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The course tutor is regarded as a vital com-
ponent in the correspondence method of
instruction (Baath, 1979; Brady, 1976; Store
& Armstrong, 1981). Nonetheless, in tra-
ditional correspondence study the oppor-
tunity for interaction between the student
and the course tutor is very limited. Gener-
ally, contact is restricted to the written
comments which tutors offer in response to
the assignments which students submit.
The limited contact between student and
tutor is frequently cited as a limitation of the
correspondence method (Childs, 1971; Mal-
ley, Brown, & Williams, 1976; Reedy, 1971).
Although telephone tutoring has been rec-
ommended as a strategy to increase the in-
teraction between correspondence students
and their tutors (Baath, 1979; George, 1979;
Sweet, 1982), studies which have investi-
gated the effectiveness of telephone tutor-
ing have produced inconclusive results.
Flinck (1978) studied the use of systematic
telephone tutoring in support of corre-
spondence instruction. Students in the ex-
perimental treatment group received tele-
phone calls initiated by their course tutor
following the return of each assignment.
The telephone calls were in addition to the
written comments accompanying their as-
signments which were provided to students
in both the experimental and control
groups. Flinck concluded that telephone
tutoring was experienced positively overall,
but was of greater advantage to students
studying a foreign language than to stu-
dents studying the social sciences. His
study included a content analysis of the
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telephone conversations between students
and their tutors. He reported that 32% of all
calls included some mention of personal or
social problems which the student was ex-
periencing. These increased in frequency
with the number of conversations between
students and their tutors. He reported am-
biguous results insofar as the effects of sys-
tematic telephone tutoring upon feelings
of isolation experienced by students.
Nonetheless, he did find that those stu-
dents who dropped out of their courses
were significantly more likely to report that
they felt isolated.

Wilson (1968) studied the effects of
biweekly telephone conferences between
instructors and students in support of their
correspondence courses. Differences were
reported between students in the exper-
imental treatment who participated in
telephone conferences, and those in the
control group, who did not, in regard to the
number who started, completion rate,
completion lag time, and the number com-
pleting lessons and writing the exam-
inations. Unfortunately, it was not clear
what specific effects were attributable to the
telephone conferences, as other treatment
differences existed between the two
groups. Nonetheless, Wilson concluded
that supplementary voice contact is an im-
portant addition to the traditional corre-
spondence method.

Scales (1984) investigated the relation-
ship between telephone contact and persis-
tence among students in correspondence
study. She reported a positive relationship
between the number of telephone calls be-
tween students and their tutors and the
porportion of assignments submitted.
Nonetheless, the relationship was clearly
greater among Adult Basic Education and
Career Technical Vocational programs than
in University Programs. She proposed that
the level of experience with formal educa-
tion, study skills, and personal concern may
explain these differences. She concluded
that the results of the study were not con-
clusive but warranted further research.

Ahlm (1972) also studied the effects of
telephone contact between students and
their tutors in correspondence study. In her
study, students in the experimental condi-
tion were encouraged to initiate calls to their

course tutor if they had any difficulties with
the course. No significant differences were
found, however, between the students who
were encouraged to call their tutor and
those who did not receive such encourage-
ment, in regard to either assignment results
or the pace at which students finished the
course. It was reported that students who
did contact their tutor by telephone re-
ceived higher final grades than those stu-
dents who did not. This may, however,
have been the consequence of a third vari-
able which caused some students to both
call their tutor and achieve better results.

Orton (1978) described an experiment in
which correspondence students were in-
vited to telephone their course tutor
whenever necessary. He reported that the
reactions of students and instructors to
telephone tutoring was very positive. In-
structors reported that telephone tutoring
provided a “psychological boost” to stu-
dents. Nonetheless, only 31.5% of the stu-
dents were actually in touch with their in-
structor by telephone. Similarly, Ahlm
(1972) reported that only 12% of the stu-
dents in her study initiated calls to their
tutors. The relatively infrequent initiation of
telephone contact by students has been re-
ported by others (Flinck, 1978; Holmberg,
1981). It is possible that not all students
want or need such contact. Indeed, there is
some evidence to support this proposition.

Beijer (1972) investigated student prefer-
ences for various instructional treatment al-
ternatives among students who registered
in a correspondence study program. He re-
ported that 23% of the students indicated a
preference for traditional correspondence
study supplemented by telephone contact
with the teacher. Surprisingly, however,
33% indicated a preference for traditional
correspondence study alone, that is, without
telephone contact. Similarly, Potter (1983)
investigated whether students enrolled in
correspondence study preferred the tra-
ditional correspondence model in which in-
teraction between the student and the tutor
is minimal, or correspondence study sup-
plemented by face-to-face or telephone in-
teraction. He reported that 29% of the
students indicated a preference for corre-
spondence study with minimal interaction
with the tutor.



Itis possible that telephone tutoring is not
equally effective for all students. Cronbach
and Snow (1977) have suggested that in-
teractions occur between learner charac-
teristics and instructional modes. The in-
structional approach which is best suited to
one person who possesses certain charac-
teristics may not be equally suited to
another person who has different charac-
teristics. Accordingly, it may be that tele-
phone tutoring is an instructional treatment
which is highly valued and of significant
benefit to some correspondence students,

but of little consequence to others. In this

event we could expect to encounter incon-
clusive results for the treatment effects of
telephone tutoring when examining the
combined results across all subjects.

If differential benefits to correspondence
students do result from the provision of sys-
tematic telephone tutoring, this would have
significant consequences for correspon-
dence educators. The provision of such ad-
junctive support systems for correspon-
dence students is expensive to provide for
all students (Bates, 1983; Daniel & Marquis,
1983). Bracht (1970) suggested that consid-
eration be given to the selective provision of
costly instructional supplements to those
for whom it provides the greatest benefit.

PURPOSE OF THE STUDY

This study investigated the relationship be-
tween correspondence students’ attitudes
toward the importance of telephone contact
with their course tutors and the effects of
providing such contact. The fundamental
question addressed by this study was the
following: Do those correspondence stu-
dents who indicate that telephone contact
with their course tutor will be important to
them derive greater benefit from such con-
tact than those correspondence students
who indicate that such contact is less impor-
tant to them? The specific hypotheses tested
were as follows:

1. Among correspondence students

who indicate that telephone contact

with their course tutor will be impor-

tant:

a) There will be greater persistence
among those students provided
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with systematic telephone tutor-
ing than among those not
provided with such tutoring.

b) There will be greater satisfaction
with the correspondence study
experience among those stu-
dents provided with systematic
telephone tutoring than among
those not provided with such

, tutoring.

2. Among correspondence students
who are not provided with systematic
telephone tutoring;: .

a) There will be greater persistence
among those students who indi-
cated an expectation that tele-
phone contact with their course
tutor would be less important to
them than among those students
who expected that such contact
would be important.

b) There will be greater satisfaction
with the correspondence study
experience among those stu-
dents who indicated an expecta-
tion that telephone contact with
their course tutor would be less
important to them than among
those students who expected
that such contact would be im-
portant.

METHOD

Sample

The subjects were selected from those stu-
dents who registered for correspondence
courses offered by the University of Man-
itoba during the 1983-84 academic session.
Only those students resident in the
Province of Manitoba were included in the
study; other students were deemed to be
too far away to provide systematic tele-
phone tutoring, primarily due to the costs
involved. Students were distributed over a
total of 14 different courses in the following
disciplines: Economics, English, Geogra-
phy, History, Philosophy, Political Studies,
Psychology, and Sociology. Only those
students who were registered in not more
than one full course (6 credit hours) or two
consecutive paired half-courses were in-
cluded in the study; other students were
excluded in order to avoid possible con-
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founding or interactive effects resulting
from different correspondence courses.
Students were eligible for inclusion in the
study as soon as they submitted their regis-
tration forms and paid the tuition fees. This
was taken to indicate a serious intention to
begin the course. A total of 106 students
were invited to participate in the study, and
102 agreed to do so. Students were individ-
ually interviewed in person by the first au-
thor after they had been selected for in-
clusion in the study and before they had
actually begun their correspondence studies.

The interview questionnaire included a
set of questions which were analyzed to
ensure that there was no systematic bias in
the assignment to treatment condition on
variables which may relate to persistence or
to satisfaction with the correspondence
study experience. Specifically, the follow-
ing data were collected during the inter-
view: previous experience with correspon-
dence study, level of formal education,
years since last enrolled in full-time study,
recent participation in courses or work-
shops sponsored by a university or college,
and whether the course was a program re-
quirement. In addition, the following in-
formation was collected from student re-
cords: cumulative grade point average, age,
gender.

There were 62 subjects who indicated that
they had previous experience with corre-
spondence study, and 40 subjects who did
not. There were 12 subjects who had not
completed any university courses, 32 sub-
jects who had completed part or all of the
first year of a degree program, 25 subjects
who had completed part or all of second
year, 25 subjects who had completed part or
all of third year but had not yet completed
all degree requirements, and 8 subjects who
had completed a Bachelor’s degree. The av-
erage number of years which had elapsed
since subjects had last been enrolled in full-
time study was 13.4, with a range of 0 to 45
years. A total of 72 subjects indicated that
they had completed a course or workshop
offered by a university or college within the
previous 12 months, whereas 30 subjects
had not. The correspondence course in
which the subject was registered was a pro-
gram requirement for 30 subjects and not a

program requirement for 68 subjects; 4 sub-
jects were uncertain as to whether it was a
program requirement. The mean cumula-
tive grade point average for all subjects was
3.12 (on a 4.0 scale), with a range of 1.25 to
4.00. The mean age for all subjects was 34.4,
with a range of 19 to 61 years. There were 76
female subjects and 26 male subjects.
During the course of the interview, sub-
jects were advised that they would have
the opportunity to call their instructor
whenever they felt such assistance was re-
quired. A toll-free line was made available
to them, and tutors were requested to estab-
lish regular hours during which they would
be available to take calls from their students.
No mention was made, however, of the
provision of systematic telephone tutoring.
Subjects were asked the following question:

How important to you personally do you expect
the opportunity to speak with your tutor will be
as a support to your own correspondence study?

Subjects were invited to select one of the
following responses to the question: ex-
tremely important, important, useful, not
important. The distribution of responses
was as follows: extremely important, 18;
important, 34; useful, 44; unimportant, 6.

Description of Treatment Conditions

Subjects were assigned to one of two
treatment conditions. The first treatment
condition was based upon the traditional
model of correspondence study in which
students are provided with a textbook,
supplementary course notes, and a series of
assignments which are to be completed se-
quentially and forwarded to the course
tutor as they are completed. The courses in
which the subjects in the present study
were enrolled had a range of 6 to 10 required
assignments. Once received by the course
tutor, the assignments were reviewed and
the tutor provided feedback in the form of
(usually extensive) written comments.

The second treatment was identical in all
respects to the first, except that in addition
to written feedback, subjects were also tele-
phoned by the course tutor immediately fol-
lowing the return of each assignment. The
course tutors were instructed to review
their written comments with the students



they contacted, but in addition to feel free to
discuss any additional matters of interest or
concern to the students. All costs relating to
long-distance charges were paid by the uni-
versity. Course tutors were requested to en-
sure that they provided the same written
feedback to subjects who were in treatment
condition 2 as they would have provided if
the subjects were in treatrnent condition 1.
That is, the tutors were asked to avoid
providing less written feedback to those
subjects they knew they would be contact-
ing by telephone. No constraints were
placed on either the duration or content of
the calls, with one exception: Course tutors
were directed to avoid providing any direct
assistance to subjects concerning the com-
pletion of future assignments. (The specific
instructions given to course tutors regard-
ing the procedures and directions for sys-
tematic telephone tutoring are described in
detail elsewhere [Thompson, 1984]).

The 102 subjects were categorized accord-
ing to the level of importance they attached
to having telephone contact with their
course tutor. Those subjects who indicated
that such contact would be either “ex-
tremely important” or “important” were
categorized as ‘‘high telephone impor-
tance.” Those subjects who indicated that
such contact would be either “useful” or
“unimportant” were categorized as “low
telephone importance.” Half of the “high
telephone importance” subjects and half of
the “low telephone importance” subjects
were randomly selected and assigned to
treatment condition 1 wherein no system-
atic telephone tutoring would be provided.
The remaining 51 subjects were assigned to
treatment condition 2 in which systematic
telephone tutoring would be provided.

The subjects in the two treatment condi-
tions were compared to ensure that there
was no systematic bias in the assignment of
subjects to the treatment condition. No sig-
nificant differences were found in the fol-
lowing variables: previous experience with
correspondence study, level of formal edu-
cation, years since last enrolled in full-time
study, recent participation in courses or
workshops sponsored by a university or col-
lege, whether the course was a program
requirement, cumulative grade point aver-
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age, age, gender. There was, however, a
significant difference between subjects in
the two treatment conditions in regard to
their distribution across the 14 courses. Ac-
cordingly, it was necessary to control for the
subjects’ courses as a possible confounding
variable in the analysis of the data.

Instrumentation

Course Evaluation Form. The course evalua-
tion form was mailed to all subjects after the
final examination was held. All subjects,
including those who had discontinued their
correspondence courses, were asked to
complete and return the form. The initial
draft of the course evaluation form con-
sisted of 18 statements concerning the cor-
respondence method, the course materials,
the course tutor, and the course itself. Each
statement was randomly assigned to one of
two formats. The first format phrased the
statement in a positive context, e.g., “I am
quite satisfied with the correspondence
method as a form of instruction.” The sec-
ond format phrased the statement in a nega-
tive context, e.g., “The amount of feedback
from my course tutor was inadequate.” The
instructions directed respondents to select
one of seven Likert-style response alterna-
tives, ranging from 1 indicating “strongly
agree” to 7 indicating “strongly disagree.”

The course evaluation form was pretested
with the staff in the University of Manitoba
Correspondence Office and with several of
the course tutors. Several minor changes in
the phrasing were suggested and were in-
cluded in a revised form. The revised course
evaluation form was pretested with stu-
dents registered in the 1982-83 correspon-
dence program. It was distributed to 148
students who met the same selection
parameters that were to be employed in the
selection of students for the actual study. A
total of 121 of these students completed and
returned the course evaldation form. This
represented a response rate of 82%. Stu-
dents were encouraged to add additional
comments at the end of the form concerning
their evaluation of the correspondence
course they had just completed.

In order to further establish the validity of
the instrument, a content analysis was per-
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formed to determine whether there were
course evaluation concerns or issues not
addressed by the specdific questions on the
course evaluation form. (The specific pro-
cedures used in the content analysis are de-
scribed in detail elsewhere [Thompson,
1984]). The content analysis led to the in-
clusion of four additional questions and the
deletion of one of the original statements.
Accordingly, the final copy of the course
evaluation form consisted of 21 statements.
Several other minor changes were made to
the course evaluation form including a
reordering of the statements and more ex-
plicit instructions intended to promote re-
sponses from subjects who enrolled but did
not commence their correspondence
studies or who withdrew prior to the final
examination.

Telephone Tutoring Evaluation Form. Those
subjects assigned to treatment condition 2
and hence received systematic telephone
tutoring were also requested to complete a
telephone tutoring evaluation form. This
form was modeled after the questionnaire
employed by Flinck (1978). However, sev-
eral of the questions explored by Flinck
were not included in this study, either be-
cause they were not relevant to the present
study or because they appeared to closely
parallel statements already included in the
course evaluation form. The telephone
tutoring evaluation form was intended to
explore, in more spedific detail than the
course evaluation form, the reactions of
subjects to the provision of systematic tele-
phone tutoring.

The telephone tutoring evaluation form
consisted of 13 items which corresponded
directly to itemns included in Flinck’s evalua-
tion questionnaire. Nine of these items
were evaluation statements to which each
subject was asked to respond by selecting
one of seven Likert-style response alterna-
tives ranging from 1 indicating “strongly
agree” to 7 indicating “‘strongly disagree.”
The remaining four items were questions to
which various response sets were provided.
The telephone tutoring evaluation form was
distributed to the subjects who had received
systematic telephone tutoring after they
had completed and returned the course
evaluation forms.

Statistical Methodology

Hypotheses 1a and 2a were tested by
means of chi square analyses. Three
categories of the dependent variable “per-
sistence” were defined. Those subjects who
submitted no assignments were classified
as “‘non-starts.” Subjects who submitted at
least one assignment but did not take the
final examination were classified as “with-
drawals.” Subjects who submitted at least
one assignment and who took the final ex-
amination were classified as “completers.”
Only those subjects who submitted at least
one assignment (i.e., withdrawals and
completers) and who were assigned to
treatment condition 2 received systematic
telephone tutoring. Hypothesis 1la was
tested by comparing the distribution of
withdrawals and completers between those
subjects who received systematic telephone
tutoring and those who did not. Only the 52
“high telephone importance” subjects were
included in this analysis. Hypothesis 2a was
tested by comparing the distribution of
dropouts, withdrawals, and completers be-
tween “high telephone importance” subjects
and “low telephone importance” subjects.
Onily the 51 subjects assigned to treatment
condition 1 (i.e., no systematic telephone
tutoring) were included in the analysis. The
procedure employed to control for the pos-
sible confounding effect of the course in
which subjects were enrolled is described in
the Preliminary Results section.

Hypotheses 1b and 2b were tested by
means of Kruskal-Wallis one-way analyses
of variance because the course evaluation
scores were ordinal data. Only those sub-
jects who submitted at least one assignment
were included in these analyses. Drop-outs
were excluded, as they could not be consid-
ered to have experienced the treatment
condition to which they had been assigned
in that they did not receive any feedback
from their course tutor. Hypothesis 1b was
tested by comparing course evaluation
scores between subjects in treatment condi-
tion 1 with those in treatment condition 2.
Only the “high telephone importance” sub-
jects were included in this analysis. Hy-
pothesis 2b was tested by comparing course
evaluation scores between “high telephone
importance” subjects and “low telephone
importance” subjects. Only the subjects as-



signed to treatment condition 1 were in-
cluded in the analysis. The procedure
employed to control for the possible con-
founding effect of the course in which stu-
dents were enrolled is described in the Pre-
liminary Results section.

RESULTS

Preliminary Results

As noted previously, the course in which
subjects were enrolled was a potentially
confounding variable. A chi square analy-
sis was first performed upon the persist-
ence behavior (i.e., dropouts, withdrawals,
completers) by course. Because of the rela-
tively small cell sizes (many less than 5)
when only subjects in the present study
were included, it was decided to include all
students registered in the 14 courses, in-
cluding those who had been excluded from
the study. Most of these students had been
excluded due to place of residence (i.e.,
they lived outside of Manitoba). Some
others were excluded because they had
been registered concurrently in more than
one correspondence course. These factors
were not considered to be likely to differ-
entially affect persistence behavior across
courses. It was concluded that the persis-
tence behavior was associated with the
course variable, 2 (13, n = 489) =209, p =
.07. One particular course was found to be
contributing most of the variance, and only
2 subjects were enrolled in this course. Ex-
cluding this course resulted in a more ac-
ceptable (i.e., less significant) association
between persistence behavior and the
course variable, x2 = (12, N = 465) = 14.2,
p = .29. Accordingly, the analyses of the ef-
fects of the independent variables upon
persistence behavior included only 100 sub-
jects enrolled in 13 courses. It was con-
cluded that the course in which students
were enrolled was not a confounding vari-
able insofar as the analysis of persistence
behavior (across the remaining courses)
was concerned.

In order to determine whether the course
in which subjects were enrolled was a con-
founding variable insofar as course evalua-
tion scores were concerned, a Kruskal-
Wallis one-way analysis of variance proce-
dure was employed with the variable course
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as the independent variable. Course evalua-
tion forms were returned by 90 of the 102
subjects in the study. All of the course eval-
uation scores provided by these subjects
were included in this analysis. A significant
difference was found between evaluation
scores for evaluation statement 9, which
read as follows:

Library resources in support of the course were
satisfactory.

The difference in evaluation scores for
this evaluation statement is not surprising,
since some of the courses are much less
dependent upon such resources (i.e., intro-
ductory courses). As this evaluation state-
ment was not expected to be of primary
interest in comparing evaluation scores be-
tween treatment conditions and between
the "high telephone importance” and “low
telephone importance” subjects, it was
eliminated from subsequent analyses. It
was concluded that the course in which
students were enrolled was not a confound-
ing variable insofar as (the remaining)
course evaluation scores were concerned.

In order to determine whether the course
in which subjects were enrolled was a con-
founding variable insofar as telephone
tutoring evaluation scores were concerned,
a Kruskal-Wallis one-way analysis of
variance procedure was employed with the
course in which students were enrolled as
the independent variable. There were 42
subjects in treatment condition 2 who sub-
mitted at least one assigment and received
systematic telephone tutoring. Telephone
tutoring forms were returned by 33 of these
subjects. All of the telephone tutoring
scores provided by these subjects were in-
cluded in this analysis. None of the com-
parisons of the telephone tutoring evalua-
tion scores by course produced a difference
with a probability level less than or equal to
.10. It was concluded that the courses in
which students were enrolled was not a
confounding variable insofar as telephone
tutoring evaluation scores were concerned.

Primary Results

Persistence. Among the 52 “high telephone
importance’ subjects, there were 36 sub-
jects who submitted at least one assign-
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ment. There were 18 subjects in each treat-
ment condition. It was concluded that there
was no significant difference in persistence
behavior (i.e., withdrawals and completers
only) between the “high telephone impor-
tance” subjects who received systematic
telephone tutoring and those who did not,
x2 (1, n = 36) = .15, p = .70. Accordingly,
hypothesis 1a was not accepted.

Among the 51 subjects assigned to treat-
ment condition 1 (i.e., without systematic
telephone tutoring), there were 38 subjects
who submitted at least one assignment.
Eighteen of these subjects were in the “’high
telephone importance” category. The re-
maining 20 subjects were in the “low tele-
phone importance” category. It was con-
cluded that there was no significant dif-
ference in persistence behavior (i.e.,
withdrawals and completers only) between
these two groups, x2(1, n =38) = .33, p =
.57. Accordingly, hypothesis 2a was not ac-
cepted.

Course Evaluation Scores. As noted previ-
ously, there were 36 “high telephone impor-
tance” subjects who submitted at least one
assignment. Course evaluation forms were
returned by 34 of these subjects. Table 1
presents the 21 course evaluation state-
ments, together with the results of
Kruskal-Wallis analyses of variance by
treatment condition for “high telephone
importance” subjects.

TABLE 1

The only course evaluation statement
which produced a significant difference (p
< .05) between the two treatment condi-
tions was evaluation statement 12, which
read as follows:

The course tutor/instructor took a personal inter-
est in me.

The “high telephone importance” sub-
jects who received systematic telephone
tutoring were more likely to agree with this
statement than those subjects who did not
receive such contact. The only other state-
ment which approached a significant differ-
ence between these two groups of subjects
was evaluation statement 19 (p = .07),
which read as follows:

I feel that this course was useful in my university
education.

The “high telephone importance” sub-
jects who received systematic telephone
tutoring were less likely to agree with this
statement than those who did not receive
such contact.

In summary, it would appear that there
was little difference in the course evaluation
scores between the “high telephone impor-
tance” subjects who did receive systematic
telephone tutoring and those who did not.
It does appear that those “high telephone
importance” subjects who did receive sys-
tematic telephone tutoring were more likely
to feel that their course tutor took a personal
interest in them. Nonetheless, this was not

Analysis of Course Evaluation Scores by Treatment Condition for “High Telephone

Importance” Subjects.

Mean Rank Mean Rank
Evaluation for Treatment  for Treatment  Chi Square
Statement Condition 1 Condition2  Approximation df P
1. I would have preferred to study
this course in a regular
classroom setting with other
students. 16.9 171 0.01 1 .94
2. The flexibility and
independence of
correspondence study is
important to me. 18.9 16.1 0.74 1 .39
3. | am quite satisfied with the
comrespondence method as a
form of instruction. 19.3 15.7 1.16 1 28

4. Correspondence courses
require much more time and
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‘TABLE 1 (Continued)
Analysis of Course Evaluation Scores by Treatment Condition for “High Telephone

Importance” Subjects.

Mean Rank Mean Rank

Evaluation for Treatment  for Treatment  Chi Square
Statement Condition 1 Condition 2  Approximation df p
effort than regular classroom
courses. 18.8 16.2 0.61 1 43
5. The materials provided for this
course were satisfactory. 18.3 16.7 0.28 1 .60

6. The textbook for the course
was not very helpful in my
studies. 17.2 17.8 0.03 1 .87

7. The course materials were
neither dlear nor well :
organized. 17.7 17.3 0.01 1 87

8. The assignment facilitated my

understanding of the course

material. 18.8 16.2 0.72 1 .40
9. Library resources in support of

the course were satisfactory. —_— _ Excluded from Analysis

10. The feedback from my course

tutor/instructor was important

in promoting my understanding

of the course material. 19.3 14.9 1.83 1 18
11. The feedback from my course

tutor/instructor did not increase

motivation to spend time

studying this course. 19.0 15.2 1.41 1 .24
12. The course tutor/instructor

tock a personal interest in me. 22.0 12.3 8.58 1 .003

13. The feedback from my course

tutor/instructor encouraged me

to continue my studies and to

complete the course. 18.6 15.5 0.85 1 .36
14. The amount of feedback from

my course tutor/instructor was

inadequate. 18.2 15.9 0.56 1 45
15. There were unsatisfactory

delays in receiving feedback

from my course tutor/instructor

on my assignments. 18.1 16.0 0.43 1 51
16. |1 did not feel isolated while
studying this course. 16.6 174 0.07 1 79

17. Sometimes | was greatly
tempted to withdraw from this

course. 15.8 171 0.16 1 .69
18. | feel that | leamed little or

nothing from this course. 15.60 17.3 0.34 1 .56
19. | feel that this course was use-

ful in my University education. 13.5 19.1 3.33 1 .07
20. | would not recommend this

course to other students. 15.0 17.8 0.83 1 .36

21. There were too many
assignments required for this
course. 17.2 15.9 0.15 1 .70
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associated with differences in the evalua-
tion of the correspondence study experi-
ence (evaluation statements 1 and 3). Simi-
larly, there is no difference between the two
groups insofar as the subjects’ feeling of
isolation while studying the course (evalua-
tion statement 16). Finally, the course eval-
uation statements regarding the feedback
from the course tutor (evaluation state-
ments 10, 11, 13, 14, and 15) did not produce
significant differences between the scores of
the two groups. Accordingly, hypothesis 1b
was not accepted.

There were 38 subjects in treatment con-
dition 1 who submitted at least one assign-
ment. Course evaluation forms were re-
turned by 34 of these subjects. The course
evaluation scores for these subjects were
compared between the “high telephone
importance” subjects and the “low tele-
phone importance” subjects. None of the
comparisons of the course evaluation scores
between these two groups produced a dif-
ference with a probability level less than or
equal to .10. Accordingly, hypothesis 2b
was not accepted.

Secondary Results
There were 17 “high telephone impor-
tance” subjects and 16 “low telephone im-
portance” subjects who returned the tele-
phone tutoring evaluation forms. Table 2
presents the 13 telephone tutoring evalua-
tion statements/questions, together with
the results of Kruskal-Wallis analyses of
variance by level of importance attached to
telephone contact with the course tutor.
Significant differences in telephone tutor-
ing evaluation scores were found between
“high telephone importance” subjects and
“low telephone importance” subjects for
evaluation statements 2, 7, and 9 and ques-
tion 10. These statements and the probabil-
ity levels associated with the differences be-
tween the telephone tutoring evaluation
scores between the two groups follow:

Statement 2. “‘The telephone calls have made
me feel that somebody is taking an interest
in my studies” (p = .004).

Statement 7. “The telephone calls have
helped me to a better understanding of the
content of the course” (p = .02).

Statement 9. “The telephone calls have made
it easier to get over particular difficulties in
the course” (p = .05).

Question 10. “In this course we have phoned
you in connection with your completed
exercise papers. What is your general reac-
tion to this contact with your tutor?” (p =
.05).

As expected, the differences in course
evaluation scores for statements 2, 7, and 9
and for question 10 were uniformly in the
direction of “high telephone importance”
subjects reporting more positive scores than
“low telephone importance” subjects.

A total of 166 calls were initiated by tutors
following the return of assignments to their
students. Tutor-initiated calls were placed
to 42 subjects (the remaining 9 subjects as-
signed to treatment condition 2 submitted
no assignments). The duration of these calls
ranged from 2 to 55 minutes and the mean
call length was 10.4 minutes.

There were 15 student-initiated calls to
their tutors by a total of 11 subjects. It is
interesting to note that 10 of these subjects
were in treatment condition 2 and had re-
ceived at least one tutor-initiated call prior
to making their call(s) to the tutor. Further,
only 5 of the 11 subjects who initiated calls
to their tutor were in the “high telephone
importance” category.

DISCUSSION

The results of the present study provide
little evidence that the provision of system-
atic telephone tutoring is an important sup-
plement to the traditional correspondence
method. Subjects who claimed that tele-
phone contact with their course tutor would
be important to them showed no differ-
ences in persistence behavior or course
evaluation scores whether or not they re-
ceived systematic telephone tutoring. In
addition, among those subjects who did not
receive systematic telephone tutoring, no
differences in persistence behavior or
course evaluation scores were found be-
tween those subjects who claimed that tele-
phone contact with their course tutor would
be important and those subjects who



TABLE 2

Telephone Tutoring Evaluation Scores by Level of Importance Attached to Telephone

Contact with the Course Tutor.
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Mean Rank
for “High
Telephone
Evaluation Importance”
Statement/Question Subjects

Mean Rank
for “Low
Telephone
Importance”
Subjects

Chi Square
Approximation

df

1. The telephone calls have given

me encouragement in my

studies. 16.2
2. The telephone calls have

made me feel that somebody

is taking an interest in my

studies. 12.6

3. The telephone calis have been
a disturbance to my studies. 15.9

4. The telephone calls have

helped me to feel less isolated. 14.4
5. The telephone calls have

helped me to become more

interested in the subject. 15.0
6. The telephone calis have

made my studies more

stimulating. 15.3
7. The telephone calls have

helped me to a better

understanding of the content of

the course. 134

8. The telephone calis have
helped me to identify key
points in the course. 1741
9. The telephone calls have

made it easier to get over

particular difficulties in the

course. 13.9
10. In this course we have phoned

YOuU in connection with your

completed exercise papers.

What is your general reaction

to this contact with your tutor? 13.5
11. Has the knowledge that your

tutor will phone you made you

feel embarassed or

uncomfortable? 15.7
12. Do you think that telephone

conversations with your tutor

have helped you with anything

you otherwise could not have

managed? 14.6
13. If it were necessary for you to

contact your tutor about

problems encountered in the

course, would you prefer to

phone or to write? 15.6

17.8

217

18.2

19.7

19.1

18.8

16.9

19.5

17.3

18.4

18.3

0.27

8.51

0.55

2.67

1.59

1.18

5.10°

0.00

3.82

3.76

0.34

1.46

1.23

.61

.004

46

10

21

.28

.05

.05

.56

27
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claimed that such contact would be less im-
portant. Few telephone calls were initiated
by subjects, although those subjects who
had received a tutor-initiated call were far
more likely to subsequently call their tutor
than those subjects who were not called by
their tutor. The telephone tutoring evalua-
tion scores did reflect some differences be-
tween subjects who claimed that telephone
contact with their tutor would be important
and those who indicated that such contact
would be less important. These differences
were, however, comparatively modest.

It is not particularly surprising to find no
significant differences in persistence behav-
ior. It has been reported that the drop-out
phenomenon is a complex one which is the
consequence of multiple factors (Bartels,
1982; Boshier, 1973; Knox & Sjogren, 1965;
Malley, Brown & Williams, 1976; Pascarella,
1982, Rekkedal, 1972; Tinto, 1975; Woodley
& Parlett, 1983). In addition, Moore (1976)
noted that students may not be equally
suited to the correspondence method of
instruction, but if they do commence corre-
spondence study, they might persist
despite a greater preference for other in-
structional modes. Nonetheless, if such dif-
ferences in preference do exist, they could
be expected to be reflected in course evalua-
tion scores and telephone tutoring evalua-
tion scores. Although modest differences in
these scores were reported, they are not
likely to be sufficient to convince most cor-
respondence educators that the costs asso-
ciated with the provision of systematic tele-
phone tutoring are warranted based upon
the evidence reported in the present study.

Should we conclude that systematic tele-
phone tutoring in support of the traditional
correspondence study mode is not jus-
tified? Such a conclusion may well be pre-
mature. The subjects in the present study
were a self-selected sample. They did not
expect to receive systematic telephone
tutoring at the time that they decided to
register for their course. Further research is
necessary to investigate whether the
awareness that systematic telephone tutor-
ing will be'provided might attract a different
type of student to correspondence study. In
other words, it is conceivable that those
students who would have most greatly

benefitted from systematic telephone tutor-
ing are not represented (or are underrepre-
sented) in the sample employed in the pres-
ent study. It may be that the publicized
availability of increased interaction with the
course tutor by means of tutor-initiated
telephone contact would attract others to
correspondence study.

In addition, it is possible that the exper-
imental treatment in the present study
could be made more effective by means of
increased training for telephone tutors and
more frequent contact with their students.
It is also possible that telephone tutoring
may have greater value for courses which
are less oriented toward knowledge acquisi-
tion and more oriented toward learning
which has a greater psychomotor compo-
nent, such as word processing.

Nonetheless, the results of this study
have important consequences for corre-
spondence educators. While the findings
must be regarded as exploratory rather than
definitive, they call into question the value
of the prevailing practice of providing tele-
phone tutoring in correspondence study.
How much contact between the correspon-
dence student and the course tutor is opti-
mal? If correspondence educators are pres-
ently providing or are intending to provide
systematic telephone tutoring for their cor-
respondence students, are they satisfied
that significant benefits accrue from the
provision of such contact? Additional re-
search is clearly warranted and required in
order to guide such decision-making.

Finally, this study did not demonstrate a
significant aptitude-treatment interaction
effect. Nonetheless, it is proposed that this
type of interaction is important to investi-
gate when we seek to develop or improve
upon instructional modes such as corre-
spondence study. If we do discover that a
supplementary instructional treatment
does produce evident benefit to an identifi-
able subgroup of students, we may then
determine whether to selectively provide
such treatments to those students who will
derive greater benefit. In particular, those
supplementary instructional treatments
which are costly to provide, particularly
where the resources are not available for all
students, warrant such investigation.
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