One, 

the courses are designed to offer a wider latitude for the 

regular students to register for classes; two, they offer 

employed persons an opportunity to continue their education; 

and three, they make greater use of physical facilities and 

allow more students to be accommodated with a minimum number 

of classrooms. 

Approximately 160 continuing education classes were 

offered during the second semester of 1960-61. The majority 

of these courses were taught by regular faculty members; 

consequently, faculty members know the weaknesses and 

strengths of the courses offered in continuing education. 

Hence, many claims are made to the effect that continuing 

education classes are of sub-standard quality. 

The belief that continuing education courses are of 

lower quality is also evident from faculty reaction. This 
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reaction is evident in many instances. It is not uncommon 

for experimental courses to be first tried with adult groups, 

usually found in continuing education programs. Most adminis

trators would agree that it is much easier to establish new 

courses in the continuing education program. It is simply 

much easier to get new courses passed in a faculty curriculum 

committee than it is to establish new courses for the regular 

college offerings. Although this concept has other ramifica

tions, it remains as evidence of the sub-standard quality 

concept. 

It should also be pointed out that some faculty 

members will readily agree that they do a poorer job teaching 

continuing education courses. These persons usually assume 

that their colleagues also academically weaken evening 

courses. Fallacious generalizations such as this have 

hindered the respectability of continuing education courses. 

On any given campus there are persons who cling to 

the cloistered ivy walls and resist any change. If a program 

was not part of their academic experience they immediately 

assume it is of no value. Although these persons are few in 

number, their sentiments are revered. 

1. The Problem 

To be more specific, the claim that continuing 



education courses are sub-standard to regular university 

offerings is based on the following documented facts: 

a. A large number of the participants in 

continuing education programs are holders 

of full-time jobs. The proponents of 

this theory hold that these students do 

not have as much time or energy to devote 

to studies and library work as do regular 

full-time residence students. 

b. Continuing education classes held off-

campus are more concentrated. Actual 

time spent in the classroom is consi

derably less than that of the regular 

day classes. 

c. Many of the instructional staff have 

additional responsibilities, and because 

of fatigue and time of day are less 

effective as teachers in the late after

noon and evening classes. 

r 

d. Many professors believe that students do 

not prepare as thoroughly for late after

noon or evening courses as they do for 

regular day courses. 
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e. Registration records show that standards 

for prerequisites and admission to classes 

are liberalized for continuing education 

courses. It is possible, therefore, that 

late afternoon and evening students are 

less well-prepared for the course. 

It appears that these five points are the main 

irritants to those who think continuing education courses are 

inferior to regular academic offerings. 

Many colleges and universities are meeting the heavy 

increase in enrollment by extending the regular offerings 

into the evening hours. This serves as an irritant to many 

professors and students since they are required to teach or 

to attend late afternoon or evening courses. These critics 

usually produce many arguments, such as those previously 

listed, as reasons for sub-quality evening programs. 

Another,serious problem in evaluating and planning 

late afternoon and evening programs lies in the administrative 

procedures employed by various deans on a given campus. It 

is not uncommon for some departmental offerings to be made 

up by asking faculty members for courses they would prefer to 

teach. This type of programming does not lend itself to 
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continuity of courses, long-range educational planning for 

degree candidates nor to courses offered that are needed or 

wanted. On the other hand, it is reasonable to assume that 

by this method of scheduling the professors would teach their 

favorite courses and, consequently, do a better job of 

instruction. 

It is also common for deans and department heads to 

schedule late afternoon and evening courses to provide an 

extra source of income for lower-paid faculty members. In 

some instances late afternoon and evening courses are given 

to new faculty members for extra compensation to pay for 

moving costs and miscellaneous expenses. 

In other departments, continuing education courses 

are considered to be the "Academic Siberia". A department 

head who wishes to discourage a faculty member can merely 

assign, him a 7:30 a.m. class three days a week and also a 

7:00 p.m. class several days each week. This, needless to 

say, encourages faculty members to look elsewhere for teaching 

possibilities. -This practice, although not widespread, leaves 

much to be desired in teaching the effectiveness of continuing 
> *» 

education courses. 

Another aspect that has given the critics of continuing 
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education reason to criticize late afternoon and evening 

programs is in the "service" course areas. When a late 

afternoon or evening program is self-supporting financially, 

many courses are given to attract large enrollments. These 

"service" courses are, in some instances, superior to regu

lar day offerings but in many instances tend to fortify the 

sub-quality image of evening programs.. Fortunately this has 

not been the case at the University of Arizona. 

One purpose of this dissertation is to explore some 

of these areas of criticism to determine their validity. It 

is not the purpose of the study to offer a quick "cure-all" 

set of policies or procedures. It should be remembered that 

the first step in solving a problem is to understand the 

nature and ramifications of that problem. It should be 

remembered that many of these problems are inherent when 

consideration is given to the development of the continuing 

education concept. 

1. Development of Continuing Education Programs 

Most adult education historians trace the beginning 

of continuing education back to the old extension and 

adult education programs. The concept of "extending" higher 

education courses and faculty to adults in remote communities 

developed from the chautauqua and lyceum programs initiated 



by Josiah Holbrook and Bishop John H. Vincent. Although the 

lyceum and the chautauqua programs started between 1824 and 1874 

they did not receive widespread publicity until the early 1900's. 

These sessions were designed primarily to provide the 

opportunity for cooperative study under an informal leader. 

Usually these sessions were religious in nature, dealing' 

with the literature of the Bible. 

Oxford and Cambridge in the early 1850's made their 

contribution to the adult education development by encouraging 

their professors to tour the surrounding areas to give lectures 

and concerts. Reports about these programs were written up 

in the educational journals of the time and the concept of 

"extended programs" spread to the United States. During the 

next forty years more than two hundred organizations in the 

United States started lecture series, correspondence 

instruction, and evening classes in nearly every state in the 

union. Harvard, Wisconsin, Chicago, California, Kansas, 

Rutgers, Columbia, Minnesota, and other universities imple

mented the English idea. Through the promptings of the 

University of Pennsylvania, the Philadelphia Society for the 

Extension of the University Teaching was founded. It soon 

changed its name to the American Society for the Extension 
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of University Teaching. The Society maintained close 

alliance with Oxford. In December 1891, the Society 

sponsored in Philadelphia the first national conference on 

university extension. 

The urbanization of the United States which took 

place during the first two decades of the twentieth century 

had made its impact on adult education programs. Because of 

the influx of rural and immigrant persons to the city, 

training programs were evolved. With urbanization it was 

evident that the "successful man" was the well-rounded person. 

Consequently, the shift in American value-systems has changed 

the important role of education. It is interesting to note 

that by 1915^" every state west of the Rocky Mountains had a 

university and that every one of these had established an 

extension or adult education division. This meant that as 

early as 1915, state land-grant colleges had accepted the 

2 
general idea of extension work. They had, in fact, added a 

third function to the traditional teaching and research 

•'•National University Extension Conference, Proceedings. 
of the First Annual Meeting. (Madison, Wisconson, 1915), p. 263. 

^A. J. Butts, A Cultural History of Education. (New 
York: McGraw-Hill Book Company, Inc., 1907), p. 641. 



11 

functions of the schools of that day. Although the University 

of Chicago had started evening courses as early as 1890, the 

general trend toward the concept of evening courses on the 

college level did not emerge until the latter part of the 

second decade in the twentieth century. Several factors are 

believed to have contributed to this interest. The most 

popular notion holds that the value-systems were changing 

for the public because of the urbanization movement and that 

many of the trade and apprenticeship programs were requiring 

3 
some formal type of training on the professional level. It 

is also apparent that many of the smaller private schools 

looked upon the evening programs as a means of supplementing 

their incomes by tapping the adults as a new source of tuition 

fees. 

The growth of the adult evening colleges and adult 

education programs can be traced to the American philosophy 

of education which holds that a democracy provides education 

for all. It was, therefore, necessary for universities in a 

democracy to make an attempt to take courses to the average 

man on the street. 

Henry W. Littlefield, "Connecticut Junior Colleges 
Serve Adult-Education Needs", School and Society. Vol. 63, 
(January 26, 1946), p. 69. 
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Probably the most significant boon to adult education 

and evening programs in recent history is Public Law 16, and 

Public Law 550, commonly known as the "G. I. Bill". This 

legislation brought adult education within reach of practically 

every veteran of World War II and the Korean conflict. 

From the brief historical sketch, it can be seen that 

several ramifications were omnipresent. The rapid change 

from a rural to an urban society provided an opportunity for 

many people to avail themselves of educational programs. 

Many of these persons were not prepared for higher education. 

Consequently, many continuing education departments lowered 

academic standards in order to lower failure rates. Lowering 

of standards compounded the students' problems in successive 

courses. For this reason, many evening programs fell into 

disrepute. 

Most educators will agree that the greatest single 

impetus ever given to higher education was the "G. I. Bill". 

Unfortunately, there were those who seriously abused these 

privileges. It is still evident, today, that many students 

"ride the G. I. Bill" in evening programs to supplement their 

incomes. It is not uncommon for students to come to 

counselors and ask to be registered in any course, since they 
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only want to keep their G.I. Bill alive. Needless to say, 

these students seldom make worthwhile academic contributions. 

Some human factors affect the general reputation of 

continuing education programs. It seems there is a natural 

reaction on the part of faculty members to want to succeed 

when they are teaching away from the university campus. 

Because the instructor is away from his normal surroundings 

and the students are in their own element when courses are 

taught off-campus, many students will "badger" or pressure 

professors into lowering course requirements. It is reasonable 

to assume that, since the professor is away from home, he may 

be more relaxed in course requirements and attendance. 

Although many problems were raised in the preceding 

paragraphs that may never be solved, it is important that the 

reader understand some of the underlying ramifications 

involving the evaluation of continuing education programs. 

2. Hypotheses 

a. There are no significant differences in 

course achievement, as measured by grades, 

of students who are enrolled in day 

courses when compared with students 

enrolled in continuing education classes. 
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b. The number of academic units a student 

is enrolled for in continuing education 

courses has no adverse effect on the 

course grade. 

c. A student's age and maturity level has 

no effect on course grade in continuing 

education programs. 

d. Employed students attain equal grades 

when compared with the non-employed 

student. 

e. Length of class meeting does not affect 

students'course grades. 

f. There are no differences in the amount 

of time per week continuing education 

students and day students spend on 

assignments. 

3. Limitations of This Study 

Many limitations are inherent in any particular 

research design. To be sure, in the minds of many, the 

questionnaire technique leaves much co be desired. It is, 

'however, a recognized classical research method. It was 

selected for use in this study to enable a comprehensive 
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sample to be drawn. Because of the questionnaire's expediency 

in collecting large amounts of data, which was necessary for 

meaningful results, it was selected as being the most prudent 

means of collecting information. 

Another limitation which will be pointed out repeatedly 

is the absence of certain disciplines. The research design 

ruled out day courses that did not have an evening counter

part. This meant that the Colleges of Agriculture, Pharmacy, 

Mines, Engineering, and Law are not represented. Although 

these colleges are not represented, it is believed that the 

absence of courses in these areas does not seriously effect 

the results of the study. A survey of continuing education 

courses offered over the past five years at the University of 

Arizona shows less than ten courses were offered from the 

Colleges of Agriculture, Pharmacy, Mines, Engineering and 

Law. Courses in the survey were from the Colleges of Business 

and Public Administration, Education, Liberal Arts, Fine Arts, 

and the Graduate College. The courses represented in this 

study are typically offered in the Continuing Education 

Division program. Basic science courses were not included 

since they were not offered in the continuing education 

program. The sample size of the continuing education courses 
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offered away from the campus is small and cannot be construed 

to be truly representative of the total off-campus program. 

This again is due to the criteria set-up in the research 

design. 

These limitations are presented to enable a fair 

comparison of the issues and hypothesis advanced. The 

recommendations and conclusions are based on a cognizance of 

these limitations. 

4. Review of Literature 

A thorough search of literature revealed only one 

study of significance on the achievement of evening and 

4 
extension students. Lacognata was interested in comparing 

the learning situations of residential and non-residential 

adult groups. 

The study was conducted under the auspices of The 

Center for the Study of Liberal Education for Adults. 

Lacognata's experimental group consisted of sixty students 

who were brought to the campus at Michigan State. The control 

group consisted of seventy-four students who were given the 

4 A. A. Lacognata, A Comparison of the Effectiveness 
of Adult Residential and Nonresidential Learning Situations. 
(Chicago: Center for the Study of Liberal Education for 
Adults, 1960). 
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same course at a nonresidential program in Detroit. Examina

tions were administered to both groups. The examinations 

were designed to measure dimensions of knowledge, acquisition, 

application, and ability to communicate new knowledge. 

It is implied that the study was to be used to pro

mote on-campus courses in the newly acquired Kellogg Center 

for Continuing Education at Michigan State. Lacognata 

concluded that residential instruction was superior to 

nonresidential learning situations. 

The analysis of the data in this study shows a higher 

performance on the examination by the resident students, when 

compared to the nonresidents. 

It was interesting co note that out-of-class study 

patterns showed no differences between the two groups in 

terms of average amount of time per day spent on studies. 

This finding refutes the idea that resident students will 

study more because of the academic atmosphere. 

Ziebarth^ attempted to measure learning outcomes of 

classes that met for twenty-four class hours during the 

^Edward W. Ziebarth, Pilot Study on the Comparative 
Outcomes of Learning During the Summer and the Academic 
Quarters, (Minneapolis: University of Minnesota, August 1961). 
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summer, as opposed to learning outcomes of classes that met 

for twenty-eight"class hours during the regular year. He 

was trying to measure the sub-standard qualities of 

concentrated classes. The study involved four classes taught 

by the same professor in both the summer and the regular 

quarters. Statistical manipulations showed no significant 

differences in grade point average or class standing of the 

control and experimental group. 

The interpretation of results also showed no 

difference in learning achievement between concentrated or 

regular length courses. 

Although no specific studies were found that were 

identical to the present study, some studies dealing with the 

broad field of learning are relevant. 

McGeoch^ furnishes a good review of studies of the 

"classical" learning type prior to 1940. Typical experiments 

reported in these studies usually involve learning a specific 

amount of material in brief periods of time and using the 

measurement of retention or knowledge to test the hypothesis. 

£ 

James A. McGeoch, The Psychology of Human Learning, 
(New York: Longmans, Green & Company, 1942). 
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The search of literature shows that twt> distinct 

problems have been investigated in connection with the 

length of class periods. One group of studies investigated 

the merits of different amounts of total teaching time, 

while another group of investigators studied the effects of 

different lengths of daily periods but kept the total class

room teaching time constant. 

A study conducted by Nord^ compared the traditional 

six period day with an eight period day and maintained that 

the results over one semester were about che same when the 

8 total time in class was held constant. Bruins, in an 

experiment reported in 1939, scheduled high school physics 

classes for two ninety-minute periods, three days each week 

and held the total time spent in class constant. He reported 

the students seemed to prefer the longer class periods. 

Kambly matched two groups of high school students 

^G. E. Nord, "Our School Tried Six and Eight Day 
Periods", Clearing House, Vol. 16, (1941). 

^E. L. Bruins, "Experimental High-School Program", 
Department of Secondary School Principals Bulletin, Vol. 23, 
(1939) . 

9 
P. E. Kambly, "Comparison of a one-hour Two Semester 

and a two-hour One Semester Course in Biology", School Science 
and Mathematics, Vol. 39, (1939). 
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in two biology classes. He taught the same material to both 

classes. One class met for two hours each day for one 

semester; the other class met for one hour each day for two 

semesters. He concluded the performance was the same for 

both groups on the final examination. 

Anikeef"*"® made a study of extension students and 

regular college students to determine the advisability of 

granting regular college credit for off-campus courses. He 

concluded that the extension courses were of sub-standard 

quality. 

Kohn"^ studied two hundred students taking nine 

semesters of course work at an evening college. He was 

interested in finding ii academic load had a bearing on 

course achievement and if working at a full-time job had 

adverse effects on absorption of subject matter. He concluded 

that students in stable occupations could absorb considerable 

•^Alexis M. Anikeeff, "Scholastic Achievement of 
Extension and Regular College Students", Journal of Applied 
Psychology, Vol. 38, (June 1954), pp. 171-3. 

^"''"Nathan Kohn, "Analysis of Students Carrying Full-
Time Loads at Night School", Association of University 
Evening College Proceedings. Fourteenth Annual Meeting, 
(Atlanta, Georgia, 1952), pp. 112-116. 
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amounts of academic training in concentrated doses. He 

believes that adult evening students who are properly moti

vated can learn more in evening courses than the regular day 

students. 

. 12 
Buswell s research indicates that the most 

important factor in achievement in adult evening programs is 

the social climate set by the professor. He believes that 

age and work load during the day are not important. 

Siegle"^ reports that his research indicates adult 

evening students learn more rapidly than the regular day 

students. He believes this is due to (1) the adult's 

eagerness to learn, (2) relatively free scope of action, 

(3) lack of distractions, and (4) self identification with a 

program he selects voluntarily. 

Mumma1s^ study of teaching techniques showed little 

difference between teaching methods used in day and evening 

"^Guy T. Buswell, "Conditions for Effective Adult 
Learning", Institute for Administrative Officers of Higher 
Institutions Proceedings, (Chicago, Illinois, Vol. 20, 1948). 

"^Peter E. Siegle, "The Adult Learner", Adult 
Leadership, Vol. 3, (March 1955), p. 16. 

"^Richard A. Mumma, "Effective Instructions in an 
Evening Program for Adults", Adult Education, Vol. 1, 
(June 1951), pp. 183-189. 
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classes. He believes that ineffective teachers are 

as ineffective with ad. Its as with regular day students. He 

also found the same teaching techniques were used with both 

day and evening students. 

Several studies relating to the evaluation of evening 

colleges have been made. Burns^ believes that evening pro

grams cannot be evaluated by regular methods used to evaluate 

day programs. He holds that the evening college programs 

differ so widely in philosophy and practice that the only 

effective way to evaluate the evening programs is through a 

self study. He describes some techniques he believes to be 

effective. They include professor evaluation, student 

evaluation, and administrative evaluation. Some of the 

techniques used in Burns' study were incorporated into this 

dissertation. 

16 
Miller believes that the emphasis for evaluating 

evening programs should be upon courses, not students. He 

•^Norman Burns, "Self Evaluation in the Evening 
College", Association of University Evening Colleges 
Proceedings, Seventeenth Annual Meeting, (New Orleans, 1955), 
pp. 23-30. 

"^Harry L. Miller, Evaluating Courses, Not Students, 
(Chicago: Center for the Study of Liberal Education of 
Adults, 1953), p. 8. 
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believes that the nature and content of the courses are the 

reasons evening programs are in disrepute. He conducted a 

study of courses under the auspices of the Center for the 

Study of Liberal Education for Adults attempting to test 

courses at Northwestern University to determine if the courses 

met the educational needs of the students enrolled. His 

results showed that, in most cases, the evening courses met 

the needs of the students. However, the most important part 

of this study was the techniques Miller developed. Some of 

the material used by Miller in student opinionaires and 

faculty interviews are incorporated in this dissertation, 

and will be noted later. 

The Review of Educational Research"^ devoted the 

June 1959 issue to reviewing adult education research for 

the years 1953 through 1959. Only a small portion of the 

research mentioned had implications for this study. This 

pertinent research has been reviewed and was noted in the 

preceding paragraphs. 

American Education Research Association, Review 
of Educational Research, (Washington, D. C.: American 
Education Research Association, Vol. XXIX, June 1959). 
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18 Hill produced one of the most impressive studies 

found. Under the sponsorship of the Fund for Adult Education 

he made a comparative study of the lecture and discussion 

methods of teaching. He reported that "the methods investi

gated are about equally effective." He further stated that 

equal numbers and kinds of people were attracted by both 

methods. 

It is interesting to note the many contradictions in 

the research reviewed. Analysis of techniques and methods 

used prove acceptable with one exception. That exception is 

the number of participants in the study. Most studies 

involved an N of seventy-five or less; one had an N of two 

hundred, and only one reported an N of over two hundred. 

Sophisticated researchers point out quickly that the N is 

not critical, that the reliability is based on a valid sample 

The only explanation for contradictory findings of other 

researchers is in ineffective sampling procedure. 

From the research investigated, it appears evident 

that no study of significance or scope has attempted to 

1 8 
Richard S. Hill, A Comparative Study of Lecture & 

Discussion Methods, (Chicago: The Fund For Adult Education, 
I960), p. 84. 



25 

evaluate continuing education courses. This dissertation 

will undertake such an evaluation. 

As shown in the preceding paragraphs, most of the 

studies only involved one or two classes. It is also notable 

that no attempt was made to evaluate faculty reaction to 

their evening classes. It seems that an evaluation of any 

program in higher education would of necessity require a 

self-evaluation by the faculty. It would seem probable 

that such a study involving a sizable number of students and 

faculty could make a worthwhile contribution to higher 

education. 



CHAPTER II 

PROCEDURE 

1. The Development of the Questionnaires 

One purpose of this study was to measure faculty and 

student attitude toward various phases of continuing educa

tion courses. To ask one question of a student or faculty 

member about evening courses does not mean much. Most 

researchers in the behavioral sciences will point out the 

fact that separate items on an attiiude scale are usually of 

little value. However, when several items are inserted in a 

questionnaire, i;he response to a group of questions per

taining to a specific phase of the research will enable the 

researcher to draw a clear picture about the total attitude. 

By as signing scores to the responses, the total score or sub-

scores will enable a comparison of the respondent's attitude 

with his peers. 

The following is a description of the development of 

the items, scales, and the pilot study which tested the 

instruments used. 

a. Writing the Items 

Certain biographical information was needed to 

26 
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determine accurate comparisons of students. Questions on 

sex, marital status, year in college, and age were asked. 

These data would enable a study of performance and attitude 

according to the student's biographical classification. 

Since this study was concerned with some empirical 

data relating to the "persistent quotient" and success in 

courses, information was gleaned as to why persons enrolled 

for various courses. Data were collected to determine if 

persons were registered in courses for degree requirements, 

if they registered for courses because of instructors' 

reputations, or if they registered because of interest in 

subject matter presented. (Appendix A) Questions were also 

asked to determine if students made the grades they had 

hoped to make. 

As noted in the first chapter, many critics of con

tinuing education believe adults who are employed full-time 

do not have time to adequately prepare for classes. 

Questions were asked to enable comparisons of the study 

habits of full-time and part-time employed students. Many 

professors believe that students who have academic diffi

culties can mitigate their problems by registering for fewer 

courses. A question was included to enable a comparison of 
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academic course load and success in continuing education 

courses. 

Many professors in the study believed that it was 

easier to make a better grade in continuing education courses. 

Questions were inserted to facilitate a comparison of cumula

tive grade point average with course grades. 

Data were collected to help with some practical 

problems involved in operating the continuing education 

division. Questions relating to advertising, courses 

desired for future semesters, and frequency of enrollment in 

the evening program were asked. 

Many faculty members were .concerned about the inade

quate library usage on the part of continuing education 

students. Question twenty-one, which asked how much time 

students spent in the library on assignments, was used to 

enable a comparison of the library habits of regular day 

students and their counterparts in the evening courses. The 

final factual information asked related to the method of 

instruction. This information was designed to facilitate 

comparison of methods of instruction and course grades. It 

was also used to check the student's analysis of method with 

the instructor's analysis of his type of presentation. Since 
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these questions were asked of both regular day and continuing 

education students, a comparison of day and evening classes 

could be made to ascertain the variance of teaching methods 

between the two groups. Students were asked to respond to 

thirteen statements that indicated their general attitude 

toward course difficulty. To refine the whole area of 

course difficulty, some basic assumptions were made as to 

why courses were considered difficult. The assumptions are: 

(1). Students believe courses to be diffi

cult if there is strong competition 

in the classes from persons who ire 

better prepared for the course than 

they. 

(2). Students believe courses to be diffi

cult if the instructor attempts to 

cover too much material in the time 
L 

allotted. 

(3). Students believe courses to be diffi

cult because of the general reputation 

of the instructor or the course. 
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(4). Students believe that they can accom

plish more from specific types of 

instruction. Instructors who do not 

use the types of instruction they pre

fer believe these courses to be diffi

cult. 

Therefore, a high total score (scoring method discussed in 

next section) obtained on items 23, 24, 25, 26, 27, 28, 29, 

32, 33, 34, 35, 36, and 37, (Appendix I), would yield a high 

index of course difficulty. A high total score from items 

24, 33, 35, and 36, (Appendix I), would indicate course 

difficulty based on assumption (1). A high score on items 

23, 25, 26, 27, 28, and 29 would indicate course difficulty 

based on assumption (2). Assumption (3) would be tested by 

items 23, 28, 32, 35, and 36. A high score on items 23, 31, 

37, and 38 would indicate course difficulty based on 

assumption (4). 

Since both the control and experimental groups were 

asked to respond to these items, comparisons are made to 

determine day and evening course attitude toward course 

difficulty. In addition to the course difficulty expressed 

by day students, several basic assumptions are made by 

professors and students which are unique to concentrated 
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sessions held in continuing education courses. These 

assumptions are: 

(1). Students believe some courses 

offered after regular hours are more 

difficult because of the maturity and 

experience of those attending. 

(2). Students believe some courses are 

more difficult when offered after 

regular hours because they depart 

from the traditional three fifty-

minute periods per week. 

(3). Students believe some courses are 

more difficult when offered after 

regular hours because, of fatigue. 

Items 44, 45, 46, 47, 48, 49, 50, 52, 53, 54, 55, 56, and 57 

relate specifically to the attitude of continuing education 

students toward course difficulty which are unique to evening 

classes. Items 45, 52, 53, 55, and 57 will give an index 

to course difficulty based on assumption (1), while items 44, 

46, 47, 48, 49, 50, 53, and 55. relate to assumption (2). 

Items 47, 48, 49, 53, 55, and 56 enable the testing of 

assumption (3). 
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2. Development of the Attitude Scales 

This study used the summated scale devised by Likert. 

No assumptions are made as to the equal-appearance of the 

divisions on the scale. Since the Likert scale is ordinal, 

it is assumed that divergence in amount of agreement or 

disagreement is apparent between individual responses. The 

Likert scale enables the respondents to react to either 

positive or negative statements; this was desirable for the 

data needed. Since each response is given a numerical score 

which indicates agreement or disagreement, the algebraic 

summation of the scores yields an attitude index score which 

can be statistically manipulated. The probability of agreeing 

with favorable items will vary in direct proportion to the 

respondent's general attitude toward the variable measured. 

One of the strengths of the Likert scale is the ease 

in which internal consistency can be measured. As will be 

pointed out in a subsequent section, this consideration was 

important in determining the validity of the items. 

The Likert scale used had five points on the 

continuum. "Strongly agree" '&gree',' 'ho opinion',1 'disagree',' and 

"strongly disagree"were designated. Values ranged from one 

point for strongly disagree, to five points for strongly 

agree. Therefore, a high score indicated agreement with the 
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statement. 

3. The Pilot Study 

A pilot study was conducted during the second 

semester of 1960-61 to test the validity of the instruments 

to be used in this dissertation. It involved the evaluation 

of the student questionnaire and the faculty opinion check 

sheet. A faculty interview form was also used. 

naire (Appendix I). This instrument contained biographical 

information to enable classification of the students. The 

following is the biographical information found in the pilot 

study: 

The first instrument tested was the student question-

a. Sex and marital status classification 

Sex Male 55 
Female 46 

101 

Married 
Single 

64 
37 
101 

b. Class classification 

Freshmen 
Sophomores 

0 
0 
16 

6 
66 
13 

Juniors 
Seniors 
Graduates 
Unclassified 

101 



Enrollment classification 

Enrolled in classes before 4:40 only - 39 
Enrolled in classes after 4:40 only - 34 
Enrolled in classes before and after 4:40 - 28 

101 

Degree classification 

Of the 101, 56 were working toward a 
degree, 24 were not working toward a 
degree, 21 were undecided 

Employment classification 

Of the 101 students, 34 were not employed; 
5 were working less than 10 hours each 
week; 3 were working less than 20 hours but 
more than 10 hours; 59 were working more 
than 40 hours per week. 

Age classification 

13 - under 20 
28 - between 21-30 years 
34 - between 31-40 years 
15 - between 41-50 years 
8 - between 51-60 years 
0 - over 60 
3 - no response to item 

101 

Reasons for enrollment 

32 - Graduation requirement 
16 - Elective 
26 - Certification 
10 - Because of interest in subject 
11 - Because the course will help financially 
2 - Offered at a convenient time 
4 - Instructors reputation 

101 
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h. Homework required 

Hours spent on homework Number of students 

i. Enrollment last semester 

Thirty students in the sample were 
enrolled in an evening course last 
semester 

Since most of this information could be checked with 

the Registrar's Office to determine authenticity, only the 

wording of the statements was examined. Since few changes 

were necessary to avoid redundancy, this section of the 

instrument underwent minor revisions. 

A check list was incorporated in the student question

naire to determine why students registered for a particular 

course. This section was perfected by suggestions from the 

101 students in the pilot study and various professors in 

the College of Education. 

The questionnaire was also designed to determine the 

0 
1 
2 
3 
4 
5 
6 
7 
8 
9 

19 
24 
17 
22 
7 
2 
6 
1 
2 
1 
0 Over 9 

101 
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amount of time students spent in preparing assignments and 

the value of the library for success in various courses. 

This scale was later modified because the first question

naire scale was too broad. 

The student questionnaire also included thirty-one 

statements about classes. The Likert scale method was used. 

Students were asked to register their agreement or disagree

ment with the statements. This was administered to the 101 

students in the pilot study. 

4. The Validity Test of the Instruments 

An item analysis of this section of the questionnaire 

was necessary to determine the validity of the items. It 

was decided that the Phi coefficient would be the best 

statistic. Jurgensen's Table of Phi Coefficients was used 

to compute the (|>. The following procedures were used. 

a. One hundred and one questionnaires were 
administered and coded for I.B.M. key 
punching. 

b. Responses were scored, coded, punched, 
and verified on I.B„M. cards. 

c. A composite score from the scaled 
responses was computed and separated 
into high and low groups. The top 50% 
scores comprised the high group. 
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do Tables were constructed for each item 
(Table 1). The Phi coefficient appears 
along the lower column in Table 1. From 
the formula (j) = Jiffy , it was deter
mined that Phi must be equal to or 
greater than .23 to be discriminatory at 
the 57o level of confidence. It can be 
seen from Table 1 that all items except 
23, 39, 48, 50, 53 and 56 were discrimina
tory. 

TABLE 1 

VALIDITY TEST OF STUDENT QUESTIONNAIRE 

Item Scale Response 

1 2 3 4 5 

23 4) .00 .03 .10 .02 .11 
24 0 .16 .19 .28 ol2 .00 
25 0 .25 .21 .29 .02 .16 
26 0 .28 .03 .18 o07 „07 
27 • .22 .08 .23 .17 o00 
29 0 oil oil o23 .16 »07 
30 0 ,24 »07 .16 o00 .14 
33 • o07 .24 ol6 .08 .14 
36 0 oil .04 .24 o20 o00 
37 0 o25 .02 d6 .10 o00 
38 0 .18 .15 .26 .16 .07 
39 0 .16 .02 .05 .09 .04 
45 0 .28 .15 .00 .00 .90 
47 0 .29 .19 .00 o00 .17 
48 0 .00 .01 .00 .03 o00 
49 0 .24 .12 .27 .17 .12 
50 0 .17 .12 .10 ,10 .16 
51 0 .26 .08 .20 .12 .17 
52 .25 .00 oil .13 .12 
53 I .16 .06 ol2 .07 .00 
56 0 .11 .00 «22 .00 .00 
57 0 .20 .26 o04 .03 .31 
59 0 .32 .46 .07 .25 .12 
61 0 .12 .16 .06 .18 .31 
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The pilot study also included a thirty-five item 

faculty questionnaireo (Appendix II) This section was 

designed to measure faculty attitude toward day and continuing 

education classes. It was administered to fifty faculty 

members who were teaching or had taught late afternoon or 

evening classes during the previous semester. 

Item analysis of the thirty-five questions was 

necessary to determine the validity of the instrument. Phi 

coefficients were used. The procedure for this test was the 

same as reported for the student questionnaire. From the 

formula (j)= ^ was determined that Phi must be 

equal to at least .09 to be discriminatory at the 5"L level of 
confidence#, It can be seen from Table 2 that all items 

proved discriminatory. 

TABLE 2 

VALIDITY TEST OF FACULTY QUESTIONNAIRE 

Item Scale Response 

1 2 3 4 5 

1 <t> 

o
 
o
 •
 .20 .05 .17 .14 

2 <tl .25 .24 .36 .14 .14 
3 .20 •04 .29 .14 .00 
4 0 .20 .14 .00 .33 .14 
5 4 .12 .00 .20 .13 .14 
6 4 .14 .08 .25 .10 .14 
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TABLE 2--Continued 

Item Scale Response 

7 0 .29 .13 .36 .00 .20 
8 d> .00 .30 .06 .26 .10 
9 1 

.14 .31 o20 .29 .20 
10 $ .14 .46 .40 .08 .20 
11 <D .00 .20 .05 .00 .14 
12 <D .14 .29 .24 .00 .08 
13 0 .12 .10 .10 .08 .00 
14 <H .00 .33 .10 .05 .25 
15 <D .00 .20 .05 .00 .27 
16 <t> .00 .00 .14 .15 .29 
17 .00 .00 .05 .12 .20 
18 .06 .10 .24 .14 .00 
19 <D .14 .28 .00 .32 .14 
20 • .00 .12 .05 .00 .14 
21 <D .00 .21 .28 ol0 .20 
22 i .14 .00 .17 .20 .00 
23 i .10 .12 .24 .14 .14 
24 J 

d> 
.00 .13 .17 .00 .14 

25 
J 
d> .00 .16 .05 .06 .00 

26 .00 .29 .05 .11 .14 
27 <t> .14 .04 .05 .08 .14 
28 d> .14 .12 .12 .20 .00 
29 0 .00 .27 .27 .20 .00 
30 0 .14 .15 .12 .24 .00 
31 <D .05 .05 .10 .20 .00 
32 (D .05 .14 .00 .08 .00 
33 d> .00 .20 .05 .10 .00 
34 d» .20 .17 .09 .20 .00 
35 <i> .14 .05 .24 .00 ,14 

5o The Reliability of the Instruments 

Since instruments were devised for this study, the 

reliability of these instruments were critical to the 

success of the project. 
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The method employed was the test-retest method. It 

should be remembered that two instruments are to be tested, 

the faculty questionnaire and the student questionnaire. 

The pilot study involved fifty professors who were 

asked to respond to the questionnaire. The administration 

of this instrument began in February, 1961. Twenty-five of 

the fifty were asked to respond again to the same question

naire in order to test the reliability of the instrument. 

The second test was administered from ten days to two weeks 

after the initial response was given. 

Total responses were scored on the Likert-type scale- -

for both administrations. The Pearsonian r formula for cal

culation of r from ungrouped scores when deviations are 

taken from the means of the scores was used. (Table 3) 

This method yelded an r of .86 per cent for the 

instrument used to measure faculty attitude. 

One hundred and one students participated in the 

pilot study. This sample came from six classes that the 

researcher was asked to teach during the absence of the 

regular professors. The instrument was administered to the 

six classes during the month of March, 1961. The same 

instrument was given to three of the same classes, one week 

later. 



41 

The test-retest method was used. By incorporating 

scores from the scale, an r of 91 per cent was established 

from an N of 67 out of the 101 students in the pilot study. 

6. The Sample 

a. The Criteria for Selecting the Sample 

Certain criteria were established for participation 

in the study. The criteria were to select classes that were 

taught both before 4:40 p.m. and after 4:40 p.m. by the same 

professor. A total of ninety-two classes were listed in the 

schedule of hours and from continuing education records. 

This obviously involves forty-six professors. However, 

seven of these classes did not materialize in the late 

afternoon or evening program. This was due to insufficient 

enrollment. It will be remembered that the university 

policy at that time was to cancel late afternoon or evening 

classes that did not have an enrollment of at least ten, if 

held on the campus. Four of the classes that were 

scheduled out-of-town did not materialize due to poor 

enrollments. Obviously if one class, scheduled either in 

the day session or late afternoon or evening program did not 

materialize, it resulted in the cancellation of the counter

part course, since pairs of courses were necessary. The 

final study involving student comparison was based on sixty-
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nine courses and thirty-two professors. It should be pointed 

out, however, that since the instrument used in the pilot 

study was found to be discriminatory on all items, a total 

of fifty professors were interviewed. The responses to both 

the interview and opinionaire are included in this study. 

It was also determined that the day and continuing 

education courses covered the same material and that 

evaluative procedures would be similar for the experimental 

and control groups. Instructors were asked questions about 

the texts, assignments, material to be covered, term projects, 

library assignments, and methods of class presentation. The 

information gained from this interview gave the researcher 

the evidence necessary to determine if the day and late 

afternoon or evening classes were comparable. When it 

appeared that the classes were comparable and the other 

criteria for course selection were met, the classes were 

incorporated in the study. 

It should be pointed out that no two classes can 

ever be considered identical. Six classes were disqualified 

because the instructors felt that the material covered in 

the evening classes should be altered drastically from the 

regular day class to fit the needs of the adult group 
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enrolled for the 7:00 p.m. class. 

b. The Faculty 

After the courses had been selected that could be in

cluded in the study, faculty members were approached and briefed 

on the purposes of the study. All but two of the faculty 

members agreed to participate in the study. As can be readily 

seen, faculty support of this project has been enthusiastic. 

Faculty members who agreed to participate gave two personal 

interviews, permitted access to examination scores, and 

relinquished twenty minutes of class time for the researcher 

to administer the questionnaire to both the day and late 

afternoon or evening sections of the course. In general, 

professors were anxious for their classes to participate in 

the study. Seventy-eight percent of the faculty wished to 

remain anonymous when the results of the research were 

reported. It was agreed that professors and course numbers 

would not be mentioned in the dissertation. Forty-nine 

professors were interviewed and responded to the question

naire. (Appendix B) The mean age of the group was thirty-

eight and ranged from twenty-two to sixty-four. The mean 

number of years of teaching experience was twelve, with 

a range from one to thirty-eight years of active teaching. 

The mean number of the years of teaching at the University 
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of Arizona was four and had a range of one to thirty-four 

years. 

The following tables represent some of the other 

characteristics of the faculty members who participated in 

the study. 

TABLE 3 

DEGREES REPRESENTED 

Degree N 

Ed.D. 6 
Ph.D. 15 
LLB 2 
MBA 3 
MFA 1 
MA 19 
MS 4 

50 

ACADEMIC RANK REPRESENTED 

Rank N 

Professor 4 
Associate Professor 4 
Assistant Professor 17 
Instructor 21 
Lecturer _4 

50 

The distribution in earned degrees and academic rank graphi

cally points to one of the criticisms of continuing education 
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described in the first chapter. Almost two thirds of the 

faculty in the study held less than an earned doctorate, 

c. The Students 

The main criteria for selection of students was 

incidental, in that classes were selected that met the 

critical requirements outlined in Sections a and b. After 

the faculty and classes were selected, students in these 

classes were asked to cooperate. With few exceptions, 

students seemed anxious to participate. Many students 

seemed anxious to respond to the questionnaire in order to 

add variety to the class. 

The characteristics of the students in the pilot 

study are discussed in Chapter II, Section 1 d, which deals 

with testing of the reliability of the instruments used. 

The characteristics of the students who participated in the 

study are discussed in Chapter III, Section 2. 

7. Administration of the Instrument 

It was also determined that the day and late after

noon or evening courses covered the same material and that 

evaluation procedures would be similar for the experimental 

and control groups. Instructors were asked questions about 

the texts, assignments, material to be covered, term projects, 
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library assignments, and methods of class presentation. The 

information gained from this interview gave the researcher 

the evidence necessary to determine if the day and late 

afternoon or evening classes were comparable. When it 

appeared that the classes were comparable and the other 

criteria for course selection were met, the classes were 

incorporated in the study. 

Professors whose classes met the above criteria were 

then given a thirty-five item questionnaire. (Appendix B) 

They were informed that the questionnaire was to be used to 

compare day and evening classes. They were assured that 

their responses would remain anonymous. They were encouraged 

to be candid about the responses to the items. 

Arrangements were then made to administer the 

questionnaire. In most instances it was arranged to administer 

the questionnaire during the last twenty minutes of the class. 

The time of administration is significant to the study. The 

pilot study showed that the range of time necessary to com

plete the student form was sixteen to thirty-two minutes. 

It is the opinion of the researcher that twenty minutes 

forced the students to move rapidly through the questionnaire 

and record responses with medium rapidity. It was felt that 
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if allowed too much time students tried to philosophize on 

the ramifications of the questions and, consequently, did 

not give a valid response to the items. 

Before the questionnaire was administered, a three -

minute talk was given to explain the purpose of the study. 

Students were informed that their professors would not have 

access to their responses. They were also encouraged to 

make comments about the course that were not discussed in 

the questionnaire. 

The researcher also stated that he would be available 

immediately following the administration of the questionnaire 

to answer questions and to discuss the study in greater 

detail. Usually, several students stayed from the upper 

division courses to air grievances, but seldom did freshmen 

and sophomore students care to discuss either continuing 

education or regular day courses. 

After the questionnaires were administered, they 

were coded to facilitate I.B.M. key punching. This involved 

checking each item on each questionnaire and coding it with 

a number from 1-9. (To assure anonymity, numbers were 

substituted for students' names). The coded questionnaires 

were then kept until the end of the semester to enable grade 
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recording. 

After the semester examinations were graded, faculty 

members were contacted in order to record course grades, 

Final examination scores were also recorded. Mid-term 

scores and other examination scores were recorded after 

examinations were given. 

At the time the grades were recorded, professors 

were also interviewed. A standardized form (Appendix B) was 

used to insure uniformity of information collected. This 

interview served two purposes. One, it gave the professors 

an opportunity to air prejudices that might not have been 

covered in the questionnaire. Two, it served as a validating 

technique for the faculty questionnaire (Appendix B). 



CHAPTER III 

ANALYSIS OF THE DATA 

The bulk of the data was processed from punched 

cards. The system of numerically coding responses makes it 

easier to sort and classify large amounts of data. Coded 

responses were sorted on the 082, I.B.M. sorter. The I.B.M. 

407 accounting machine was then wired to tabulate the fre

quency of the coded response. These tabulations were then 

set up in the traditional manner to facilitate statistical 

treatment. 

1. Characteristics of the Students 

Two thousand and thirty-five students participated 

in the study. One thousand and six or 49 per cent of these 

students were male, while 1029 or 51 per cent of the sample 

were female. Two hundred and forty-four of the males were 

married, 726 were single, and 36 did not respond to the item. 

Of the females, 160 were married, 865 were single, and four 

did not respond to the item. 

Table 4 shows the enrollment classification of the 

sample. There are proportionately more juniors and 

unclassified students than would be found in the normal 

49 
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university enrollment. 

TABLE 4 

ENROLLMENT CLASSIFICATION OF THE STUDENTS 

Male Female 

Freshmen 173 211 
Sophomores 176 174 
Juniors 243 220 
Seniors 141 102 
Graduates 48 64 
Unclassified 225 258 

1006 1029 

Table 5 lists the classes by colleges, departments, and the 

time taught. It can be seen that four colleges and fourteen 

different departments were represented. 

TABLE 5 

PARTICIPATING CLASSES 

College or Department 
Meetings 

Course Time Taught per 

Week 

BUSINESS AND PUBLIC 
ADMINISTRATION 

Business Administration 69 1:40 
69 4:40 
201 1:40 
201 7:00 
272 3:40 

p. m * 
p.m. 
p .m. 
p .m. 

3 
2 
3 
1 
3 



TABLE 5--Continued 

Meetings 
College or Department Course Time Taught Per 

Week 

BUSINESS AND PUBLIC 
ADMINISTRATION 

Business Administration 272 6:00 p.m. 2 
272 7:00 p .m. 1 

Economics la 9:40 a.m. 3 
la 6:30 p.m. 2 
219 12:40 a.m. 3 
219 7:00 p .m. 1 
291 10:40 a.m. 3 
291 7:00 p .m. 1 

Secretarial Studies 77 9:40 a.m. 3 
77 7:00 p.m. 1 

Sociology 1 10:40 a.m. 3 
1 6:30 p.m. 1 
1 12:40 p .m. 3 
1 7:00 p .m. 1 
2 12:40 p.m. 3 
2 6:30 p .m. 1 

291 8:40 a.m. 3 
291 7:00 p .m. 1 

EDUCATION 151 9:40 a.m. 3 
151 6:30 p. m. 1 
221 8:40 p .m. 3 

(off campus) 221 7:00 p.m. 1 
257 8:40 a.m. 3 
257 7:00 p • m. 1 
257 10:40 a.m. 3 
257 10:40 a.m. 3 

(off campus) 257 ' 7:00 p.m. 1 
259 10:40 a.m. 3 
259 7:15 p.m. 2 

HEALTH EDUCATION 71 2:40 p.m. 3 
(off campus) 71 6:30 p .m. 1 

71 12:40 p. m. 3 
71 7:00 p.m. 1 

LIBERAL ARTS 
English 1 12:40 p.m. 3 
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TABLE 5--Continued 

Meetings 
College or Department Course Time Taught Per 

Week 

LIBERAL ARTS 
English 1 4:40 p .m. 2 

3 8:40 a .m. 3 
3 7:00 p .m. 1 
3 2:40 p .m. 3 

(off campus) 3 6:30 p .m. 1 
3 2:40 p .m. 3 
3 7:00 p.m. 1 
3 10:40 a .m. 3 
3 6:15 p .m. 1 

Government 2 12:40 p .m. 3 
2 7:00 p.m. 1 

Humanities 50b 2:40 p • HI • 3 
50b . 4:40 p.m. 2 

Mathematics 20 2:40 p.m. 3 
20 7:30 p. m • 1 

Philosophy 20 11:40 a.m. 3 
20 7:00 p .m. 1 

Psychology 217 9:40 a.m. 3 
(off campus) 217 6:30 p .m. 1 

FINE ARTS 
Speech 2 10:40 a.m. 3 

2 7:00 a.m. 1 

It can be seen that four colleges and fourteen 

different departments were represented. 

The University classification of students is shown 

in Table 6. The regular University of Arizona student 

classification was used. The "unclassified" and "evening 

student only" classification is often misleading. An 
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unclassified student is one who is attending the University 

and has not declared a college or major. This classification 

is also used for students who transfer from* other colleges 

and have not „had all previous work evaluated. 

The "evening student only" classification was used 

to designate those students who were not.working for academic 

credit in evening courses. Since a degree-granting evening 

division does not exist, it was important that the number of 

these students was known since their reaction to the question

naire might produce spurious findings. 

TABLE 6 

CLASSIFICATION OF STUDENTS 

Male Female 

Freshmen 203 241 
Sophomore s 173 194 
Juniors 243 220 
Seniors 141 102 
Graduate 78 94 
Unclassified 21 17 
Evening Students Only 46 35 
Unknown 101 126 

1006 1029 

Table 7 shows the enrollment classification of the 

students in the study. 
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TABLE 7 

TIME STUDENTS WERE ENROLLED FOR CLASSES 

Enrolled Before 4:40 p.m. 810 

Enrolled After 4:40 p.m. 412 

Enrolled Before and After 4:40 p.m. 813 
2035 

Students who are enrolled before 4:40 p.m. are consi

dered in regular university standing. Those persons who were 

enrolled in class that met after 4:40 p.m. were considered as 

continuing education students. Students who were enrolled in 

classes both before and after 4:40 p.m. were considered 

regular university students. 

Since this study involves a comparison of attitudes 

and course achievement, it was important to determine the 

number of students who were working toward a degree. It 

would be logical to assume that a high percentage of non-

degree aspirants could skew the grade and attitude distri

butions, Table 8 shows these statistics. 
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TABLE 8 

DEGREE ASPIRATIONS OF STUDENTS 

Male Female 

Working Toward a Degree 754 743 
Not Working Toward a Degree 54 69 
Undecided 198 217 

1006 1029 

Many academicians believe that a student's grades are affected 

by whether or not he is employed. A complete analysis of this 

problem is made in the following sections. Table 9 shows only 

the distribution of the sample regarding their employment 

status. Students were instructed to list employment only if 

they receive wages. This definition categorized housewives 

as non-employed. 

TABLE 9 

EMPLOYMENT STATUS OF STUDENTS 

Male Female 

Employed 483 277 
Non-Employed 392 639 
No Response to Item 131 113 

1006 1029 
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TABLE 10 

NUMBER OF HOURS WORKED PER WEEK BY EMPLOYED STUDENTS 

Continuing 
Number of Hours Day Students Education 

Per Week Students 
N N 

0 - 9 50 28 
10 - 19 97 64 
20 - 29 99 39 
30 - 39 33 37 
40-49 130 83 
50 - 59 17 10 
Over 60 9 4 
No Response 48 49 

483 277 

The age classification of the students is given in 

Table 11. It is interesting to note that this item had the 

most frequent non-response. An analysis of the male versus 

female non-respondents showed 78 per cent of those who did. 

not respond to the item were female. 

TABLE 11 

AGE OF STUDENTS 

Under 20 314 
21 - 30 459 
31 - 40 664 
41 - 50 122 
50 - 60 71 
Over 60 18 
No Response 387 

2035 
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Table 12 shows the grade point averages of the 

students. Also listed at the bottom of the table is the 

mean average of the entire student body for first semester, 

1960-61. Students were asked to give their grade point 

average to two decimal places as of the end of the first 

semester, 1960-61. Of the 496 students who did not know 

their grade point average, 121 were continuing education 

students who had completed degrees elsewhere or had taken 

work at other colleges and did not know their exact grade 

average. Many of the 496 were freshmen who had not received 

their grades from the first semester. Statistical informa

tion was not available in the Registrar's Office. Enrollment 

policies in the continuing education division do not require 

as much personal or previous education information as is 

required in the regular day session. 

TABLE 12 

GRADE POINT AVERAGES OF STUDENTS 

G.P.A. N G.P.A. N 

1.0 15 1.6 26 
1.1 1 1.7 14 
1 . 2  1 6  1 . 8  3 3  
1.3 10 1.9 40 
1.4 18 2.0 99 
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G.P.A. N G.P.A. N 

1.5 18 2.1 46 • 
2.2 52 3.7 18 
2.3 68 3.8 16 
2.4 71 3.9 42 
2.5 112 4.0 22 
2.6 66 4.1 3 
2.7 66 4.2 6 
2.8 79 4.3 2 
2.9 65 4.4 2 
3.0 167 4.5 2 
3.1 66 4.6 1 
3.2 69 4.7 2 
3.3 53 4.8 1 
3.4 60 4.9 0 
3.5 46 5.0 0 
3.6 46 
X grade of sample = 2.645 
SD of sample =0.87 
X grade of entire student body = 2.847 

2. Relationships between students in day classes when com

pared with students enrolled in continuing education 

classes 

Classes were divided into two catagories: (1) those 

classes that met from 7:00 a.m. to 4:30 p.m. and (2) those 

classes that met from 4:40 p.m. to 10:30 p.m. It will be 

remembered that the day classes met for the traditional 

three fifty-minute periods, while all the late afternoon and 
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evening classes met fewer than three times per week. 

Table 13 shows the relationship between the day 

classes and the continuing education classes and the grades 

they received at the end of the course. 

TABLE 13 

RELATIONSHIP BETWEEN DAY AND CONTINUING EDUCATION COURSE GRADES 

Grade Day Grade Continuing 
Education 

1 203 1 147 
2 376 2 311 
3 428 3 288 
4 109 4 72 
5 29 5 33 

1045 851 

X = 2.69 X = 2.45 
SD = 1.03 SD .98 
Sx = .032 t = 6.00 * Sx = .033 

* t value significant beyond the .05 level of confidence 

It will be noted that the combined N on Table 13 

varies from the total sample size. This is due to the 

incompletes or withdrawals that were given to the students 

in the sample. 

It can be seen from the t test data presented in 

Table 13 that there is a significant difference between the 

mean scores of the two groups. These data indicate higher 
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grades in the evening courses. Table 12 shows the total 

grade point average of the student body to be 2.645, which is 

lower than the mean continuing education grade received. 

These data indicate that the continuing education students 

perform better, as indicated by final course grades, than 

the regular day students. 

Since the continuing education students receive 

better final course grades, three conclusions are apparent. 

(1) The continuing education students are more academically 

talented, or (2) the courses are easier, or (3) the 

professors grade more leniently. Data presented on Table 12 

indicate that the students in this study had a higher grade 

point average than would be found with the whole student body 

and that the students in the sample made better grades than, 

their mean cumulative grade point average. This lends 

evidence that the continuing education students in this 

study are better students than the average regular day 

student. 

Table 14 shows the relationship between the employed 

and non-employed students and the grades they received. A 

comparison of N's from the employed category shown on Table 9 

and the N's shown on Table 14 shows a discrepancy. Table 9 



61 

shows those students who were or had been employed sometime 

during the semester. Table 14 shows the students who had 

been employed for the entire semester. 

TABLE 14 

RELATIONSHIP BETWEEN GRADES MADE BY 
EMPLOYED AND NON-EMPLOYED STUDENTS 

Employed Students Non-Employed Students 

Grades N Grades N 

1 110 1 193 
2 143 2 304 
3 338 3 334 
4 80 4 81 
5 25 5 26 

X = 2.10 X = 2.45 
SD = 1.17 Sxl - X2 = .05 SD = .98 
Sx = .048 t = = 7.00* Sx = .032 

*t value significant beyond the .05 level of confidence 

TABLE 15 

RELATIONSHIP BETWEEN EMPLOYED STUDENTS 
AND THE GRADES THEY RECEIVE 

Day Evening 

Grade N Grade N 

1 56 1 54 
2 102 2 41 
3 110 3 128 
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TABLE 15--Continued 

Day Evening 

Grade N Grade N 

4 45 4 35 
5 9 5 16 

322 247 

X = 2.53 X = = 2.68 
SD = .90 SD = = 1.08 
Sx = . 60 t = • .168* Sx = .67 

*t value not significant 

The t test for the data presented on Table 14 shows there is 

a significant difference between the employed and non-employed 

students and the grades they received. The data show that 

employed students make better grades than the non-employed 

students. 

Table 15 shows no significant differences in grades 

received between the employed day students and the employed 

evening students. We could conclude from Tables 14 and 15 

that employment does not hamper academic achievement, and that 

there appears to be no difference in achievement of employed 

day students and employed continuing education students. To 

go one step further, these data indicate that continuing 

education students who are employed make better grades than 
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the average non-employed regular day student. 

From these data we can accept the hypothesis that 

motivation, experience, and age are of great significance to 

better grades and that employment while attending college 

seems to be a positive factor for success in course grades. 

One of the perplexing problems for administrators is 

course scheduling. There are several known reasons why 

students register for particular courses; however, the search 

of literature revealed no studies that delved into the 

problem. Table 16 shows the reasons why students in this 

study said they registered for courses. Students were asked 

to give the three major reasons why they registered for 

courses in the study. The table shows the primary reasons 

students gave as a response. It is probable that most 

students register for specific courses for many reasons. The 

purpose of these data is to show primary reasons for enroll

ment . 

TABLE 16 

REASONS STUDENTS REGISTERED FOR COURSES 

Evening Day 

7c of Sample 7o of Sample 

63 64 registered because the course was 
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TABLE 16--Continued 

Evening Day 

7o of Sample % of Sample 

required for graduation or for teacher 
certification. 

18 26 registered because the course material 
was of interest. 

3 1 registered because the course would 
help them financially in the future. 

3 \ registered because the course was 
offered at a convenient hour. 

5 1 registered because the time was the 
only period the student could work 
course into their schedule. 

3 1 registered for the course because of 
the instructor's reputation. 

5 6.5 gave miscellaneous reasons that could 
not be classified as reasons for 
registering for classes. 

The most interesting statistic presented in Table 16 is the 

low percentage of students who admit taking courses because 

of the instructor's reputation. Continuing education pro

grams, in particular, have always depended upon the most 

popular teachers obtaining a high enrollment. Courses with 

high enrollment are necessary to subsidize the less popular 
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courses. This has been considered as a most important 

factor when a continuing education program is financially 

self-supporting. It is also interesting to note that evening 

students register less frequently for courses because of 

interest in the subject than do the regular day students. 

Table 17 shows the relationship between grades and 

age. Students were classified into various age categories. 

The purpose of this table is to determine the level of 

maturity necessary to succeed in concentrated continuing 

education courses. 

It can be seen from the table that, at the five per 

cent level of confidence, the null hypothesis stands only for 

the forty-one to fifty age group. These data indicate that 

students under twenty years of age have a lower grade point 

average for the evening courses. Students over twenty-one 

years of age, with the exception of the thirty-one to forty 

age group, perform better in continuing education classes 

than students in the same group in day courses. 
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TABLE 17 

RELATIONSHIP BETWEEN AGE AND GRADES RECEIVED IN COURSES 

Day Evening 

Mean SD N Age Mean SD N t 
Grade Grade test 

2.30 .26 173 Under 20 years 2.59 .91 144 2.45* 
2.92 1.00 279 21 - 30 years 2.69 .82 164 2.87* 
2.42 .95 357 31 - 40 years 2.51 1.04 279 1.28 
2.52 1.35 38 41 - 50 years 2.11 .82 86 2.52* 
2.00 .87 18 51 - 60 years 1.91 .50 49 3.00* 
None Registered Over 61 years 1.87 .42 16 

*t values are significant beyond the .05 level of confidence 

Table 18 presents statistics which may explain some 

of these phenomena. The table shows the relationship between 

the number of hours studied and the course grades received. 

Assuming students were honest in reporting study time, these 

data indicate continuing education students study signifi

cantly more than those enrolled in day courses. The grand 

mean number of hours studied each week on the courses sur

veyed was 2.95 hours, This may be contrary to opinions of 

academicians who hold to the traditional formula of assigning 

homework sufficient to keep students occupied at the rate of 

two hours assignment for each hour of lecture. 

Table 18 also shows an inverse relationship between 

hours spent in studying and grades received. Day students 
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who attained a grade of "1" studied an average of 2.78 hours, 

and the students who received a grade of "5n averaged 3.25 

hours per week. 

TABLE 18 

RELATIONSHIP BETWEEN HOURS STUDIED PER WEEK 
AND THE GRADE RECEIVED IN COURSE 

Day Evening 

Mean Hours Mean Hours 
Grade SD Studied Studied SD t test 

Per Week Per Week 

1 1.93 2.78 3.02 1.90 4.80* 
2 .54 2.75 3.02 1.62 3.00* 
3 1.66 2.83 3.28 1.92 2.91* 
4 1.60 3.07 3.47 1.91 8.00* 
5 1.82 3.25 2.16 1.01 2.05* 

*t values are significant beyond the .05 level of confidence 

The reader, on the other hand, will note that the evening 

students who received a grade of :i5" studied less than the 

mean average hours of all o^her grade categories. 

These data indicate a need for a basic study-skill 

course for students who are experiencing academic difficulty. 

It is surprising to consider the multitude of courses offered 

in the academic areas and to realize that no basic orientation 

courses are taught. It is apparent that study skills play an. 
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important role in academic success, and it seems important 

that a university with a scope as broad as the one at the 

University of Arizona consider taking steps to organize 

such a course. 

Table 19 shows the relationship between the number 

of units students carry and the grades they receive in 

courses. A t test at the five per cent level of confidence 

indicates there are no significant differences in mean 

average grades between day and continuing education courses 

and units carried with the exception of students who carry 

ten to twelve units of credit. No logical explanation of 

this statistic can be offered. These data do indicate that 

TABLE 19 

RELATIONSHIP BETWEEN THE NUMBER OF UNITS 
CARRIED AND GRADES RECEIVED 

Day Evening 

Number of SD Mean Grade Mean Grade SD t test 
Units Carried Received Received 

1 - 3 . 66 2.34 2.27 .28 1.40 
4 - 6 1.20 2.45 2.47 1.02 0.28 
7 - 9 1.10 2.96 3.29 1.07 1.50 
10 - 12 .94 2.47 2.95 1.03 3.00* 
13 - 15 .30 2.45 2.56 .88 1.83 
16 - 18 .96 2.50 2.48 1.01 .25 
19 - 21 1.56 2.45 2.41 1.24 .11 

*t value significant beyond the .05 level of confidence 
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the number of units carried has no adverse effect on the 

students' grades nor has the time of day they attend classes. 

Since the continuing education courses are offered for longer 

periods of time, this factor does.not affect the grades 

students make. 

3. A Comparison of Attitudes of Day and Continuing Education 

Students Toward the Courses Surveyed 

The following section is designed to show student 

attitudes toward courses they were attending. Chapter II 

discussed the method of developing the attitude scales, 

writing the items and the reliability and validity tests 

employed in the development of the instrument. 

Students were asked to respond to statements by 

marking "strongly agree", "agree", "no opinion", "disagree" 

and "strongly disagree". The response was given a number 

value, mean attitudes were computed, standard deviations 

calculated, standard errors of the means computed, standard 

error of the differences between the means figured, and a t 

test calculated for both day and continuing education groups. 

Most authorities agree that individual items on an 

attitude scale are meaningless when considered alone. A 

survey of the items (Appendix A) will show that all items 
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are dealing essentially with attitude toward course diffi

culty. Operating on this assumption, attitude scores on the 

first sixteen items were calculated and a grand mean for 

these items were computed for both day and evening groups. 

Table 20 shows the results. 

TABLE 20 

ATTITUDES TOWARD COURSE DIFFICULTY 

Day 

Attitude 
Scale f 
Value 

Continuing Education 

Attitude 
Scale f 
Value 

1 2284 1 1485 
2 6158 2 5340 
3 2373 3 2240 
4 2557 4 2320 
5 889 5 813 

X = 2.551 X - 2.64 
SD = 1.14 SD = 1.11 
Sx = .009 t - 15.00 x = .001 

Attitude Scale Values 

Strongly Agree 5.0 
Agree 4.0 
No Opinion 3.0 
Disagree 2.0 
Strongly Disagree 1.0 
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The mean attitude score of the day group is 2.55 as 

opposed to 2.64 for the evening group. This was calculated 

by summing the attitude scores for each student and obtaining 

the mean attitude toward course difficulty. The t test shows 

there is a significant difference between the attitude toward 

course difficulty of the two groups of students. Conversion 

of this score indicates that the day students generally disa

greed that the courses were difficult. The group enrolled in 

continuing education courses also indicated that they felt 

the courses were not difficult. The difference in the mean 

scores do indicate that the continuing education students 

believed their courses slightly less difficult than the day 

group. 

This section of research proved to be disappointing. 

It was hoped that these items would produce candid results. 

The students felt strongly about only two items. One 

of the statements was about library work. Both groups of 

students, surprisingly enough, felt that not enough library 

work was required. The other item concerned grades. From 

the data collected, it appears there is more competition for 

grades in the day section. 

Both groups of students felt absences did not adversely 

affect their grades nor was it difficult to catch up on 



material missed after being absent. This item can be 

construed as a left-handed compliment to the course level of 

the classes surveyed. 

Two questions were included that dealt with examina

tions. The data indicates that both groups of students do 

not believe the examinations are too long or too detailed. 

The attitude section of the research lends evidence 

to disprove many campus myths about student drop-out and its 

relationship to course failure and course difficulty. Almost 

everyone who works with high school seniors and entering 

college freshmen is usually confronted with myths about 

course difficulty, the amount of time that is required for 

study, and percentages of students who must withdraw because 

of course failure. The data collected do not agree with the 

legends about the rigors of college courses. 

It should be pointed out that the time the survey 

was taken may have skewed the results for this section of the 

research. Although it is only opinion, students seem to go 

through "periods of complacency" and "periods of anxiety". 

Naturally the anxious periods occur before mid-term and 

final examinations. Seventy per cent of the data was 

collected between these two periods. It is therefore quite 

possible that the aura of complacency was predominant at the 
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time the data was collected. Obviously this could result in 

the general feeling, on the part of the students, that the 

courses were less difficult than expected. 

4. Attitudes of Continuing Education Students Regarding the 

Length of Periods 

Section B of the student questionnaire was designed 

to elicit attitudes toward the length of class period and 

al so included further statements regarding course difficulty. 

The continuing education students felt that the pro

longed periods did not hamper their educational accomplish

ments. They disagreed with the thesis that it was more 

difficult to concentrate on the lecture because the class 

period occurred at the end of the day. They also believed 

they learned as much from the course as they would have if 

it were offered for the traditional three fifty-minute 

periods per week. 

They also disagreed with the statement, "too many 

library assignments are made." With the exception of the 

off-campus classes, instructors held the same general 

requirements for both groups. (A full discussion of this 

topic is covered in Chapter III, Section 4). The data 
* 

collected indicate that on-campus students are not hampered 
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by library assignments. It is obvious that some students will 

fabricate excuses about being unable to use the library because 

of employment. The data also indicate that students believe 

maturity and job experience help make the course more 

meaningful. In all probability, this is a valid judgment 

since the grades received by continuing education students 

are higher than the day students. (Table 13) This would 

also be one of the reasons employed students receive signifi

cantly higher grades than the unemployed students. (Table 14) 

Continuing education students were asked the time of 

day they preferred classes. The mean score for the group 

indicates they prefer morning classes. 

5. Faculty Attitude Toward Day and Continuing Education 

Courses 

One important facet of the research was to obtain an 

index of faculty attitude toward continuing education courses. 

The questionnaire (Appendix B) development was discussed in 

Chapter II. The questionnaire was a thirty-five item 

instrument that asked for a response to statements. The 

responses were given numerical values, which could be 

statistically manipulated. The statements dealt with the 

broad categories of attitudes toward day and continuing 



75 

education students, faculty preferences for length of periods, 

attitudes toward the accomplishments of both day and continuing 

education students, and assignments. 

Table 21 shows the general attitudes toward day and 

evening students. This table was constructed from data 

taken from questions 1, 2, 3, 4, 5, 7, 8, 9, 22, 23, 26, 28, 
29, 30, 33. (Appendix B) 

Responses were keyed so scores higher than 3.0 showed 

a negative attitude toward continuing education students and 

the prolonged class periods. 

TABLE 21 

ATTITUDE TOWARD STUDENTS 

Attitude Scale .f % of Sample 

1 50 07 
2 324 44 
3 124 16 
4 180 24 
5 67 8 

X = 2.98 
SD = 1.34 
Sx = .05 

The mean attitude score on Table 21 is of no practical value 

since a score of 3.0 = no opinion. The 2.98 does indicate a 
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slightly positive attitude toward evening students. 

The percentages show more graphically the faculty 

attitude toward continuing education students. Fifty-one 

per cent of the faculty felt their evening students prepared 

assignments as well as day students, were as attentive to 

lectures as day students, were as intellectually adept as 

day students, achieved as much from the course as day students, 

and prepared library assignments as well as day students. 

Thirty-two per cent of the faculty disagreed and felt day 

students were superior to the continuing education enrollees. 

Sixteen per cent of the faculty had no opinion. 

Two statements were inserted in the questionnaire to 

measure opinions about teaching methods. Forty-six per cent 

of the faculty members in the survey agreed that the same 

teaching methods could be used in the day and continuing 

education courses and that these methods were equally 

effective with both groups. Forty per cent of the faculty 

surveyed felt that teaching methods must be changed for the 

continuing education courses. 

Obviously the attitudes toward teaching methods have 

many ramifications. If the professors must change their 

teaching techniques for continuing education courses, this 



77 

could be considered as additional preparation. When remunera

tion is given for additional load it was based on the philos

ophy that additional preparation would be slight since the 

professor taught day courses in the same subject. Since 

forty per cent of the professors in the study had to change 

teaching techniques, and since this change involves additional 

preparation, it follows that perhaps the compensation scale 

should be reviewed. 

Six items were included to obtain a measure of the 

faculty's preference of teaching assignment. Thirty-six per 

cent of the sample agreed that they would prefer to teach 

regular day students rather than the general type of students 

found in continuing education courses. Only twenty-eight per 

cent of the sample preferred to teach the continuing education 

students. Obviously many factors are operating when a faculty 

member makes known his preference. None the least of these 

factors is the simple fact that most professors have their 

courses geared strictly for regular day students and conse

quently prefer to teach these students. Table 22 shows the 

preference faculty members have regarding class length. 
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TABLE 22 . 

FACULTY PREFERENCE FOR LENGTH OF CLASS PERIOD 

Length of Number of % of Faculty 
Period Meetings Preference 
in Minutes Per Week 

50 3 46 
75 2 25 
150 1 29 

Table 23 shows faculty opinion regarding accomplishment and 

class length. 

TABLE 23 

ACCOMPLISHMENT AND CLASS LENGTH 

Length of Number of 7o of Faculty Members 
Period in Meetings Who Believe Accomplish
Minutes Per Week ment Greatest for 

Period Indicated 

50 3 44 
75 2 22 
150 1 34 

These two tables show that almost half of the faculty prefer 

to teach the traditional three fifty-minute periods per week 

and that they believe students can accomplish more in 
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classes that are organized in this manner. Approximately 

one-fourth of the sample favored the seventy-five minute 

period and the remaining one-fourth favored the one meeting 

per week. 

These data indicate that there is no class period 

that is ideal for all courses. This graphically illustrates 

the necessity for flexibility in course scheduling. All too 

often our thinking is hampered by being too concerned about 

the mechanical details of opening and closing buildings and 

the traditional times to offer classes. Avant garde 

continuing education programs should study the course 

content and students and then decide the length of class period. 

5. A Comparison of Regular Day Classes and Classes Taught 

Off-Campus 

During the second semester of 1960-61 sixty-six 

classes were taught away from the Tucson campus. With the 

exception of eight classes, the courses were taught by 

regular University of Arizona faculty members. 

These courses were regular approved courses that 

were given for University credit. Approval for continuing 

education courses is subject to the same committee and 

board of regents approval as are the regular day courses. 
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The courses that were taught off-campus were approved by the 

department head, dean of the college, and by the dean of 

Continuing Education. 

Although sixty-six courses were offered at off-campus 

locations, only five met the criteria for this study. It 

will be remembered that to meet the criteria for selection, 

professors must have taught the same course in the day 

session as they taught in a prolonged class period. Table 24 

shows the classes that qualified for the study. 

TABLE 24 

OFF-CAMPUS COURSES IN THE STUDY 

Department Course Number 

Education 221 
Education 257 
English 3 
Health Education 71 
Psychology 217 

The courses shown on Table 24 cannot be construed to give a 

valid representation of the off-campus classes offered by 

the Division of Continuing Education. The courses offered 

by this division at off-campus locations usually involve a 

wide range of departments. The College of Education usually 
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offers more courses than any other college. This is partly 

due to the state certification requirements which makes it 

mandatory that teachers accumulate semester hours of credit 

for certificate renewal. Also, many teachers can advance on 

their salary schedule if they take advanced courses in 

pedagogy. Practicing teachers are also encouraged to take 

courses in education to keep abreast of changes in the field. 

For these reasons, porportionately more off-campus courses 

are in the field of education. 

There are many reasons to point to a gradual shift 

in off-campus offerings. Population centers that are growing 

rapidly are usually fertile areas for off-campus classes in 

the Liberal Arts. This has been evidenced by the growth of 

the enrollment in university courses at Fort Huachuca. It 

is also reasonable to assume that the University of Arizona 

will be called upon to supplement the curriculums of the 

proposed junior colleges in Cochise and Pinal counties. 

This will be done by off-campus classes. 

Table 25 shows a comparison of the cumulative grade 

averages of the day and off-campus students. 
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TABLE 25 

CUMULATIVE GRADE AVERAGES FROM FIVE ON-CAMPUS 
COURSES AND FIVE OFF-CAMPUS COURSES 

On-Campus Off-Campus 

X = 1.93 X = 1.91 
SD = .617 SD = .632 
S x = .064 t = .777* Sx = .075 

*t value not significant 

These cumulative grade averages are higher than 

would normally be expected. One car only speculate as to 

the reasons. Three pairs of these courses are upper division 

and a large majority of the off-campus registrants in these 

courses were graduate students. Three pairs of courses were 

for education majors. Since the College of Education is a 

professional school, students with lower grade point averages 

are not admitted. These factors are believed to account for 

the high cumulative grade point average of both groups. It 

will be noted that a t test indicates there are no signifi

cant differences between the two groups. Thus the null 

hypothesis stands at the five per cent level of confidence. 

Table 26 shows the relationship between the grades made by 

off campus and on campus students. The mean score represents 

the end"of"course grade. 



83 

TABLE 26 

RELATIONSHIP BETWEEN END OF COURSE GRADES OF REGULAR DAY 
STUDENTS AND STUDENTS REGISTERED FOR OFF-CAMPUS CLASSES 

Day Off-Campus 

X 
SD 
Sx 

= 2.12 
.26 
.02 t = 1.66* 

X = 2 . 2 1  
SD = .86 
Sx = .09 

*t value not significant 

A comparison of tables 25 and 26 shows the students registered 

for the five courses off-campus had a slightly higher grade 

point average and received slightly lower grades than the 

regular day students. The t test, in both instances, show 

there are no significant differences. Therefore, it appears 

that the off-campus classes studied in this survey are no 

easier than the on-campus classes, and that the grading 

standard for the off-campus classes is fully as high as for 

the on-campus classes. From the statistical data presented 

in the above two tables, it appears that there are no 

significant differences between regular day courses and off-

campus courses. Table 27 shows the amount of time spent 

preparing for assignments for day and off-campus classes. 
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TABLE 27 

AMOUNT OF TIME STUDENTS SPEND EACH WEEK PREPARING ASSIGNMENTS 

Da£ Off-Campus 

X = 2.86 hours X = 2.93 hours 
SD = 1.56 hours SD = 1.60 hours 
Sx = .15 t = .350* 

1 1 P . 
Sx .17 

These data indicate a slight increase in study time for the 

off-campus group; however, a t test allows the null hypothesis 

to stand at the five per cent level of confidence. This means 

that for the classes in the study, off-campus students study 

as much as regular day students. 

The faculty attitude toward off-campus courses proved 

most interesting. They agreed that the day students apparently 

spent more time preparing for assignments than did the off-

campus students. These opinions do not agree with the 

student response toward study habits. (Table 27) 

Without exception the faculty members prefer to 

teach regular day students, in the traditional three fifty-

minute periods per week. Faculty also agreed that they 

could accomplish more with the material to be covered in the 

traditional day classes. Three of the five professors 
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agreed that the standards for achievement were greater for 

the off-campus course. Three of the five stated that off-

campus students were less conscientious about preparing 

assignments. 

An analysis of all items on the questionnaire shows 

four of the five professors in this study believe off-campus 

courses inferior to courses held on the campus. 



CHAPTER IV 

SUMMARY 

Many claims have been made to the effect that 

continuing education courses are of sub-standard quality. 

Various factors advance this belief, but among those most 

prevalent are preconceived attitudes such as: employed 

students do not have adequate time to study; classes have 

fewer meetings per week; instructional staff have additional 

responsibilities and are not as effective in the evening 

hours; and continuing education students are generally 

poorer because of lax prerequisite checks. 

This study has attempted to probe into some of these 

areas and evaluate the results. 

The first step in the research was to design and 

develop valid instruments of attitude measurement. These 

instruments were administered to 101 students and to fifty 

faculty members at the University of Arizona. Chapter II 

describes in detail the reliability and validity tests that 

were employed. 

The questionnaire sought both biographical and 

attitudinal information. The questionnaire was administered 
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to a sample that was selected by various criteria. The 

first criteria involved selection of professors. Professors 

were asked to participate in the study if they taught both a 

regular day course for the traditional three fifty-minute 

periods per week and also taught the same course for periods 

that were prolonged. Professors also were asked if similar 

teaching techniques were used. Once it was established that 

both the day and continuing education courses covered 

generally the same material, the faculty was informed about 

the project and asked to participate. Mechanics of adminis

tration were then organized. The collected raw data were 

coded and punched on IBM cards. 

Two thousand and thirty-five students participated 

in the study. The survey included all classifications of 

students; however, porportionately more juniors were included 

in the study. The study included four colleges and fourteen 

different departments. Seven hundred and sixty students 

were employed. The mean cumulative grade point average of 

the students in the study was 2.645. This is .23 above the 

mean cumulative grade point average of the total university 

population. 

Students were divided into two categories: (1) those 
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who were enrolled in classes that met from 7:00 a.m. to 

4:30 p.m., and (2) those classes that met from 4:40 p.m. to 

10:30 p.m. It will be remembered that the day classes met 

for the traditional three fifty-minute periods per week, 

while all late afternoon and evening classes met fewer times 

per week with a prolonged period. 

Data collected indicate continuing education students 

made significantly better grades than the day students. 

Employed students received better grades than the non-employed 

students. There were no significant differences in grades 

received between day students who were employed and continuing 

education students who were employed. Data collected indi

cated a significant difference between continuing education 

students who were employed and regular day students who were 

non-employed. Continuing education employed students made 

better grades than day students who were non-employed. 

The data collected indicate that the instructor's 

reputation has little effect on student registration for a 

particular course. Only one per cent of the 2,035 students 

gave first choice for registering for the course as the 

instructor's reputation. As would be expected, sixty-four 

per cent of the students registered for the courses because 
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they were required for graduation. Data were collected to 

enable comparison of age and the grades students receive. 

The data indicate students under twenty years of age have 

greater difficulty with continuing education courses. 

Data were also collected on the study habits of 

students. Assuming students report study time honestly, the 

mean number of hours studied each week for each course was 

2 95 hours. It was surprising to find an inverse relationship 

between hours studied and grades received for the day group 

of students. These data indicate a need for a basic course 

in study skills for the students who are experiencing 

academic difficulty. 

A comparison of Lhe number of units carried and the 

grades students receive shows t:he number of hours carried by 

day students has no adverse effect on grades. The data also 

indicate continuing education students should not be permitted 

to carry more than seven units (since the grades of those 

carrying more than seven units suffer). 

The scudy also included a section that was designed 

to show student attitudes toward the courses they were 

attending. Several statements were included to obtain a 

measure of attitude toward course difficulty. Both day and 
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continuing education students agreed that courses were not 

difficult. The continuing education students believed that 

their maturity and previous experience made the courses 

easier. Both groups of students felt that the library 

assignments and regular assignments were not difficult. 

Students in both groups felt that absences did not adversely 

effect their grades. They also believed the examinations 

were not too difficult. 

The attitudinal section of the research raises more 

questions than it answers, and was therefore somewhat 

disappointing. The study does give some insight on the 

general college attitude toward course difficulty. It 

appears that the college courses included in this survey are 

not as difficult as most academicians believe. Students who 

were enrolled in continuing education courses were also 

asked questions about course difficulty to enable comparisons 

of the prolonged class periods with the regular day courses. 

The continuing education students believed that the pro

longed periods did not hamper their educational accomplish

ments. They also thought they learned as much from the 

concentrated classes as from classes that met for the 

traditional three fifty-minute periods per week. 
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One important facet of the study was to obtain an 

index of faculty attitude toward continuing education courses. 

Fifty-one per cent of the faculty felt their evening students 

prepared assignments as well as the day students. This group 

also believed the students were as attentive and were as 

intellectually adept as the day group. Thirty-six per cent 

of the sample agreed that they would prefer to teach the 

traditional three fifty-minute periods per week. 

As mentioned earlier in the dissertation, more 

questions are raised than are answered. The data presented 

here do give some basic research in the areas of student 

attitudes, study habits, course achievement, and professorial 

attitudes toward continuing education. 



CHAPTER V 

RECOMMENDATIONS 

1. It is recommended that the faculty committees for graduate 

and undergraduate study re-examine the policies regarding unit 

limitations on the off-campus courses."'" This recommendation 

is based upon the following evidence: 

a. Continuing education students receive 

significantly better grades than those 

attained by the day students. 

b. Employment of students appears to help 

course achievement. 

c. Attitudinal data collected indicate 

students have no difficulty in studying 

for continuing education classes with 

prolonged periods. 

2. It is recommended that the Division of Continuing 

Education be given authorization to grant a Bachelor of 

General Education degree. Rationale is based on the same 

three evidences enumerated in section a. Mechanics and 

requirements of the program should be worked out by the 

extension committee. This committee should review the 

•^Present policy requires the last thirty units of 
undergraduate work be taken in residence. The Graduate 
College allows only six units of credit in off-campus courses 
to be counted toward a Master's Degree. 

92 



93 

general policy which requires thirty units of work in 

residence. The data indicate there is little empirical 

evidence to support X number of units in residence. 

Had the University initiated such a program several 

years ago, the transition to the junior college movement in 

our state would have been much smoother, and perhaps, 

unnecessary at this time. 

The most expedient way to accommodate the higher 

education needs in our state would have been to establish 

residence centers in Yuma, Cochise and Pinal counties. 

These centers could have functioned as an integral part of 

the University's program. Administrative costs would have 

been much less than they will be under the junior college 

system. 

3. It is further recommended that a general orientation 

course in basic study skills be organized for freshmen. This 

recommendation is based on the study habit section of this 

dissertation. Since there is an inverse relationship (with 

one exception) between amount of time used for studying and 

grade received, we should look to other data to find the 

source of the problem. If the students who receive failing 

grades are not as mentally adept as average college students, 

this is one thing. If, however, they are failing because of 
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improper training in simple study skills, it is a sad 

comment on higher education . 

4. It is recommended that courses at the freshman level be 

scheduled with caution when offered through the Division of 

Continuing Education. Data indicate students under twenty 

years of age have more difficulty with grades in continuing 

education courses than regular day students. 

5. It is further recommended that full time employed students 

who are enrolling for continuing education classes be counseled 

concerning the disadvantages of registering for more than seven 

units of credit. Table 19 shows grades for continuing education 

students are lower in this category. 

6. Recommendation for Further Study 

Data collected in this dissertation would lend itself 

to many detailed studies. Since the time of administration 

is critical for attitudinal studies, sections of this research 

should be re-administered at various times during the semester 

to measure the attitudinal change students make during the 

entire semester. Obviously, periods of complacency and 

periods of anxiety could be found. Realization of these 

periods could give interested professors information for more 

effective teaching. 
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Further study should be made on grades and grade 

patterns alone. Although much has been done in this area, 

little of the information is generally known. Most 

university personnel have pre-conceived ideas about course 

failure and seldom look for research evidence. A study on 

the effectiveness of an !:orientation to college course" 

should be made to determine if a majority of drop-outs and 

flunk-outs are caused by low mental ability. 

Many fallacious generalizations are made on the 

results of standardized test scores. It seems probable that 

some of the data collected for this study could be utilized 

to set up a mathematical model that could be used to predict 

success in the various colleges. This system of prediction 

could take the form of mathematical formulae. The formula 

for each college would vary. Factors such as mathematical 

ability and verbal ability and tenaciousness could be 

weighted. Evidences of ability in these areas could be 

obtained from high school records. Analysis oi the several 

colleges would be made to ascertain the importance of each 

of these factors. Mathematical manipulations from students' 

records would yield a score which could be compared with the 

scores of the students who had been successful in the 
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particular college. 

As mentioned in the limitations section, two of the 

glaring weaknesses of this study are the absence of data for 

the basic science courses and a relatively small sample of 

mathematic classes. It is recommended that data be obtained 

from these disciplines and treated with the same methods used 

for this study. 
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STUDENT QUESTIONNAIRE 
Form A 

Name sex: M Married: Yes No 
East First Middle F 

Sample Number 

2. Course Number 3. Time Class Meets Sample Number 

U. I am presently classified as (circle one) Fr. Soph. Jr. Sr. Grad, 

Unclassified Evening student only 

5. I am presently enrolled for: Classes before U:U0 only 
Classes after U:U0 only 
Classes before and after U:U0 

6. I am working toward a degree. les No Undecided 

7. I am enrolled for units this semester. 

8. I am employed this semester. Yes No 

9. If yes, list the number of hours you work each week. ____ 

10. I plan to count this course toward a degree. Yes No 

11. Please check your age classification. 
Under 20 21-30 31-UO Ul-50 £L-60 Over 60 

12. There are often several reasons for registering for a course. From 
the following list, mark as number 1 the statement that motivated 
you most to register for this course, mark as 2 the second reason, 
etc. Mark as many as you like. 

graduation requirement 
elective 
required for certification 
for your own information 
will help you financially in the future 

• offered at a convenient hour 
the only time you could work the course in your schedule 
for increase in salary 
because of instructors reputation 
to help solve problems you now have 
other reasons not mentioned above. Please explain. 
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13. What is your cumulative grade point average? 

lU. How much time do you spend each week preparing for this course? 
(Average) 

0 hr. 1 hr. 2 hrs. 3 hrs. h hrs. 5 hrs. 6 hrs. 7 hrs. 

8 hrs. 9 hrs. over 9 hrs. 

15. What grade do you prefer to make in this course? 

16. What grade do you expect to make in this course? 

17. Were you enrolled last semester in an evening or late afternoon 
(after 1*:U0) course? Yes No 

18. How did you learn about the late afternoon and evening course 
offerings? (Check the appropriate box or boxes) 

Regular schedule of hours 
Newspaper advertising 
Radio announcement 
Television announcement 
Continuing Education catalogue 
From a friend 

19. Please list course or courses you would register for next semester 
if they were offered in the evening or late afternoon that are not 
currently offered. 

20. Time you would prefer 
course to be scheduled. 

21. How much time per week do you spend in the library getting the 
assignments for this class? (Circle one) 

0 hr. 1 hr. 2 hrs. 3 hrs. U hrs. 5 hrs. 8 hrs. 10 hrs. 

12 hrs. over 12 hrs. 

22. Depending upon the subject matter, professors use various teaching 
techniques. Check below the statement or statements that typifies 
the teaching methods used in this course. 
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lecture only reports from class members 

mostly lecture films and other visual aids 
are used 

some lecture 
field trips 

study and discussion of cases 
visiting speakers 

mostly discussion 

some discussion 

Please indicate on the following scale, the degree of agreement with the 
following statements. 

STRONGLY NO STRONGLY 
AGREE OPINION DISAGREE 

AGREE DISAGREE 
23• The assignments are difficult for i i i i i 

this class. 

2k» There is strong competition for | , , | • 
grades in this class. 

25. The examinations are too long. i_ | . • 1 

26. Too much material is covered in ( | j . 1 
this course. 

27. Two or three absences in this class | ( | | 1 
adversely affect the grade. 

28. Too much library work is required 1 1 1 1 | 
for this class. 

29. The examinations are too detailed. I 1 1 11 

30. The grade I receive in this course 
is not important. 

31. I learn more from the lecture 
method of instruction. 

32. This course has the reputation of 
being very difficult. 

33• This course is the first one I have 
taken in this field. 

3U. After one absence in this course, it 
is difficult to catch up on the 
material I missed. 
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STRONGLY NO STRONGLT 
AGREE OPINION DISAGREE 

AGREE DISAGREE 
3$• This course moves too rapidly for | | i t \ 

the average student, 

36. Grades will be low in this course. 1 1 1 1 1 

37. Class discussions are interesting, ^ 
but do not help me achieve on the 
exam. 

38. The lectures and discussions in |_ 
this class are closely related to 
material covered in the text. 

SECTION B 

TO BE USED IN CLASSES TEAT DO WOT MEET FOR THREE 
50-MINUTE PERIODS PER TtfEEK 

39. I have taken (approximate number) courses after iuUO p.m. 
during the past five years here at the University of Arizona. 

140. Which time is the most convenient for you to attend 
class. Please indicate with a "1". 

141. Which time is the second best time for you to attend 
class. Please indicate with a "2". 

1±2. Which day is the most convenient for you to attend 
class. Please indicate with a "1". 

i;3. Which day is the second best day for you to attend 
class. Please indicate with a "2"» 

Please indicate on the following scale, the degree of agreement 
with the following statements. 

STRONGLY NO STRONGLY 
AGREE OPINION DISAGREE 

AGREE DISAGREE 
111*. Because of the concentrated | j | j 1 

meeting of this class it is diffi
cult to finish the assigned home
work. 

U5. The younger students study more. j | j | j 

U:UO p.m. 
'5:h0 p.m. 
|6:UO p.m. 
7:00 p.m. 
]7ji+0 p.m. 

Monday 
[Tuesday 
Wednesday 
^Thursday 
_Friaay 
Sat. a.m. only 
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It is difficult to concentrate 
on the lecture because the class 
is held at the close of the day. 

The second half of the class is 
more boring than the first half. 

Hie class sessions are too long. 

Class "breaks" are not long enough, i 

I do not learn as much from this (_ 
class because it meets longer per 
period and has fewer class 
meetings. 

How long is your class break? 

How long do you think the class 
break should be? 

Maturity and experience of some 
members of the class makes the 
class boring by spending too much 
time on personal experiences. 

I prefer a late afternoon or 
evening class to an early morning 
classo 

I could accomplish more if the 
class took two "breaks". 

Too many library assignments are 
made; 

I have never found it impossible 
to schedule time to prepare 
assignments that require work in 
the library. 

This class is meaningful because | ^ 
of the experience I had on ray job. 

STRONGLY NO STRONGLY 
AGREE OPINION DISAGREE 

AGREE DISAGREE 
I 1 I 1 I 

I I I I 1 
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FACULTY QUESTIONNAIRE 

As you know the evening program curriculum has developed in the past 

decade from a series of a few courses to over 170 courses each 
semester. The enrollment has grown from $00 students to over 5,000. 
I am proposing a dissertation which would not only include faculty 
opinion on vital questions but would attempt to determine if there are 
significant differences in achievement in students xjho attend evening 
classes when compared with students in the day courses. Part of the 
research would include a study of achievement of students enrolled at 
the U:U0 hour and compare this group with the 7:00 p.m. courses. I am 
also attempting to determine if there is a significant difference in 
achievement in classes- that meet for three fifty-minute periods when 
compared to classes that meet for one 150-minute periods each week. 
Similar comparisons will be made between the on-campus and off-campus 
courses. 

The following section is designed to obtain your opinion about certain 
facets of the student population. Please indicate on the scale your 
reaction to the following statements. 

STR0NGLT NO STRQNGLT 
AGREE OPINION DISAGREE 

AGREE DISAGREE 
1# Day students spend more time pre- j t | i | 

paring assignments than evening 
students. 

2. Day students are more adept at 
grasping new concepts presented 
in class than the evening students. 

3. Day students are more attentive to ^ 1 i I I 
the presentation than the evening 
studentso 

U. Day students are more interested i i i 1 
in the course material than the 
evening students. 

5. Day students are more adept at |_ i 1 I 1 
mastering the course content than 
evening students. 

6. The same teaching methods are used (__ I i i I 
in the day classes as are used in 
the evening classes. 

7. Day students are more challenging ( 1 , i 1. 1 
to the professor than evening 
students. 
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8. Day students achieve more during 
the semester than evening 
students* 

STRONGLY NO STRONGLY 
AGREE" OPINION DISAGREE 

AGREE DISAGREE 

I I I I I 

9. 

10. 

11. 

12. 

13. 

1U. 

Day students achieve more rapidly (_ 
than the evening students. 

I prefer to teach the day students [_ 
over the evening students. 

I prefer to teach one fifty-minute [_ 
period three times per week to 
teaching two seventy-five minute 
periods two times per week. 

I prefer to teach one fifty-minute [_ 
period three times per week to 
teaching one one hundred-fifty 
minute period once each week. 

It is more difficult to teach two |_ 
seventy-five minutes per week than 
it is to teach one one-hundred 
fifty minute period once each week. 

For this particular course, more can |_ 
be accomplished in three fifty-
minute sessions than can be accom
plished in two seventy-five minute 
periods. 

J L 

15. 

16. 

For this particular course, more 
can be accomplished in three fifty-
minute sessions than can be accom
plished in one one hundred-fifty 
minute period. 

The maturity and experience of the 
evening class makes it easier to get 
the course content over to the 
students. 

I 

J L 

J L 

J L 

J L 

J L 

17. Maturity and work experience of the | | [ 
students in the evening class makes 
it possible for them to achieve 
more than the students in the day 
class. 
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STRONGLY NO STRONGLY 
AGREE OPINION DISAGREE 

AGREE DISAGREE 
18. Maturity and experience give the | | | L J 

evening students an advantage in 
taking the examinations* 

19• The standards for achievement are ( | | | | 
greater in the day course. 

20. Day students are absent more than | | j j j 
the evening students. 

21. Assignments are the same for the | ( , , | 
day and evening course. 

22. Day students prepare library | | (( | 
assignments more thoroughly than 
the evening students. 

23. Evening students are less respon- j t i i t 
sive to the instruction during 
the last half of the class when 
compared with the day students. 

2l+. Evening students are more inter- | j t | j 
ested in the grade they receive 
than the day students. 

25* Day students are primarily enrolled | j t t | 
in this course because of gradua
tion requirements. 

26. Evening students are enrolled for j | j j j 
this primarily because of interest 
in the subject matter presented* 

27. Day students use outside resources | | i | | 
in preparing for assignments more 
than the evening students* 

28. Day students compete more for j |_ ( , | 
grades than the evening students. 

29. Evening students seldom catch up i ( | | j 
on assignments after being absent. 
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STBONGLT NO STRONGLY 
AGREE OPINION DISAGREE 

AGREE DISAGREE 
30. When class discussion is used as 1 1 1 1 1 

a teaching technique, it is more 
difficult to keep the evening 
students on the subject than the 
day students# 

31. I prefer to teach late afternoon | 11 1 1 
(after U:30) to classes before U:30. 

32. I prefer to teach evening classes | | | | j 
(after 6:00) to classes before i+:30, 

33* Evening students are more conscien- j | j , | 
tious about preparing assignments 
than the day students. 

3U. Evening students perform better on | j j | 
examinations than the day students. 

35. The teaching methods used in the ' | i l l  I  
day classes are equally as effec
tive when used in the evening 
classes. 
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FACULTI INTERVIEW FORM 

Name Date 

From your experience with both day and evening students, would you say 
evening students accomplish as much from the course as the day 
students? 

Are you able to cover as much material with the evening class and the 
late afternoon class as you normally cover in the day class? 

Can you use the same teaching techniques for the day and evening 
classes? 

If you knew you would be required to teach late afternoon and evening 
courses, would you prefer a schedule if the Dean or Department Head 
would arrange your teaching load so that you would have morning 
classes on Monday, Wednesday, Friday, and late afternoon and evening 
courses on Tuesday and Thursday? 

What would be your preferred schedule? 

Do you think adults from the community shovild be scheduled in the same 
sections as regular day students ? Undergraduate courses? 

Graduate Courses? 

What has been your chief complaint with the evening program? 

Do you think evening students use the library as much as they should? 

If not, why? 

What should be done about it? 

Do you prefer to teach evening courses for extra compensation or as 
part of your regular load? 

Do you favor eliminating classes that meet one evening each week and 
replace them with two evenings each week for two seventy-five minute 
periods? 


