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ABSTRACf

The purpose of the study was to determine whether certain motivational and

classroom environment factors have an effect on student satisfaction. Survey instruments

utilized included the Educational Participation Scale, the Adult Classroom Environment

Scale, and the Dimensions of Adult Student Satisfaction. The functional relationships

between student motivation, classroom environment, and student satisfaction, were

investigated for three Curricular Groups: Professional Development (PROF), Personal

Development (PERS), and Arts and Leisure (ARTS). Additional factors that may have an

effect on satisfaction were also investigated and included contextual field variables such as

size and length of class, and student demographic characteristics. A random sample of

noncredit continuing education students was surveyed in their classrooms, and responses

from 1180 individuals were used in the analyses. Step-wise Discriminant Function

Analysis, Analysis of Varlance, Analysis of Covariance, and Step-wise Multiple

Regression were used to investigate the hypotheses.

The Discriminant Function Analysis revealed that a significant separation was

possible among the Curricular Groups and of the 15 predictor variables identified in the

step-wise procedure, motivation factors appeared to be the most potent discriminators. The

most accurate membership prediction was for the ARTS group (77%), followed by the

PROF group (69%), and the PERS group (57%).

Analysis of Variance indicated that the ARTS group had significantly higher

satisfaction scores than both the PERS and PROF groups. Significant differences in

satisfaction also occurred among students grouped by education level, class length, and

teacher experience. Analysis of Covariance indicated that on all dimensions of satisfaction,

students with high scores on the classroom environment factors had significantly greater

satisfaction than those with low scores, even when controlling for the effects of significant

covariates.
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Step-wise Multiple Regression revealed that overall, classroom environment factors

were the most potent predictors of student satisfaction. Although Curricular Groups shared

some similarities which might be expected, the analysis revealed specific differences among

groups, and among the various dimensions of satisfaction.

The findings suggested that there can be no substitute for providing instruction that

is well-organized and clear, and also identified more subtle components that may be

essential ingredients for a satisfying learning experience.

vii



TABLE OF CONTENTS

ACKNOWLEGMENTS v

ABSTRACT vi

LIST OF TABLES xi

LIST OF FIGURES xxii

CHAPTER 1: Statement of the Problem 1

Introduction 1

Background 1
Continuing Education 1
Projections 2
University of Hawaii. 3

Identification and Documentation of the Problem 6

Rationale for Approach to the Problem 8

Theoretical Framework 8
Field Theory 9
Satisfaction 10
Field Theory as a Foundation for Studying the Classroom

Environment 11
Motivation and its Relationship to the Environment and Student

Satisfaction 12
Summary 14

Purpose of the Study 15

Research Questions 16

Hypotheses 16

Definition of Terms 17

Assumptions and Limitations 18

Summary 20

CHAPTER 2: Review of the Literature 22

Introduction 22

The College Learning Environment 22
Adult Classroom Environment Scale (ACES) 25

viii



Adult Student Motivation 27
The Education Participation Scale (EPS) 2X

Satisfaction 31
Dimensions of Adult Student Satisfaction " .33

Predictors of Satisfaction 34

Summary 38

CHAP1'ER 3: Methodology 40

Introduction '" '" 40

Overview of the Design 40

Population 40

Sample and Sampling Procedures " .41

Instrumentation " '" 44
Dimensions of Adult Student Satisfaction .44
Education Participation Scale '" .46
Adult Classroom Environment Scale .49

Data Gathering Procedures 52

Statistical Procedures 52
Analysis of Factor Structures 52
Hypotheses Testing 53

Hypothesis 1 53
Hypothesis 2 54
Hypothesis 3 56
Hypothesis 4 57

Summary 58

CHAPTER 4: Findings 59

Introduction 59

Descriptive Statistics for Contextual Field and Student Characteristic
Variables 59

Contextual Field Variables 59
Student Characteristic Variables 66

Factor Analysis and Reliability Results 74
DASS Principal Components Analysis 74
EPS Principal Components Analysis 77
ACES Principal Components Analysis XI
Reliability Evaluations X5

ix



Descriptive Statistics for Study Instruments 86
Dimensions of Adult Student Satisfaction (DASS) 86
Education Participation Scale (EPS) 89
Adult Classroom Environment Scale (ACES) 91

Results 93
Hypothesis 1 93
Hypothesis 2 98
Hypothesis 3 149
Hypothesis 4 232

Summary " '" " " 239
Descriptive Statistics for Contextual Field and Student Characteristic

Variables 239
Factor Analysis and Reliability Results 240
Hypothesis 1 " 241
Hypothesis 2 242
Hypothesis 3 244
Hypothesis 4 248

CHAPTER 5: Summary, Conclusions, and Recommendations 251

Introduction " 251

Summary of Chapter 1 251

Summary of Chapter 2 253

Summary of Chapter 3 253

Summary of Chapter 4 255
Hypothesis 1 '" '" 256
Hypothesis 2 256
Hypothesis 3 259
Hypothesis 4 261

Conclusions 263
Introduction , 263
Student Characteristics and Motivation 263
Classroom Environment: The Field of the Adult Learner 266
Satisfaction: The Outcome of the Interaction of the Learner in the

Field 267
Relationship of Findings to the Theoretical Framework " 270

Recommendations '" '" 273
Implications for Practice 275

APPENDIX: Study Variables 276

REFERENCES 277

x



LIST OF TABLES

TABLE

Darkenwald and Moos: Dimensions of Classroom Environment 26

2 Houle and Boshier: Motivation Orientations of Adult Students 2<)

3 A Random Sample of Noncredit Students Stratified by Curricular
Group, Length and Size 42

4 Internal Consistency Reliability Coefficients of the DASS Hendry
(1983) 45

5 Internal Consistency Reliability Coefficients of the DASS Fujita-Starck
(Spring, 1993) 46

6 Internal Consistency Reliability Coefficients of the EPS Boshier
(1991) 48

7 Descriptive Summary of ACES Dimensions (Darkenwald, 1987) 50

8 Internal Consistency Reliability Coefficients for ACES Subscales and
Full Scale Darkenwald (1987) 51

<) Correlations between ACES Dimensions and Satisfaction/Success Index
and Educational Attainment Darkenwald (1987) 51

10 Descriptive Statistics for Class Size and Length by Curricular Group
and Total Sample 60

II Frequency Counts and Percentages for Class Size and Length by
Curricular Group and Total Sample 61

12 Frequency Counts and Percentages for Teacher Gender by Curricular
Group and Total Sample 63

13 Descriptive Statistics for Teacher Experience by Curricular Group and
Total Sample 64

14 Frequency Counts and Percentages for Teacher Experience by
Curricular Group and Total Sample 65

15 Student Gender by Curricular Group and Total Sample 66

16 Descriptive Statistics for Student Age by Curricular Group and Total
Sample 68

17 Student Age by Curricular Group and Total Sample 6<)

XI



TABLE

18 Student Ethnicity by Curricular Group and Total Sample 71

19 Descriptive Statistics for Student Education by Curricular Group and
Total Sample 72

20 Student Education by Curricular Group and Total Sample 73

21 Principal Components Factor Analysis of the DASS 75

22 DASS Factor Structure: CCECS Loadings and Hendry Factors 76

23 Principal Components Factor Analysis of the EPS 79

24 EPS Factor Structure: CCECS Loadings and Boshier Factors 80

25 Principal Components Factor Analysis of the ACES 82

26 ACES Factor Structure: CCECS Loadings and Darkenwald Factors 83

27 Internal Consistency Reliability Coefficients of the DASS 85

28 Internal Consistency Reliability Coefficients for EPS and ACES
Subscales 85

29 Descriptive Statistics of DASS Subscales by Curricular Group and Total
Sample 87

30 Mean Score as a Percentage of the Maximum Score for DASS Subscales
by Curricular Group and Total Sample 88

31 Descriptive Statistics of EPS Subscales by Curricular Group and Total
Sample 90

32 Descriptive Statistics of ACES Subscales by Curricular Group and Total
Sample 92

33 The Results of the Discriminant Function Analysis and Summary of the
Step-wise Procedure Using EPS, ACES and Student Characteristic
Variables to Define Curricular Groups 94

34 Classification Results When Using Two Canonical Discriminant
Functions to Classify Students Into Three Curricular Groups 97

35 The Results of the ANOVA and Scheffe for the DASS Variable Program
Quality: Curricular Group by Class Length 99

30 The Results of the ANOVA and Scheffe for the DASS Variable Program
Quality: Curricular Group by Class Size 100

Xll



TABLE

37 The Results of the ANOVA and Scheffe for the DASS Variable Program
Quality: Curricular Group by Teacher Gender " '" 10 1

3X The Results of the ANOVA and Scheffe for the DASS Variable Program
Quality: Curricular Group by Teacher Experience .. " " 102

39 The Results of the ANOVA and Scheffe for the DASS Variable Program
Quality: Curricular Group by Student Gender 104

40 The Results of the ANOV A and Scheffe for the DASS Variable Program
Quality: Curricular Group by Student Ethnicity 105

41 The Results of the ANOVA and Scheffe for the DASS Variable Program
Quality: Curricular Group by Student Education 106

42 The Results of the ANOYA and Scheffe for the DASS Variable Program
Quality: Curricular Group by Student Age 107

43 The Results of the ANOVA and Scheffe for the DASS Variable Staff
Relations: Curricular Group by Class Length " lOX

44 The Results of the ANOVA and Scheffe for the DASS Variable Staff
Relations: Curricular Group by Class Size 109

45 The Results of the ANOVA and Scheffe for the DASS Variable Staff
Relations: Curricular Group by Teacher Gender 110

46 The Results of the ANOV A and Scheffe for the DASS Variable Staff
Relations: Curricular Group by Teacher Experience 112

47 The Results of the ANOVA and Scheffe for the DASS Variable Staff
Relations: Curricular Group by Student Gender '" 113

4X The Results of the ANOVA and Scheffe for the DASS Variable Staff
Relations: Curricular Group by Student Ethnicity 114

49 The Results of the ANOVA and Scheffe for the DASS Variable Staff
Relations: Curricular Group by Student Education 115

50 The Results of the ANOVA and Scheffe for the DASS Variable Staff
Relations: Curricular Group by Student Age " '" 116

51 The Results of the ANOVA and Scheffe for the DASS Variable Student
Relations: Curricular Group by Class Length 117

52 The Results of the ANOVA and Scheffe for the DASS Variable Student
Relations: Curricular Group by Class Size '" 119

xiii



TABLE

53 The Results of the ANOVA and Scheffe for the DASS Variable Student
Relations: Curricular Group by Teacher Gender '" 120

54 The Results of the ANOVA and Scheffe for the DASS Variable Student
Relations: Curricular Group by Teacher Experience 121

55 The Results of the ANOVA and Scheffe for the DASS Variable Student
Relations: Curricular Group by Student Gender '" 123

56 The Results of the ANOV A and Scheffe for the DASS Variable Student
Relations: Curricular Group by Student Ethnicity 124

57 The Results of the ANOV A and Scheffe for the DASS Variable Student
Relations: Curricular Group by Student Education '" 125

58 The Results of the ANOV A and Scheffe for the DASS Variable Student
Relations: Curricular Group by Student Age 126

59 The Results of the ANOVA and Scheffe for the DASS Variable Support
Services: Curricular Group by Class Length '" 127

60 The Results of the ANaVA and Scheffe for the DASS Variable Support
Services: Curricular Group by Class Size 128

61 The Results of the ANOV A and Scheffe for the DASS Variable Support
Services: Curricular Group by Teacher Gender '" 129

62 The Results of the ANOV A and Scheffe for the DASS Variable Support
Services: Curricular Group by Teacher Experience 130

63 The Results of the ANOVA and Scheffe for the DASS Variable Support
Services: Curricular Group by Student Gender '" 131

64 The Results of the ANOVA and Scheffe for the DASS Variable Support
Services: Curricular Group by Student Ethnicity 132

65 The Results of the ANaVA and Scheffe for the DASS Variable Support
Services: Curricular Group by Student Education 133

66 The Results of the ANaVA and Scheffe for the DASS Variable Support
Services: Curricular Group by Student Age '" 134

67 The Results of the ANOV A and Scheffe for the DASS Variable Physical
Facilities: Curricular Group by Class Length 135

68 The Results of the ANOV A and Scheffe for the DASS Variable Physical
Facilities: Curricular Group by Class Size 136

xiv



TABLE

69 The Results of the ANOVA and Scheffe for the DASS Variable Physical
Facilities: Curricular Group by Teacher Gender 137

70 The Results of the ANOVA and Scheffe for the DASS Variable Physical
Facilities: Curricular Group by Teacher Experience 13X

71 The Results of the ANOVA and Scheffe for the DASS Variable Physical
Facilities: Curricular Group by Student Gender 140

72 The Results of the ANOVA and Scheffe for the DASS Variable Physical
Facilities: Curricular Group by Student Ethnicity 141

73 The Results of the ANOVA and Scheffe for the DASS Variable Physical
Facilities: Curricular Group by Student Education 142

74 The Results of the ANOVA and Scheffe for the DASS Variable Physical
Facilities: Curricular Group by Student Age 143

75 A Summary of the Mean Scores from the ANOVA and Scheffe for Each
of the Subscales of the Dimensions of Adult Student Satisfaction by
Curricular Group 145

76 A Summary of the Mean Scores from the ANOVA and Scheffe for
Each of the Subscales of the Dimensions of Adult Student Satisfaction
by Contextual Field Variables and Student Characteristic Variables......... 14fi

77 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Program Quality: Curricular Group by
Involvement 150

n The Results of the ANCOVA for the DASS Variable Program Quality:
Curricular Group by Involvement, Adjusted by Student Characteristic
and Contextual Field Variables 151

79 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Program Quality: Curricular Group by Affiliation ..... 152

gO The Results of the ANCOVA for the DASS Variable Program Quality:
Curricular Group by Affiliation, Adjusted by Student Characteristic
and Contextual Field Variables 153

X1 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Program Quality: Curricular Group by Teacher
Support 154

g2 The Results of the ANCOVA for the DASS Variable Program Quality:
Curricular Group by Teacher Support, Adjusted by Student
Characteristic and Contextual Field Variables 155

xv



TABLE

83 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Program Quality: Curricular Group by Task 156

84 The Results of the ANCOVA for the DASS Variable Program Quality:
Curricular Group by Task, Adjusted by Student Characteristic and
Contextual Field Variables 157

85 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Program Quality: Curricular Group by PGOAL 158

86 The Results of the ANCOVA for the DASS Variable Program Quality:
Curricular Group by PGOAL, Adjusted by Student Characteristic and
Contextual Field Variables 159

87 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Program Quality: Curricular Group by ORG 160

88 The Results of the ANCOVA for the DASS Variable Program Quality:
Curricular Group by ORG, Adjusted by Student Characteristic and
Contextual Field Variables 161

89 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Program Quality: Curricular Group by INFL 162

90 The Results of the ANCOVA for the DASS Variable Program Quality:
Curricular Group by INFL, Adjusted by Student Characteristic and
Contextual Field Variables 163

91 A Summary of the Cell Means and Results from the ANOVA and
ANCOVA for the DASS Variable Program Quality: by Curricular
Group and High/Low Scores on Each of the Subscales of the ACES 165

92 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Staff Relations: Curricular Group by Involvement .... 167

93 The Results of the ANCOVA for the DASS Variable Staff Relations:
Curricular Group by Involvement, Adjusted by Student Characteristic
and Contextual Field Variables 168

lJ4 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Staff Relations: Curricular Group by Affiliation 169

95 The Results of the ANCOVA for the DASS Variable Staff Relations:
Curricular Group by Affiliation, Adjusted by Student Characteristic
and Contextual Field Variables 170

96 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Staff Relations: Curricular Group by Teacher
Support 171

xvi



TABLE

97 The Results of the ANCOVA for the DASS Variable Staff Relations:
Curricular Group by Teacher Support, Adjusted by Student
Characteristic and Contextual Field Variables 172

9R Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Staff Relations: Curricular Group by Task 173

99 The Results of the ANCOVA for the DASS Variable Staff Relations:
Curricular Group by Task, Adjusted by Student Characteristic and
Contextual Field Variables 174

100 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Staff Relations: Curricular Group by PGOAL 175

101 The Results of the ANCOVA for the DASS Variable Staff Relations:
Curricular Group by PGOAL, Adjusted by Student Characteristic and
Contextual Field Variables 176

102 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Staff Relations: Curricular Group by ORG 177

103 The Results of the ANCOVA for the DASS Variable Staff Relations:
Curricular Group by ORG, Adjusted by Student Characteristic and
Contextual Field Variables 1n

104 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Staff Relations: Curricular Group by INFL 179

105 The Results of the ANCOVA for the DASS Variable Staff Relations:
Curricular Group by INFL, Adjusted by Student Characteristic and
Contextual Field Variables IRO

106 A Summary of the Cell Means and Results from the ANOVA and
ANCOVA for the DASS Variable Staff Relations: by Curricular
Group and High/Low Scores on Each of the Subscales of the ACES 1R2

107 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Student Relations: Curricular Group by
Involvement lX4

lOR The Results of the ANCOVA for the DASS Variable Student Relations:
Curricular Group by Involvement, Adjusted by Student Characteristic
and Contextual Field Variables IX5

109 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Student Relations: Curricular Group by
Affiliation 1R6

xvii



TABLE

110 The Results of the ANCOVA for the DASS Variable Student Relations:
Curricular Group by Affiliation, Adjusted by Student Characteristic
and Contextual Field Variables 187

III Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Student Relations: Curricular Group by Teacher
Support 188

112 The Results of the ANCOVA for the DASS Variable Student Relations:
Curricular Group by Teacher Support, Adjusted by Student
Characteristic and Contextual Field Variables 189

113 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Student Relations: Curricular Group by Task 190

114 The Results of the ANCOVA for the DASS Variable Student Relations:
Curricular Group by Task, Adjusted by Student Characteristic and
Contextual Field Variables 191

l l S Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Student Relations: Curricular Group by PGOAL 192

116 The Results of the ANCOVA for the DASS Variable Student Relations:
Curricular Group by PGOAL, Adjusted by Student Characteristic and
Contextual Field Variables 193

117 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Student Relations: Curricular Group by ORG.......... 194

118 The Results of the ANCOVA for the DASS Variable Student Relations:
Curricular Group by ORG, Adjusted by Student Characteristic and
Contextual Field Variables 195

119 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Student Relations: Curricular Group by INFL " 11)6

120 The Results of the ANCOVA for the DASS Variable Student Relations:
Curricular Group by INFL, Adjusted by Student Characteristic and
Contextual Field Variables 197

121 A Summary of the Cell Means and Results from the ANOVA and
ANCOVA for the DASS Variable Student Relations: by Curricular
Group and High/Low Scores on Each of the Subscales of the ACES 198

122 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Support Services: Curricular Group by
Involvement '" 200

xviii



TABLE

123 The Results of the ANCOVA for the DASS Variable Support Services:
Curricular Group by Involvement, Adjusted by Student Characteristic
and Contextual Field Variables 201

124 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Support Services: Curricular Group by Affiliation .... 202

125 The Results of the ANCOVA for the DASS Variable Support Services:
Curricular Group by Affiliation, Adjusted by Student Characteristic
and Contextual Field Variables 203

126 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Support Services: Curricular Group by Teacher
Support 204

127 The Results of the ANCOVA for the DASS Variable Support Services:
Curricular Group by Teacher Support, Adjusted by Student
Characteristic and Contextual Field Variables 205

128 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Support Services: Curricular Group by Task 206

129 The Results of the ANCOVA for the DASS Variable Support Services:
Curricular Group by Task, Adjusted by Student Characteristic and
Contextual Field Variables 207

130 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Support Services: Curricular Group by PGOAL....... 208

131 The Results of the ANCOVA for the DASS Variable Support Services:
Curricular Group by PGOAL, Adjusted by Student Characteristic and
Contextual Field Variables 209

132 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Support Services: Curricular Group by ORG 210

133 The Results of the ANCOVA for the DASS Variable Support Services:
Curricular Group by ORG, Adjusted by Student Characteristic and
Contextual Field Variables 211

134 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Support Services: Curricular Group by INFL. ......... 212

135 The Results of the ANCOVA for the DASS Variable Support Services:
Curricular Group by INFL, Adjusted by Student Characteristic and
Contextual Field Variables 213

xix



TABLE

136 A Summary of the Cell Means and Results from the ANOVA and
ANCOVA for the DASS Variable Support Services: by Curricular
Group and High/Low Scores on Each of the Subscales of the ACES 214

137 Cell Means Showing the Results of the ANOV A and Scheffe Test for
the DASS Variable Physical Facilities: Curricular Group by
Involvement 216

138 The Results of the ANCOVA for the DASS Variable Physical Facilities:
Curricular Group by Involvement, Adjusted by Student Characteristic
and Contextual Field Variables 217

139 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Physical Facilities: Curricular Group by
Affiliation 218

140 The Results of the ANCOVA for the DASS Variable Physical Facilities:
Curricular Group by Affiliation, Adjusted by Student Characteristic
and Contextual Field Variables 219

141 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Physical Facilities: Curricular Group by Teacher
Support 220

142 The Results of the ANCOV A for the DASS Variable Physical Facilities:
Curricular Group by Teacher Support, Adjusted by Student
Characteristic and Contextual Field Variables 221

143 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Physical Facilities: Curricular Group by Task 222

144 The Results of the ANCOVA for the DASS Variable Physical Facilities:
Curricular Group by Task, Adjusted by Student Characteristic and
Contextual Field Variables 223

145 Cell Means Showing the Results of the ANOV A and Scheffe Test for
the DASS Variable Physical Facilities: Curricular Group by PGOAL...... 224

146 The Results of the ANCOVA for the DASS Variable Physical Facilities:
Curricular Group by PGOAL, Adjusted by Student Characteristic and
Contextual Field Variables 225

147 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Physical Facilities: Curricular Group by ORG 226

148 The Results of the ANCOVA for the DASS Variable Physical Facilities:
Curricular Group by ORG, Adjusted by Student Characteristic and
Contextual Field Variables 227

xx



TABLE

149 Cell Means Showing the Results of the ANOVA and Scheffe Test for
the DASS Variable Physical Facilities: Curricular Group by INFL. 228

150 The Results of the ANCOVA for the DASS Variable Physical Facilities:
Curricular Group by INFL, Adjusted by Student Characteristic and
Contextual Field Variables 229

151 A Summary of the Cell Means and Results from the ANOVA and
ANCOVA for the DASS Variable Physical Facilities: by Curricular
Group and High/Low Scores on Each of the Subscales of the ACES 230

l52(a) The Results of the Step-wise Multiple Regression Analysis Indicating
Significant Predictors for Each of the Five Dimensions of Adult
Student Satisfaction (DASS) by Curricular Group 233

l52(b) The Results of the Step-wise Multiple Regression Analysis Indicating
Significant Predictors for Each of the Five Dimensions of Adult
Student Satisfaction (DASS) by Curricular Group (Con 't) 234

l52(c) The Results of the Step-wise Multiple Regression Analysis Indicating
Significant Predictors for Each of the Five Dimensions of Adult
Student Satisfaction (DASS) by Curricular Group (Con't) 235

XXI



LIST OF FIGURES

FIGURE

An Expectancy Model of Student Satisfaction 14

2 Curricular Group Size and Percentage of Total Sample 59

3 Frequency Distribution of Class Size by Curricular Group 61

4 Class Length by Curricular Group and Total Sample 62

5 Class Size by Curricular Group and Total Sample 63

6 Teacher Gender by Curricular Group and Total Sample o4

7 Teacher Experience by Curricular Group and Total Sample 66

X Student Gender by Curricular Group and Total Sample 67

9 Frequency Distribution of Student Age by Curricular Group OX

10 Frequency Distribution of Student Age for the Total Sample 69

11 Student Age by Curricular Group and Total Sample 70

12 Student Ethnicity for the Total Sample 71

13 Student Ethnicity by Curricular Group and Total Sample 72

14 Student Education Levels for the Total Sample 73

15 Mean as a Percentage of the Maximum Score for DASS Subscales by
Curricular Group X9

16 Canonical Discriminant Function Territorial Map 96

17 Cell Means of the DASS Variable Program Quality: Curricular Group by
Teacher Experience " 103

18 Cell Means of the DASS Variable Staff Relations: Curricular Group by
Teacher Gender 111

19 Cell Means of the DASS Variable Student Relations: Curricular Group by
Class Length '. 11 X

20 Cell Means of the DASS Variable Student Relations: Curricular Group by
Teacher Experience 122

xxii



FIGURE

21 Cell Means of the DASS Variable Physical Facilities: Curricular Group by
Teacher Experience 139

22 Cell Means of the DASS Variable Physical Facilities: Curricular Group by
Student Age 144

23 Adjusted Cell Means of the DASS Variable Program Quality: Curricular
Group by Student Influence , 164

24 Adjusted Cell Means of the DASS Variable Staff Relations: Curricular
Group by Student Influence 181

xxiii



CHAPTER I

STATEMENT OF THE PROBLEM

Introduction

Chapter 1 provides the basic rationale and theoretical framework of the study. The

significance and purpose of the study are set forth in a series of research questions,

followed by the specific hypotheses to be tested. Finally, the definitions associated with

the investigation are detailed as are the limitations and assumptions of the study.

Background

Continuing Education

Land Grant colleges were developed around the fundamental belief that equal access

to educational opportunity is imperative for a productive democratic and industrialized

society (Rohfeld, 1991). Their public service mission and the need to disseminate

information and technical knowledge beyond the boundaries of traditional students and

campuses, led to the widespread development of continuing education and extension units

throughout the country.

In the 1960's, the number of college students and campuses increased dramatically

and the field of continuing education entered a period of phenomenal growth. Through

their Extension Divisions and Colleges of Continuing Education, post secondary

institutions opened their doors to students who had been previously excluded, and external

degrees, night classes, TV courses, and correspondence schools were provided to growing

numbers of students who would not, or could not go to campuses (Hall, 1973). Not only

did the number of students and institutions proliferate, but the complexity of the field

increased dramatically in terms of the diversity of students and programs. As a result,

continuing education units which deliver a wide array of educational services to people of

all ages and from all walks of life evolved.



While "continuing education" at the university level may have begun as an apt

phrase to describe the ongoing and advanced education necessary for many fields of

practice, it has evolved into a much larger concept which embraces the notion that learning

is a continuous lifetime endeavor. In addition to serving degree-seeking students and

professionals who have a recurring need to update themselves in their fields, continuing

education serves adults whose education has been narrowly focused on career goals as well

as those who desire to develop their intellect further by study of the arts and humanities

(Hatfield, 1989).

Projections

Projections indicate that adults will continue to be a significant segment of the

student population well into the 1990's (National University Continuing Education

Association [NUCEA], 1985). In addition to the many baby-boomers who became avid

consumers of adult education in the mid-70's and 80's, the increased need, or desire, of

adults to continue their education resulted in a larger proportion of the adult population

enrolling in continuing education programs. The population of those over 65 also

expanded dramatically during the 80's, and adult education grew among the elderly more

rapidly than among any other age group during the early part of that decade (National

Center for Educational Statistics, 1983).

The demands for continuing education programs can be expected to continue during

the 90's. In addition to a desire for leisure and personal enrichment programs, rapidly

changing technologies and the constant generation of new knowledge and information will

result in a continuing demand for training, as will the desire for upward mobility in the job

market. To compete globally, American firms are relying more heavily on technology,

advanced production techniques and quality customer services, prompting adults to

continue their education (NUCEA, 1992). Women are expected to be the most active adult

learners, and with ever expanding career opportunities, their demand for education related
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to career and professional development will continue to increase (Cross, 1979, 1981;

NUCEA, 1993; O'Brien, 1992).

Demands for education in the professions can be expected to continue during the

next decade as well. A recent survey of selected professions reveals a growing trend

toward mandated continuing education as a requirement for relicensure, with notable

increases in dentistry, law, nursing, psychology, physical therapy, and social work

(Phillips, 1992). In addition to state licensing boards, continuing education is also being

mandated by professional organizations. In 1992 for example, the By-Laws of the

American Institute of Architects were amended to require continuing education as a

condition for membership as of January 1996 (The American Institute of Architects, 1993).

Population projections indicating significant growth in the school age population during

this decade suggest that there will be a demand for professional training for teachers and

child services professionals. Moreover, with greater numbers of working mothers,

educators may need new skills to cope with increasing numbers of latch-key children

(NUCEA, 1993).

University of Hawaii

Like other Land Grant institutions, one of the central missions of the University of

Hawaii is to provide all qualified people in the State with an equal opportunity to participate

in a quality college and university education (University of Hawaii, 1982). Part of this

mission is accomplished through the provision of traditional educational programs, during

the day, at the various campuses. Another equally important part of this mission is to

extend the resources of the University to the larger community-to those who have

educational needs and desires, but who, for various reasons, are unable to participate in

regularly scheduled programs and activities.

The University of Hawaii has identified this aspect of its mission as its "outreach

effort" and in its Executive Policy states that: "... the University of Hawaii is committed
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to a vigorous instructional outreach effort to equalize, as far as possible, higher education

opportunity for as many people as possible in all parts of the State" (University of Hawaii

Executive Policy, 1982).

At the University of Hawaii (1993), the mission of the College of Continuing

Education and Community Service (CCECS) is to serve continuing education and public

service needs by providing:

1. Opportunities for adults out of school and part-time college students to
pursue degree programs.

2. Professional and career development programs to enable persons in the
community to keep abreast of their professional fields.

3. Consultative services which help bring the resources of the University to
bear on the solution of community, state and national problems.

4. Education for citizenship responsibility.

5. Educational programs for personal growth and development.

6. Programs which contribute to the cultural enrichment of the people of the
State.

The College serves the continuing education needs of individual adults and groups

through credit and noncredit courses, conferences and institutes, cultural and specialized

events, and other educational experiences. The three major program divisions are:

The Extended Program. This division establishes and administers credit course

programs designed to serve individuals who otherwise cannot avail themselves of the

regular University day program. Such individuals are thereby provided an opportunity to

earn a college degree or upgrade their professional occupational skills or achieve personal

enrichment.
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The Division of Community Service. This division promotes an understanding and

appreciation of cultural heritage through presentations dealing with the arts, history, music,

dance, and drama. Events are scheduled at libraries, schools, public concert halls,

community centers, hospitals, and correctional facilities throughout the State.

Professional and Special Programs (PSP). This division establishes and

administers noncredit course programs designed to provide various individuals and groups

with an opportunity to maintain professional skills, advance or change in career, or to

pursue personal development and enrichment. Although noncredit classes do not provide

academic credit, such classes are offered to meet ongoing professional and personal

educational needs and are a significant part of university outreach efforts across the nation.

Unlike 12- to l6-week credit classes which are the building blocks of a traditional academic

curriculum, noncredit courses are usually relatively short and complete in themselves.

Classes are presented in a variety of formats such as workshops, short courses, studios,

and lectures.

PSP offers a wide array of noncredit courses covering selected college-level

material at on- and off-campus locations. Courses are open to adults who are at least IX

years of age or a high school graduate. Courses are offered in three terms per year,

Monday through Sunday. Class length and number of meetings vary and are dependent

upon the specific needs of both the courses and the students. Activities on the campus are

normally scheduled after 4:00 p.m. on weekdays and 8:00 a.m. to 5:00 p.m. on weekends.

Off-campus activities are scheduled on all days and during both daytime and evening

hours.

Although it receives a limited amount of state funds for some of its personnel, PSP

is largely supported by the revenues generated from course fees. The program is a

substantial component of the college and during the past five years, has provided an
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average of 780 courses with enrollments of over 15,000 annually. (Professional and

Special Programs, 1992).

Identification and Documentation of the Problem

Defining organizational objectives, ordering priorities in relation to costs and

benefits, and measuring progress towards the achievement of objectives is difficult in

higher education because of the complexities involved in evaluating program effectiveness.

In spite of these difficulties, public educational institutions do formulate goals and

objectives, and become deeply committed to them. They are also held accountable by

Federal agencies, legislators, governors, state coordinating bodies, boards of trustees, and

the public. Therefore, the problem of measuring performance must be solved in ways that

can yield meaningful results for administrators, educators, and the various constituencies

they serve.

As we move toward the 21st century, resources are becoming more limited and

colleges and universities are facing even greater demands for accountability and monetary

control. In a recent report released by the American Council on Education (Ottinger, 1992)

the following economic trends relative to higher education were articulated:

1. The federal deficit is escalating and will probably limit funding for new
and current programs.

2. Higher education appropriations are losing ground at the federal and
state levels.

Colleges and universities have also come to play an increasingly central role in the

lives of all members of society, versus those of an elite few, and many of the services they

provide are now viewed as essential. Knowledge in our industrialized and capitalistic

society has a tremendous economic value; therefore outside agencies and especially state

governments, are promoting the growth of this commodity and are demanding more

accountability from the knowledge providers. In the course of doing so, they are

attempting to ensure the economic viability of their region.
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At a time when institutions of higher education are faced with greater demands for

accountability and dwindling resources to fund a myriad of educational programs,

continuing education and extension units are being called upon to produce tangible evidence

that they are meeting significant needs. As expressed by the Dean of Continuing Studies at

the University of Nebraska-Lincoln (Simerly, 1991): "continuing higher education is big

business in terms of revenue generated as well as numbers of staff, services provided, and

programs designed to meet the lifelong learning needs of adults ... it is important to

demonstrate to key stakeholders that we are achieving an appropriate return on investment"

(p. 3).

Continuing educators are also facing funding cutbacks and the administrators are

being required to consolidate and prioritize programs. As an example, the Ohio State

University's Office of Continuing Education was projected to lose approximately 15% of

its permanent funding for Fiscal Year 1992-93, with an additional 10% reduction in 1993

94 (NLI Alumni News, 1992).

Although continuing education programs are self-supporting, the program planners

and administrators must compete with other skilled negotiators for scarce resources such as

personnel and facilities. Recently at the University of Hawaii for instance, the Board of

Regents directed the University administration to determine programmatic priorities and to

allocate or reallocate resources accordingly. To this end, individual units within the system

were directed to conduct a self-review and prioritization of their programs and activities

applying three major criteria: centrality to mission, effectiveness, and efficiency

(University of Hawaii, October 1992, November 1992; CCECS, 1993).

To some degree, performance can be quantified by such measurements as numbers

of students served, programs provided, and the "bottom line" relative to income and

expense. Though these are important indicators of performance, more adequate measures

of program effectiveness relative to the quality and responsiveness of services are needed.
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Such additional measures of program effectiveness are of crucial importance to educators if

they are to meet the demands for greater accountability and effectively set objectives and

priorities for the future.

Rationale for Approach to the Problem

The definition and development of a criterion variable is a crucial element in the

measurement of program effectiveness. In terms of adult and continuing education, most

of the research efforts thus far have been dominated by a search for factors that determine

persistence (Aitken, 1982; Anderson & Darkenwald, 1979; Garrison, 1985). Persistence

as a criterion variable is acceptable as a beginning approximation just as graduation has

served as a criterion variable for the early studies of academic performance in more

traditional college programs. However, as a concept it is relatively unidimensional.

Moreover, the concept of persistence has limited applicability for a noncredit program

where students are not seeking an easily identifiable, long-term goal.

Compared to persistence, student satisfaction may be viewed as a broader and more

appropriate measure of program effectiveness for noncredit programs such as those offered

by PSP. It is also a variable that is multifaceted in scope, with scaling qualities that make it

possible to measure differences along a continuum. In addition, it is a measure with

significant program relevance because it reflects students' perception of their satisfaction

with the learning process they experience.

Theoretical Framework

Every scientific psychology must take into account whole situations, i.e.,
the state ofboth person and environment.
(Kurt Lewin, 1936, p. 12)

The theoretical constructs underlying the current investigation were principally

based upon the work of field theorist Kurt Lewin. While the basic phenomenon under

investigation was satisfaction, the satisfaction theory utilized in this study is grounded in



field theory, and attaches great importance to the interaction of the individual and the

environment.

Field Theory

Lewin, focused much of his work on studying the interaction of persons and the

environment (or field) in which they find themselves. He believed that the influence

between the individual and the field was reciprocal and complex (Deutsch, 1968).

In an educational setting, students entering the learning situation come with

differing characteristics and through an interactional process, create the learners'

experience. It is this complex interactional process of the "person in the field" that was

posited by Lewin (1935). He believed that situational variables and personal variables in

interaction, must be taken into account in order to understand outcomes such as

satisfaction.

Lewin objected to the use of simple external criteria to identify or define a

psychological state or process. He believed that in order to develop psychological laws,

we must deal with psychological processes-with the perception of the external event, and

not with the event itself; with behavior, and not solely with its effects. Inessence, Lewin

believed that one has to deal with what exists, and psychologically, what is real for the

person being studied. The most fundamental construct of Lewin is that of the

psychological field or "life space." All psychological events are conceived to be a function

of the life space, which consists of the interaction of person and the environment. Life

space refers to the manifold coexisting facts which determine the behavior of an individual

at a given moment. Behavior (B), in other words, is a function of the life space (LS): B =

fCLS). The life space is in turn, a product of the interaction between the person (P) and his

environment (E), and was expressed as: LS =f(P,E). This emphasis of the

interrelatedness of the person and the environment was one of Lewin's major contribution

to psychological theorizing (Deutsch, 1968).
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Satisfaction

As part of its field theory foundation, this investigation draws upon the principles

developed through the study of job satisfaction in the workplace (e.g., Porter, Lawler, &

Hackman, 1975; Vroom, 1964). The theoretical approach of these researchers incorporates

the views set forth by the field theorists in taking into account both the needs and

expectations the individual brings into a particular situation, as well as the exigencies of the

situation they find themselves in at any given moment (Hampton, Summer, & Webber,

197X; Thierry & Koopman-Iwema, 19X4).

Just as job satisfaction research provides meaningful information for helping

managers better understand and satisfy worker needs, satisfaction research in education

may provide a way for helping educators better understand and satisfy student needs.

Satisfaction has been defined as, "the degree of well-being experienced in the work or

work situation." (Thierry & Koopman-Iwema, 1984, p. 154). Extending this definition to

an educational setting, this study defines student satisfaction as the degree of well-being

experienced in the educational situation.

The theories of job satisfaction are generally divided into two classifications,

"content" theories and "process" theories (Fincham & Rodes, 19X8; Thierry & Koopman

Iwema, 19M). Content theories are based upon the assumption that individuals share a

similar set of needs, aspirations, and values. They focus on factors which account for

behavior, and attempt to specify what needs individuals have, and what kind of

satisfactions they pursue. Maslow's (1954) hierarchy of needs theory is perhaps one of the

most influential and well-known of the content theories. Herzberg's "two-factor" theory of

job satisfaction is another example of a content theory (Herzberg, Mausner, Peterson &

Capwell, 1957).

Process theories focus on the process by which behavior is stimulated, how it is

directed, and how it is pursued or changed. It emphasizes the dynamic interaction between
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variables in determining levels of satisfaction, and focuses on the way in which variables

are related to one another. Vroom's (1964) "expectancy" theory is an example of a process

theory and was used in this study as a basis for approaching the study of satisfaction.

Vroom (1964) postulated that behavior depends on: (1) an individual's expectation

that a certain action or behavior will lead to a particular outcome or set of outcomes, and (2)

the valence of the outcomes perceived by the individual. By "valence" Vroom meant the

relative attractiveness or repulsiveness of outcomes in terms of expected degree of pleasure

(displeasure), or satisfaction (dissatisfaction) to be derived from the outcome.

As a process model, Vroom's theory focuses on the way in which the valence of

outcomes occurs. According to Vroom, an individual's values about a particular outcome

are a function of its instrumentality to achieve other outcomes, and their corresponding

valence. Valence is determined by each individual and differs among individuals since each

person is satisfied by different experiences and outcomes. Expectancy theory views the

individual as a being who seeks satisfaction of needs while at the same time, "reasons"

about the relative utility of each action that has the potential to satisfy needs.

Field Theory as a Foundation for Studying the Classroom Environment

Educators have long recognized the importance of the interaction of the student with

the classroom environment, and the relationship of that experience to student outcomes

such as achievement and satisfaction (Fraser, 1986; Moos, 1979; Walberg, 1979). As one

of the major contributors to the study of classroom environments, Moos (1976, 1979)

integrated field theory in conceptualizing the environment as a dynamic and interactive

system in which participants engage in a learning process. Moos recognized that

individuals enter the environment with a personal system, or set of demographic and

personality variables, expectations relative to their motivations and needs, and coping skills

which enable them to adapt to and influence the particular contexts of the situation.
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Within the classroom, Moos proposed that the classroom environment involved

interaction between teacher and student, as well as among students themselves. He

developed a conceptual framework consisting of the following common environmental

domains:

The Relationship Domain, which assesses the extent to which people are involved

in a setting, the extent to which they support and help one another, and the extent to which

they express themselves freely and openly;

The Personal Growth or Goal Orientation Domain, which assesses the basic goals

of the setting and the extent to which task orientation and competition is emphasized. That

is, the areas in which personal development and self-enhancement tend to occur; and

The Systems Maintenance and Change Domain, which is concerned with the extent

to which the environment is orderly and clear in its expectations, maintains control, and

responds to change.

The next component in his model focuses on the individual's efforts to adapt to the

environment by using a preferred set of coping skills determined by both the personal

system and the environment The results of the coping effort within the context of

ideographic variables and environmental press, largely determines outcomes: "Efforts at

adaptation ultimately affect such outcome indexes as personal interests and values, self

concept and health, and aspiration and achievement levels" (Moos, 1979, p. 4) .

Motivation and its Relationship to the Environment and Student Satisfaction

Lewin (1936) theorized that our behavior is directed by how we perceive particular

ways of discharging certain tensions we experience. Those activities that an individual

perceives as making possible the release of tension will be attractive; they will have a

positive valence and the individual will be moved to engage in these activities. Other

activities may have the opposite effect. These activities are seen as increasing tension; they

are said to have a negative valence and to generate repulsive forces. Thus, Lewin theorized
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that all behavior is motivated; it is driven by tensions, moved by forces, directed by

valences, and addressed to goals. Every person has a characteristic need structure that may

be more or less stable, but which may also vary somewhat from moment to moment. The

needs of an individual may be primary like hunger, or be acquired or secondary, like needs

relating to self esteem.

In addition to generating tensions and thereby providing the "push" in behavior,

needs also set the occasion for the two "pulling" constructs, force and valence, to take

effect. As a general rule, the perception of the possibility of engaging in some activity, the

desirability of that activity (its valence), and the tendency to engage in it (the force it

exerts), all go together. The conceptual differences emerge principally as a matter of

emphasis. Valence helps to account for choice, but force may be more useful if we are

concerned with the speed or persistence of behavior. (Bolles, 1975, pp. 72-73).

Expanding upon Lewin's work, Murray (1938) proposed that environmental

"press" stimulates need within the individual and at the same time, can either support or

retard the satisfaction of needs. In Lewin's model, tension creates push, is directed by

valence, and moves individuals toward specific goals. In Murray's "homeostatic" model,

events in the environment present opportunities as well as threats to the individual. This is

the environmental press component of his model. The press creates imbalance and arouses

needs within the individual, and drives him to action and the attainment of some goal. The

attainment has the effect of restoring the individual's equilibrium. Through the experience

of goal attainment, the individual learns to attribute valence to goal objects. This later

influences choices about how to satisfy needs. Thus, the concept of motivation has a

strong mutual connection with satisfaction. It is difficult to theorize about the needs which

motivate behavior, without in some way, relating needs to expected rewards and

satisfactions.
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Summary

In applying the theoretical framework provided by the field theorists to the present

investigation, it was posited that students come to class with various needs. These needs

are aroused by tensions or imbalances within the individual which drive the person to

action. Each student has expectations about how their participation will lead towards a

particular outcome (e.g., how utilitarian the activity will be in satisfying their needs). In

the learning process involving the interaction of the person in the field, the student

influences and is influenced by the environment. On the basis of his or her experience, the

student makes a judgment about the instrumentality of the participation in satisfying needs.

This subjective assessment determines feelings of satisfaction and ultimately influences

future expectations and perceived valences of outcomes. See Figure 1.

NEEDS ~

SATISFACTION +of--- Indirect
Outcomes

•
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Interaction
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Process
(Field)
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Outcomes
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FIGURE I. An Expectancy Model of Student Satisfaction
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Purpose of the Study

The purpose of the study was to determine whether certain student and classroom

environment factors have an effect on the satisfaction of adult continuing education students

enrolled in noncredit classes.

In terms of the factors that may influence student satisfaction, there were two major

foci: motivational factors that cause students to seek opportunities in continuing education,

and the learning process they experience in terms of their classroom environment.

Motivational factors were evaluated by the Education Participation Scale (EPS) which

measures reasons for participation. Classroom environment was measured by the Adult

Classroom Environment Scale (ACES). Student satisfaction was evaluated by the

Dimensions of Adult Student Satisfaction (DASS). The functional relationships between

student motivation, student classroom environment, and student satisfaction, were

investigated for each of the three major curricular groups of Professional and Special

Programs:

1. Arts and leisure programs (ARTS);

2. Personal development programs (PERS); and

3. Professional development programs (PROF).

Besides the three Curricular Groups, additional variables that may have an effect on

satisfaction as an outcome were investigated. These variables were of two kinds. The first

type were student characteristic variables and included gender, age, ethnicity, and level of

education. The second type were contextual field variables which may have an effect on

the classroom experience. These included size and length of class, as well as the gender of

the teacher and years of teaching experience.
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Research Questions

The first question of the study was designed to investigate whether it was possible

to classify students into the three Curricular Groups, based on their characteristics, reasons

for participation, and perceptions of their classroom environment.

The second question addressed by this study concerned itself with differences in

student satisfaction. Specifically, do students differ significantly in their perceptions of

satisfaction when grouped by selected student characteristic and course contextual field

variables'!

The next question investigated whether certain classroom environment variables

have an effect on student satisfaction. More specifically, do variables measured by the

Adult Classroom Environment Scale, such as level of student involvement or perceptions

of teacher support, have an impact on measures of student satisfaction'! An attempt was

also made to control for the effects of relevant student characteristic and contextual field

variables in the analysis, such as student age and class size.

Finally, the study sought to determine whether there was a set of variables that

could explain significant amounts of variance in student perceptions of satisfaction, for

each Curricular Group.

Recognizing that satisfaction is a complex phenomenon, five dimensions of

satisfaction as measured by the Dimensions of Adult Student Satisfaction were utilized in

the analyses.

Hypotheses

The research questions above were investigated in a series of testable null

hypotheses as presented below:

I . There is no set of discrete variables (student characteristic, student

motivation, and student classroom environment variables) that result in a non-chance

classification of continuing education students into the three Curricular Groups.
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2. There are no significant differences among scores on each of the five

subscales of the Dimensions of Adult Student Satisfaction (Program Quality, Staff

Relations, Student Relations, Support Services, Physical Facilities) when students are

grouped by Curricular Group and each of the following variables:

Contextual Field Variables

a. Class length;
b. Class size;
c. Teacher gender; and
d. Teacher experience.

Student Characteristic Variables

e. Student gender;
f. Student ethnicity;
g. Student education; and
h. Student age.

3. There are no significant differences among scores on each of the five

subscales of the Dimensions of Adult Student Satisfaction, when students are grouped by

Curricular Group and by high/low scores on each of the seven subscales of the Adult

Classroom Environment Scale (Involvement, Affiliation, Teacher Support, Task

Orientation, Personal Goal Attainment, Organization and Clarity, Student Influence); while

controlling for the effects of selected student characteristic and contextual field variables.

4. For each of the three Curricular Groups, there is no set of variables (student

motivation, student classroom environment, class size and length, and teacher experience)

that can account for significant amounts of variance on each of the five subscales of the

Dimensions of Adult Student Satisfaction.

Definition of Terms

Adults. Persons 1Xyears of age or older or a high school graduate.

CCECS. College of Continuing Education and Community Service.
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Continuing education. Organized learning activity for adults at the post secondary

level. Activities may include courses, workshops, conferences, performances and

presentations. At the university level, continuing education programs serve degree-seeking

students, professionals who have a recurring need to update themselves in their fields, and

other adults who desire additional training or enrichment.

Continuing education and extension units. Organizational units within a College or

University which provide continuing education services.

Contextual Field Variables. Variables in the classroom environment which may

have an effect on the learning process experienced by students. In the present

investigation, contextual field variables included course size, course length, teacher gender,

and teacher experience.

Lifelong learning. A concept that embraces the idea that adults have learning needs

throughout their lifetime.

Noncredit classes. Classes which do not earn academic credit and are not

applicable towards a college or university degree.

Outreach. Extending university resources to individuals who are not able to

participate in the regularly scheduled programs and activities on campus.

PSP. Professional and Special Programs, a division of the CCECS which provides

noncredit programs.

Self-supporting programs. Programs supported by the revenues generated from

course fees.

Assumptions and Limitations

In an ex post facto study such as this, it is not possible to obtain results that are

unequivocal as to causal factors. However, there are design considerations that can help

explicate various sources of variation so that the findings will lead to greater accuracy and

precision as to the hypotheses relative to probable causes.

IX



For example, the ex postfacto correlational study of the possible causes of lung

cancer has led to the hypothesis that tests whether smoking is a possible cause of lung

cancer. If we study the incidence of lung cancer among heavy smokers versus light

smokers and find that the incidence of lung cancer is greater for the heavy smokers, we will

have arrived at greater precision as to the hypothetical causes of cancer.

In this study, stratification was incorporated into the design so that the effects of

curricular groups and subject variables could be considered in the analysis. Just as

stratification of rate of smoking added to the precision of the findings relative to lung

cancer, it was assumed that stratification could make this investigation more precise. In a

natural setting such as that of this study, stratification improves the design, but the gain in

precision that comes with stratification has to be balanced by the limits imposed by sample

size and the assumptions of the statistical model employed in the analyses.

In addition to student motivation and classroom environment variables, other

important variables that were studied included student age, sex, and educational level, as

well as size and length of class, and the gender and experience level of teachers. In

choosing among variables to include in the study, it was necessary to evaluate the potency

and salience of each variable, its availability in terms of precision of measurement, the cost

of obtaining the information, and the importance of the information to other administrators

and educators.

Inherent in all exploratory studies such as this, is the limitation that the sample

utilized may not be applicable to other target populations. It was assumed that the

population chosen was as representative as possible, and that it shared characteristics with

other target populations of interest such as other noncredit students in other university

settings. However, findings must be applied to other target populations before one can

generalize to these populations. The primary focus of exploratory studies is to see if at

least for the sample being investigated, measurable constructs can be related to important
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dependent variables. Generalizability of findings are strictly limited until further follow-up

studies are done. The aim of these further studies is not only to confirm the findings of the

exploratory study, but to see if the findings are generalizable. (Drew & Hardman, 1985;

Isaac & Michael, 1981; Light, Singer & Willett, 1990).

In addition to the limitations of the sample and lack of experimental control over

confounding factors, it is recognized that it is difficult to measure student satisfaction,

motivation, and perceptions about the learning process, with a written questionnaire.

Therefore, the general limitations of using a questionnaire are applicable to this study.

Summary

Chapter 1 began with an overview of the field of continuing education and

projections for the future. Continuing education at the University of Hawaii was briefly

described, as well as the College of Continuing Education, the Professional and Special

Program department (PSP), and the noncredit courses provided by PSP.

Identification of the problem to be studied focused on the need to develop ways of

evaluating program effectiveness that yield meaningful results for administrators,

educators, and the various constituencies they serve. While it was recognized that

measurements such as the number of students served were important indicators of

performance, its was asserted that more adequate measures of program effectiveness

relative to the quality and responsiveness of services were needed. The rationale for the

use of satisfaction as a criterion, was that it might provide a multifaceted and more

appropriate measure of performance for noncredit continuing education programs.

The theoretical framework underlying the study was based upon the work of field

theorist Kurt Lewin. Resting upon the underpinnings provided by field theory, Vroom's

expectancy theory provided a means for conceptualizing satisfaction as an outcome of the

motivations and expectations an individual brings into the situation, in interaction with the

learning process he or she experiences in the field or classroom environment. From the
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perspective of a process model, the subjective assessment about the instrumentality of the

experience in satisfying needs was seen as determining satisfaction, and ultimately

influencing future expectations and perceived valences of outcomes.

The basic research questions attempted to determine whether certain motivational

and classroom environment factors have an effect on student satisfaction. The functional

relationships between student motivation, student classroom environment, and student

satisfaction, were investigated for each of three major Curricular Groups: arts and leisure

programs, personal development programs, and professional development programs.

Besides the three Curricular Groups, additional variables that may affect satisfaction as an

outcome were investigated. These included student characteristic variables of gender, age,

and level of education, and contextual field variables such as size and length of class, and

teacher gender and years of teaching experience.

The first question addressed by the study sought to determine whether there was an

empirical basis for classifying students into the Curricular Groups. The second question

concerned itself with differences in student satisfaction. Specifically, it investigated

whether students differed significantly in their perceptions of satisfaction when grouped by

selected student characteristic and course contextual variables.

The next question investigated whether certain classroom environment variables

such as level of student involvement or perceptions of teacher support, have an impact on

student satisfaction. Finally, the study investigated whether it was possible to identify a set

of variables that could help predict student satisfaction.

In addition to the limitations of the sample and lack of experimental control over

confounding factors, the limitations of written instruments in the measurement of student

satisfaction, motivation, and perceptions about the learning process, were recognized.
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CHAPTER 2

REVIEW OF THE LITERATORE

Introduction

This chapter will provide a brief review of the literature for the three principal

aspects of the study: the learning environment, adult student motivation, and student

satisfaction. A short history outlining the development of these three fields of study and a

summarization of some of the relevant literature is provided.

The College Learning Environment

In an effort to study the college learning environment, Pace (1964) and Stern

(1970) developed the College Characteristics Index (CCI). The CCI was composed of 300

statements about college life to which students responded as being true or false for their

particular school. Pace and Stern conceptualized the conventional college environment as

consisting of the following elements and developed the items around these dimensions:

1. Academic: program and course content, instruction, examinations, outside
preparation, grades, etc.;

2. Administrative: rules and regulations, physical facilities, student support
services; and

3. Student: student characteristics, community life and extracurricular
activities.

By 1959, results were available from approximately 50 colleges. Standard scores

were developed for the 30 scales of the instrument and utilized for interpreting subsequent

CCI scores. In the early 60's, new forms such as the Organizational Climate Index (OCI),

were developed to extend the CCI into other environments such as those found in business

and industry, and Peace Corps training programs (Stern, 1970).

Pace (1964) analyzed the results of school scores on the CCI and found that student

perceptions about the characteristics of their school varied significantly, particularly in large
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institutions. Recognizing the need to more precisely study the learning environment, he

developed the College Characteristics Analysis (CCA) which was designed to measure

institutional functions (e.g., administration, teaching, support services, and extracurricular

activities), in relation to the environmental "press" such as the emphasis placed on

intellectual pursuits, group welfare, scientific inquiry, and practical application. Pace

concluded that the "fit" between student characteristics and college characteristics had a

bearing on the student's persistence and achievement. He further concluded that "parts"

within a university differ from one another in terms of their characteristics, and in terms of

the prevailing characteristics of their students. Thus, the Engineering school and its

students differ from Education, and Education students differ from those in Music.

Students within each ofthese schools vary in terms of their compatibility, and the more

congruent students tend to be the more successful students.

In contrast to investigating the environment of the institution, other researchers

focused their efforts on investigating the environment of the individual classroom. Most of

the early studies were done in elementary and secondary schools and during the 1970's,

much of the research on classroom environment was led by two independent research

programs: one directed by Herbert Walberg at the University of Illinois, and the other by

Rudolf Moos at Stanford University (Fraser, 1986). The two instruments that have been

most extensively used in classroom environment research are the two instruments

developed by these programs: the Learning Environment Inventory (Walberg & Anderson,

1968), and the Classroom Environment Scale (Moos, 1979, 1976; Trickett & Moos 1973).

Moos developed the Classroom Environment Scale (CES), in an attempt to identify

salient aspects of the "psychosocial" environment of classrooms. He developed his

framework with the phenomenologist view that the participants' shared perceptions of the

attributes of the environment were more salient and accurate than data gathered through the

use of objective observers classifying participant behaviors. His studies showed
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significant environmental impact on outcomes such as achievement, attendance and

satisfaction.

The final version of the CES (Moos, 1979) contains 90 true/false items on the

following environmental domains and subscales:

The Relationship Domain:

1. Involvement: the extent to which students are attentive and participate in
class;

2. Affiliation: the level of friendliness students feel for each other; and

3. Teacher Support: the amount of help, concern and friendship the teacher
directs towards students.

The Personal Growth/Goal Orientation Domain

4. Task Orientation: the extent to which planned activities are completed; and

5. Competition: the emphasis placed on students' competing with one another
for grades and recognition.

The Systems Maintenance and Change Domain

6. Order and Organization: the emphasis on overall organization of
assignments and activities;

7. Rule Clarity: the emphasis on establishing and following rules;

X. Teacher Control: how strict the teacher is in enforcing rules; and

9. Innovation: the amount of unusual and varying activities and the emphasis
on creativity.

Although a number of studies have been conducted to investigate the classroom

environment in elementary and secondary school settings, little has been done to date in

higher education settings (Beard & Ragheb, 19XO; Darkenwald, 19X7). This may be

explained to some extent by the "voluntary" nature of participation in post secondary

education, as well as the diversity of the curriculum and its program components. There

seems to be a tendency to study student behavior and attitudes in the context of the total
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institutional environment or academic program sub-environment, rather that within the

context of the individual, self-contained classroom.

In one of the first studies on classroom environment in an adult education setting,

Darkenwald and Gavin (1987) utilized the CES to investigate whether there was a

relationship between the "social ecology" of the classroom and dropout behavior among

adults enrolled in General Education (GED) classes. They hypothesized that if there was a

discrepancy between student expectations and student experience in the classroom

environment, dissatisfaction would occur, and ultimately lead towards dropout behavior.

They selected the CES because of its wide use and, "superior psychometric qualities" (p.

153). Although the instrument was not designed with adult learners in mind, Darkenwald

and Gavin felt that the instrument would be appropriate for measuring, "the high school

like social environment of traditional, teacher-centered GED classes" (p. 153). In their

study of 77 adults, they found that dropouts and persisters differed significantly on the

Affiliation subscale. While they found this consistent with other findings in the dropout

literature, they concluded that the CES lacked sufficient face validity for the study of adult

classrooms, and that an "adult version" of the CES was necessary for the adult classroom.

Adult Classroom Environment Scale (ACES)

To extend the study of classroom environments to adult students in post-secondary

settings, Darkenwald (1987) and Valentine (cited in Langenbach & Aagaard, 1990) built

upon Moo's CES and developed the Adult Classroom Environment Scale (ACES). After

item analysis and other revision techniques were applied, the final version of the ACES

included 49 items with 7 items for each of 7 scales. The relationship between the ACES

subscales and Moos's domains are shown in Table I.
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ACES
Scale Name

Involvement

Affiliation

TABLE 1
Darkenwald and Moos: Dimensions of Classroom Environment

Moos
Domain

Relationship

Relationship

Teacher Support

TaskOrientation

Personal Goal Attainment

Organization andClarity

Student Influence

Relationship

Personal Development/Goal Orientation

Personal Development/Goal Orientation

System Maintenance and Change

System Maintenance and Change

The ACES gives the students in the learning situation an opportunity to report their

perceptions of how their interactional process within that environment impacted their

experience in the classroom. Environment as a process variable is described in terms of

how intensely they were involved in the learning itself (Involvement), how much rapport

and affiliation was developed among the students (Affiliation), how much support and

encouragement they felt was offered by the instructor (Teacher Support), how well the

instructional process was organized around accomplishing task (Task Orientation), the

extent to which they had opportunities to pursue their individual interests (Personal Goal

Attainment), how well they felt the learning was defined and organized (Organization and

Clarity), and how much they were able to interact and influence the learning situation

(Student Influence).

To study potential gender differences in perceptions of classroom social

environments, the ACES was subsequently utilized by Beer and Darkenwald (19X9) to

measure the perceptions of 439 adults enrolled in an urban community college. As
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predicted, women perceived more affiliation and more involvement in the classroom than

did men. Interestingly, while age had no significant effect on perceptions of affiliation and

involvement, the authors found that significant differences occurred when they compared

the perceptions of students enrolled in social sciencelhumanities classes, with those

enrolled in math/science classes.

Thus, Darkenwald provided a framework for conceptualizing and measuring

classroom environments in adult education settings, and preliminary analyses examined the

potential effects of student demographic characteristics and curricular groupings on

perceptions of the environment.

Adult Student Motivation

As the field of continuing education developed, it became obvious to programmers,

curriculum specialists and administrators that there was a need to get empirical data

describing the students who were participating or who were potential participators in their

programs.

A study that marked the beginning of empirical investigation into the motivations of

adult students was done by Houle (1961) in Chicago. Through taped interviews, Houle

studied adult students who were highly active in continuing education activities and

developed a typology for describing three types of learners: goal-oriented, activity

oriented, and learning-oriented. He defined goal-oriented learners as those who used

education as a means of accomplishing fairly clear-cut objectives such as career

advancement. His second type, the activity-oriented, were those who took part in the

educational process because they saw the course or activity as being a meaningful thing to

do, whatever the announced purpose might be. The third type, the learning-oriented,

sought knowledge for its own sake.

Following Houle's initial study, others such as Boshier (1971), Burgess (1971),

and Morstain and Smart (1974), further investigated student motivation in an effort to
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refine Houle's concepts. As noted by Cross (1981), the findings of their studies were

relatively congruent in terms of describing learner goals, and most of the classifications

which emerged could be collapsed back into Houle's original typology.

The Education Participation Scale (BPS)

One of the most significant research efforts that stem from Houle's pioneering work

are the motivational orientation studies spearheaded by Boshier. The main thrust of

Boshier's work was to build upon the Houle typology in order to develop a heuristic

framework to describe the motivations to participate in continuing education activities.

Boshier (1971) developed the Education Participation Scale (EPS), a 48-item

questionnaire designed to identify the reasons for participation given by adult learners.

Factor analysis and Varimax Rotation yielded 14 motivational orientations (p. 10):

1. Social welfare;

2. Social contact;

3. Other-directed professional advancement;

4. Intellectual recreation;

5. Inner-directed professional advancement;

6. Social conformity;

7. Educational preparedness;

8. Cognitive interest;

9. Educational compensation;

10. Social sharing;

I 1. Television abhorrence;

12. "Social" improvement and escape;

13. Interpersonal facilitation; and

14. Education supplementation.
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Boshier's (1991) latest version of the EPS defines seven types of students: those

motivated by a desire for communication improvement, those motivated by their desire to

get more education and training, those motivated to advance or maintain their professional

careers, those whose main concern is to enhance the quality of their lives and that of family

members, those motivated by a need for social contact, those that seek social stimulation,

and those who have a cognitive interest in a subject and are motivated by an interest in

learning for its own sake. Motivation orientations of adult students as defined by Houle

and Boshier are illustrated in Table 2:

TABLE 2
Houle and Boshier: Motivation Orientations of Adult Students

Houle Boshier

Goal-Oriented

Activity-Oriented

Learning-Oriented

Communication Improvement

Educational Preparation

Professional Advancement

FamilyTogetherness

Social Contact

Social Stimulation

Cognitive Interest

In addition to investigating the various motivation orientations of adult students,

several studies have utilized the EPS to examine the relationship between student

characteristics and motivation.

In an effort to differentiate among groups of students, Morstain and Smart (1974)

utilized the EPS to investigate whether the factors of motivation extracted in their analysis

could help them better describe the sample of 611 part-time continuing education students
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grouped on the basis of age and sex. Using a step-wise discriminant analysis procedure,

they found that for the men and women in their study, social factors were the most

powerful discriminators and accounted for the major portion of the variance between males

and females. Women scored significantly higher on items reflecting the need for personal

association, participation in group activities, making friends, etc. For the men, advancing

in career or job were the most important reasons for their participation.

In another study utilizing Boshier's EPS, Morstain and Smart (1977) utilized

multivariate cluster analysis and identified five distinct types of adult learners:

1. Non-Directed learners;

2. Social wellness learners;

3. Stimulation seeking learners;

4. Career oriented learners; and

5. Life change learners.

Discriminant analyses indicated that there was a relatively unique motivational

profile for each learner group. Additionally, differences in selected demographic

characteristics for members of each group were observed. However, no single

demographic variable (sex, age, educational attainment, and family income) uniquely

described any learner group. Rather, sets of demographic characteristics varied

significantly within groups as well as among groups. The authors concluded that grouping

adult students on the basis of demographic variables alone, lacked precision in terms of

describing them.

In a study of 353 adult continuing education students at North Carolina State

University, Joseph (1980) found significant differences in motivational orientations among

students grouped by age, race, and educational level. No significant relationships were

found between motivation and sex, occupation or income.

30



Given a framework for understanding what brings students to the classroom

(Boshier, 1991), and a means of conceptualizing and measuring how they experienced the

learning process within the classroom environment (Darkenwald, 1987), the next logical

step is to relate these variables to the understanding of a meaningful student outcome, such

as satisfaction.

Satisfaction

Student satisfaction is such an important variable that it may be assumed that

attempts to quantify it must have been initiated at least on an informal basis by most

institutions. At the University of Hawaii's College of Continuing Education and

Community Service, a standard course evaluation form has been in use for many years in

its noncredit programs. Through a series of ten Likert scaled items, it gives students an

opportunity to rate the merits of course content, instructor competence, presentation,

facilities, and the overall quality of the course.

While measures of satisfaction vary a great deal in the models used and in the extent

of developmental effort, there has been a sustained effort at evaluating student satisfaction

in terms of classroom instruction (Urdang, I<)82; see Rosenblum and Darkenwald, 1<)83).

Many large universities have an office of instructional evaluation that collects satisfaction

data from students in individual classes. This data is used to help improve instruction and

in some cases, is considered such a valid measure of instructional effectiveness, that it is

used in the promotion and tenure evaluations of the faculty.

Investigators have also conceptualized student satisfaction as being related to

multiple domains. In addition to instruction, they have examined other aspects of

satisfaction with the college experience such as academic advising, dormitory life, and food

service. For example, the Student Opinion Survey (American College Testing Program,

19<)2) has been used for over a decade in a number of educational institutions and settings.

It asks levels of satisfaction with various aspects of the college experience including
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satisfaction with program and academics, admissions, rules and regulations, facilities, and

registration procedures.

Betz, Klingensmith and Menne (1969) developed the College Student Satisfaction

Questionnaire (CSSQ) to measure six dimensions of student satisfaction:

1. Policies and Procedures that affect the student's activities and progress;

2. Working Conditions which includes the physical facilities and quality of
food services;

3. Compensation in terms of the amount of effort required to achieve academic
outcomes;

4. Quality of Education such as the competence of faculty and adequacy of the
curriculum;

5. Social Life or opportunities to interact with others; and

6. Recognition as reflected by the attitudes and behavior of faculty and
students indicating acceptance of the student as a worthwhile individual.

Factor analysis of subsequent data (Betz, Menne, & Starr, 1970; Starr, Betz &

Menne, 1971) from over 3,000 students in various institutions supported all factors with

the exception of Policies and Procedures. In its final Form C, the CSSQ consisted of a 70

item Likert type scale, with five dimensions: Working Conditions, Compensation, Quality

of Education, Social Life, and Recognition.

The authors' initial study of 463 students attending Iowa State University indicated

that type of residence and year in school were significantly related to several aspects of

college student satisfaction, while gender differences seem to have little relationship to

satisfaction (Betz, et aI., 1969). Later studies revealed that private school students were

more satisfied on Quality of Education, Recognition, and Compensation scales, while

public university students were more satisfied with Social Life and Working Conditions.

(Starr, et aI., 1971).

Recognizing that little research had been done on the satisfaction of nontraditional

college students, Carden (1978) developed a student satisfaction questionnaire for adults
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enrolled in a 2-year technical school in North Carolina. His questionnaire was designed to

measure how satisfied adult students were with institutional policies and procedures, the

quality of their education, physical conditions, and social activities.

In a similar but more substantial effort, Mangano and Corrado (1979) initiated the

Re-Entry Adult Student Project under a grant from the New York State Education

Department in 1977. The core of the project revolved around data collected from three

survey instruments developed for the project and administered to samples of staff and

students at 6 two-year colleges. The first 75-item questionnaire surveyed student needs

relative to their college experience and reasons for participation. Another instrument, the

Survey of Resources for Adult Students, was designed to measure staff perceptions of

available services for adults. The third instrument, the Student Satisfaction Scale, was a

66-item questionnaire designed to measure the degree of student satisfaction with various

aspects of their college experience such as quality of program and instruction, student

support services, institutional policies and procedures, institutional climate, and social life.

Dimensions of Adult Student Satisfaction

Hendry (1983) utilized the CSSQ and instruments of the Re-Entry Adult Student Project

as models to develop the Dimensions of Adult Student Satisfaction (DASS). In his theoretical

construct, Hendry assumed that a number of core factors influence student satisfaction and that

such factors and their interaction could be measured. He further hypothesized that factors could

be placed on dimensions that would reflect the multifaceted experience of students in school

settings. Hendry defined four such dimensions of satisfaction:

1. Program Quality which focuses on instructional conditions such as the
instructor's teaching abilities, course content, and presentation;

2. Institutional Climate which focuses on the attitudes offaculty, staff and
students, and the character of their interactions;

3. Support Services which focuses on functions and services outside of the
classroom such as registration procedures; and
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4. Physical Facilities such as layout, space and convenience.

The DASS was administered in each of four post secondary Vocational Centers in

Alberta. Analysis of the data collected from 1,544 respondents revealed that students

appeared to be most satisfied with program quality and least satisfied with support services.

The least agreement among students across the four institutions occurred on the institutional

climate dimension.

Predictors of Satisfaction

The need to measure program effectiveness in higher education has resulted in the

development of a number of program performance measures and considerable interest in

student outcomes such as achievement and satisfaction. Of particular note is research on

the relationship between satisfaction and academic performance. In studying the responses

of 1518 undergraduate students at a major midwestern university, Bean and Bradley (1986)

found a positive relationship between levels of satisfaction and a number of student

variables including their sense of "belongingness" or institutional fit, their ability to

integrate academically, the perceived utility of their education, the degree of academic

difficulty they experienced, and their social life. Institutional fit was found to be the best

predictor of satisfaction for women while academic integration was the best predictor of

satisfaction for men. Interestingly, in examining the reciprocal relationship between the

two outcome variables of the study, grades and satisfaction, the findings indicated that

satisfaction had a greater influence on grades than grades had on satisfaction.

Pike (1991) investigated the relationship between grades and satisfaction utilizing

data gathered from student records and an opinion survey completed by approximately

2,000 graduating seniors at the University of Tennessee, Knoxville. His results also

suggested that satisfaction exerts a stronger influence on grades than grades exert on
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satisfaction. Results such as these strengthen the case for the importance of studying the

determinants of student satisfaction.

Much of the research on satisfaction in higher education has focused on congruency

between student and college. Using a semantic differential scale in surveying 365

Princeton undergraduates, Pervin (1967) found a significant relationship between student

satisfaction with college and perceived self-college similarity. In a similar study, Pervin

and Rubin (1967) found that discrepancies between perceptions of the self and college, self

and peers, and the college and ideal college were significantly related to dropout and

dissatisfaction.

Rand (1968) studied the relationship of measures of scholastic potential,

personality, interest, and subcultural orientations to satisfaction with college choice for over

7,000 freshman students. His basic assumption was that a student will be more satisfied

with a school that has a student population similar to him in personality, interest, aptitude,

etc. Satisfaction with college was measured by a three-point rating scale (very satisfied,

satisfied, and dissatisfied). Unlike previous studies, his results indicated that the

relationship between satisfaction and institutional fit was minimal and that the relationship

may be highly complex.

To some extent, Rand's results might be explained by a study done by Nafziger, et.

a!. (1975) with 1,878 college students. Utilizing person-environment congruency theory

developed by Holland (1973), the authors postulated that student satisfaction was the

outcome of the congruency between student and the college environment. Analysis

revealed that congruency with major field is a good predictor of satisfaction with that sub

environment, but it does not predict satisfaction with the total college environment.

In a study of 758 graduating seniors from two universities, Hearn (1985) found

that the processes of satisfaction formation were not uniform across groupings of students

by academic major (science, social science, business, arts and humanities), and gender.
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Students were asked to rate their level of satisfaction with instructor knowledge, instructor

teaching ability, the availability of instructors to students outside of class, the quality of

course offerings, instructors commitment to the field, opportunities for interacting with

other students, and overall satisfaction with their major program. Significant differences in

satisfaction levels were found between gender groups and among academic program

groups. Gender differences within academic programs were also found. For instance,

interaction and course stimulation were found to be more critical among women than men.

The availability of stimulating courses was found to be particularly significant for arts and

humanities students, while for science students, faculty knowledge was found to be more

important. Women in less traditional fields in the sciences tended to place greater emphasis

on social interaction, as compared to men in the same majors and women in other academic

majors,

In another study, Morstain (1977) examined the "fit" of student and faculty

educational orientations in relation to student satisfaction for approximately 1,000 college

seniors. Student and faculty educational preferences were measured relative to the

purpose, nature and process of a college education. Seven satisfaction items were summed

to obtain an academic satisfaction score for each student, and students were classified into

high/medium/low satisfaction groups. Analysis revealed that students who were

dissatisfied had an educational orientation profile that differed from their peers and

instructors, while highly satisfied students were least incongruent with instructor

orientations.

Endo and Harpel (1982) examined the effects of four types of student-faculty

interaction (frequency of formal interaction, frequency of informal interaction, quality of

advising, and faculty helpfulness) on four student outcomes: personal/social outcomes,

intellectual outcomes, academic achievement, and satisfaction with education. They also

investigated the possible effects of student characteristics and expectations (degree
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objective, expectationsfor makingfriends, expectationsfor friendly faculty, expectations

for exciting classes, expectationsfor participating in extracurricular activities, and openness

to change). In regards to the relationship of student-faculty interaction variables to

satisfaction, it was found that the frequencyof informal interaction and the helpfulness of

faculty had a significantpositive affect on student satisfaction with education. In terms of

background and expectationvariables, sex, academic ability, degree objective,

religiousness and expectationsfor makingfriends had an effect on satisfaction.

Socioeconomicstatus had no impact on any of the measured outcomes.

Several researchers in highereducation have hypothesized that the interactional

process experienced by students within the classroom itself, has a profound effect on

learning and achievement. DeYoung (1977) utilized Moo'sCES to study the classroom

environment of an undergraduate sociologyclass at a large southeastern university.

Information about the socialenvironmentof one class was utilized to structurea subsequent

class on the same topic. Modifications suggested by the first class improved the

environmentof the second class, facilitating bettercourse appreciation, involvementand

attendance.

In studyingstudent satisfaction in the college classroom, Menges and Kulieke

(19X4) utilized critical incidenttechnique in interviewing sixty-five college students.

Through discriminantanalysis and a step-wise procedure, three variables appeared to

differentiatesatisfactoryincidents from unsatisfactory ones: classroomclimate, instructor

role, and who decided how the material was to be learned. Their results suggested that

students have clear expectationsabout theirclasses, and experience in the classroom that is

incongruent with their expectations leads to dissatisfaction. Thus, they found that the

greater the congruencybetween expectations and experience, the greater the levelof

satisfaction.
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(Ennis, et al. 1989) studied the influence of social system variables on participants'

perceptions of the quality of their educational experience, in eight elective physical

education courses in a large midwestern university. Through interviews with teachers and

students, and written descriptions of each class from trained observers, shared decision

making and communication patterns were found to be most influential in affecting

participants' perceptions about their experience. As an example, peer communications

were limited by the way some teachers structured the activities of their class. A number of

students felt that having a chance to "make friends" was important, so they were less

satisfied with their experience in classrooms where opportunities to interact with others was

limited.

In one of the few studies conducted in an adult education setting, May (1985) tested

a predictive model for overall satisfaction on a sample of 105 adult continuing education

students in London. The hypothesis that overall satisfaction would influence attendance

behavior was also tested. Multiple regression analysis revealed that the students'

perception of their teacher's qualities (e.g., easy to understand, prepared and organized,

effective in communicating with students, warm and friendly), accounted for over 50% of

the variance in the satisfaction scores of all student groups. Attendees reported

significantly higher levels of satisfaction than dropouts.

Summary

The review of the relevant literature has shown that this study is based on the work

of researchers engaged in the following three endeavors:

First, it is based on the work of researchers like Boshier (1971, 1977, 1991) whose

main interest was the development of a way of describing adult students in terms of their

motivation to participate. The pioneer in this stream of research was Houle (1961) who

studied the motivational orientations of adult students as early as 1960.
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Secondly, it is based on the work of the more psychodynamically oriented field

theorists like Pace (1964) and Stern (1970) who were interested in the learning

environment, and in particular, theorists like Moos (1976, 1979) who studied the

classroom environment. Researchers like Darkenwald (19g7) furthered this line of inquiry

by extending the research effort into the realm of adult education.

Finally, this study is based on the work of educators and administrators like

Hendry (19g3) who sought to better understand student satisfaction in order to improve the

educational experience of the adult learner. His work was facilitated by the contributions of

earlier researchers in Iowa and New York.

This study sought to integrate constructs and scales developed in these three

streams of research in an effort to explain the complex phenomenon of satisfaction in a

noncredit continuing education program.
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CHAPTER 3

METHODOLOGY

Introduction

This chapter presents a detailed description of the research design. The population

used in the study, sample and sampling procedures, procedures utilized in gathering the

data, instrumentation, and the statistical procedures used in testing the hypotheses are

presented and described.

Overview of the Design

This study utilized an ex postfacto design (Elmes, Kantowitz & Roediger III,

1989; Isaac & Michael, 1981; Moore, 1983). Unlike experimental designs in which the

effects of independent variables are studied through manipulation, ex postfacto designs

study variables as they "naturally" occur in selected subjects.

A stratified factorial design was utilized because it makes it possible to analyze the

effects of certain factors (e.g., motivation and classroom environment) on the dependent

variable (satisfaction). Stratification by curricular group makes it possible to explicate this

source of variation, both main effects and interactional, so that the factors that determine

outcome can be more accurately specified.

The study also investigated the extent to which variation in student satisfaction can

be predicted on the basis of a selected set of independent variables including contextual

field variables, and measures of motivation and classroom climate. While this type of

analysis cannot reveal causal relationships, it can point to significant relationships between

the independent variables and the criterion, and provide a basis for understanding a

complex phenomenon like satisfaction.

Population

The population used in the study consisted of adult continuing education students

enrolled in noncredit courses offered by Professional and Special Programs (PSP) at the
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University of Hawaii's College of Continuing Education and Community Service. The

three major curricular offerings of PSP are as follows:

Arts and leisure programs (ARTS). Courses intended for personal enrichment and

recreation. These are the "hands-on" types of courses which typically include classes in the

studio and performing arts as well as various fitness and recreation classes.

Personal development programs (PERS). Courses intended for those seeking to

acquire new life skills, to improve or expand communication and language skills, or to

enhance interpersonal relations. Curriculum typically includes courses in communications,

history and culture, personal finance, language and subjects of general interest such as

familiarization with the personal computer.

Professional development programs (PROF). Courses which enable persons in the

various professions to maintain and enhance requisite skills and competencies, and to keep

abreast of developments in their respective fields. This component also includes career

development courses which enable persons to advance or change in career, or to otherwise

attain their particular career objectives. Curriculum typically includes courses in the

professions such as nursing and engineering, as well as courses in business and

management.

PSP also provides specialized programs designed for particular groups and not

open to the general public. These programs are generally offered at work sites in both the

public and private sectors. Students enrolled in these "in-house" programs were not

included in this study.

Sample and Sampling Procedures

Given the size of the population, financial limitations, and the statistical analyses to

be performed, a stratified random sample of the population was studied during the Summer

1993 term. The population was stratified by course Curricular Group, length, and size as

indicated in Table 3.
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TABLE 3
A Random Sample of Adult Noncredit Students Stratified by Curricular Group, Length and Size

CLASS: CURRICULAR GROUP CURRICULAR GROUP CURRICULAR GROUP
(Professional) (Personal Development) (Arts and Leisure)

SHORT «4 wks) N n Adjust n Class N n Adjust n Class N n Adjust n Class
(30%) Sample (30%) Sample (30%) Sample

SMALL ~15 233 125 163 70'11: 199 115 149 75% 239 127 165 69%

LARGE >15 191 112 146 76% 276 137 178 64% 308 144 187 61%

SUBTOTAL 424 237 308 73% 475 251 327 69% 547 271 352 64%

LONG (~4 wks) N n Adjust n Class N n Adjust n Class N n Adjust n Class
(30%) Sample (30%) Sample (30%) Sample

SMALL ~15 022 020 022 100'11: 199 115 149 75% 311 145 188 60%

LARGE >15 120 083 120 100'11: 253 131 170 67% 754 199 259 34%

SUBTOTAL 142 103 142 100% 452 245 319 71% 1065 344 447 42%

TOTAL 566 341 450 927 497 646 1612 615 799

n adjustment =30'11:
*If n < 120 and N ~ 120, adjusted n ~ 120; If n < 120 and N < 120, adjusted n = N



It should be noted that the noncredit program presented an unusual sampling

problem. Unlike most collegiate programs, it consists of courses of varying lengths and

dates. Although each noncredit term occurs during a fixed time period of fifteen weeks,

courses are scheduled throughout the term and do not begin and end uniformly.

Additionally, registration for classes begins approximately three weeks prior to the start of

the term and is continuous, with no specific enrollment period. So for example, a one

meeting course might begin in the last week of the term with students registering up until

the time class starts. As another example, a six week course might begin at the start of the

term while another six week course might begin eight or nine weeks in to the term. Thus,

because of the nature of the program and the fact that the instruments used in the study

were administered in the classroom, it was necessary to utilize a sampling frame which was

based upon estimated enrollment.

The sample was selected through a five-step computerized procedure. In the first

step, enrollment for each course of the term was estimated on the basis of past enrollment

patterns and administrative projections.

In step two, courses were ordered by curricular group, length of session, and class

size in order to determine the size of each strata.

In step three, sample size for each strata was determined by using the formula

below. The formula is expressed as follows:

n-l =N-I + E2 [Z2 p(l_p)]-l

Where:

n is the estimated number of individuals necessary in the
sample for the desired precision and confidence

p is the population proportion (assumed to be .50)

Z is the two-tailed value of the standardized normal deviate
associated with the desired level of confidence (90%)

E is the acceptable error

N is the number of individuals in the population
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The size of sample derived by the above formula (n) was then adjusted by an

addition equal to 30 percent (n x 1.30) to account for possible enrollment estimate errors,

student absenteeism, nonparticipation, course cancellations, and surveys that might be

incomplete.

In the fourth step, a sampling percentage was determined by using the formula

below and applied to each class within a cell to determine the number of subjects to be

selected. The formula is expressed as follows:

P =nadj/N

Where:

P is the sampling percentage

nadj is the adjusted number of subjects in the sample

N is the number of individuals in the subpopulation

In the final step, the requisite number of subjects was selected on a random basis

within each class. The total number of students to be selected was 1895 from an estimated

population of 3105.

Instrumentation

Instruments used in this study include the following:

1. Dimensions of Adult Student Satisfaction (DASS);

2. Education Participation Scale (EPS); and

3. Adult Classroom Environment Scale (ACES).

Dimensions of Adult Student Satisfaction

The Dimensions of Adult Student Satisfaction (DASS) was developed by Hendry

(1983) to measure student satisfaction in an adult education setting. It is a forty-four item

scale with four dimensions: satisfaction with program quality (PROG), satisfaction with the

institutional climate (CUM), satisfaction with support services (SERV) and satisfaction
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with the physical facilities (PHYS). The responses on the items are recorded on a five

point Likert type scale where a five indicates high satisfaction. The items are listed

randomly so that the scale designation is obscured for the respondents. The internal

consistency reliability of the scales ranges from.79 to .86 as shown in Table 4:

TABLE 4
Internal Consistency Reliability Coefficients of the DASS

Hendry (1983)

DASS Dimensions:

N :=1544

PROG

0.86

CUM

0.86

SERV

0.79

PHYS

0.80

In terms of the content validity and domains being measured, three pilot runs were

done by Hendry (1983) which utilized 80 items reviewed by qualified experts. To insure

between dimension uniqueness among the four dimensions, item correlations were

calculated on the pilot data and any item that intercorrelated beyond a .50 level with an item

on another subscale, was excluded. Additionally, internal consistency within the

dimension was protected by dropping items that intercorrelated with same dimension items

at less than .90. Through this process, the original pool of items was reduced from SO to

44 items.

The final version of the DASS was administered to 1,544 students in 4 Alberta

Vocational Centers. In analyzing dimension validity, Hendry found that the Institutional

Climate scale (CUM) was able to differentiate the four different institutions that were part

of his study. In addition, he found that female students tended to be more satisfied than the

males, and that younger students and students with lower educational levels at the time of

entry into the institutions, were more satisfied than their counter parts.
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To establish factor stability for the students in the present investigation, a pilot

study of the DASS was done on 120 PSP students enrolled in the Spring 1993 session at

the College of Continuing Education and Community Service (CCECS). Questions relative

to health care, day care, financial aid, counseling, and out-of-class social activities were

dropped because they were inappropriate, and support service items were adjusted to reflect

actual services provided by the PSP program. This editing reduced the number of items to

39.

Alpha coefficients of internal consistency were computed for the University of

Hawaii data and confirmatory results were obtained as reported in Table 5. A Factor

Analysis performed on the sample data confirmed the four subscales reported by Hendry.

TABLES
Internal Consistency Reliability Coefficients of the DASS

Fujita-Starck (Spring, 1993)

DASS Dimensions:

N= 120

PROG

0.93

CUM

0.93

SERV

0.89

PHYS

0.91

Education Participation Scale

Recognizing the diversity of motivational orientations among groups of

participants, Boshier (1971) developed a factor-analytic measure of motive for attendance

called the Education Participation Scale (EPS). The current form (Boshier, 1YYl) was

developed over several years and began by surveying adult students about reasons for their

participation in continuing education programs. Qualified experts pared down the 400

items that were obtained by discarding redundant items. Non redundant items from the

previous EPS form were then added resulting in 120 items on a 4-point scale, which was
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administered to 280 adult students enrolled in basic education and college preparatory

classes. Responses from 257 students were factor analyzed and subjected to a Yarimax

Rotation. Factor solutions for six to ten factors were examined; items loading on more than

one factor as well as those with loadings of less than 040 were dropped. According to

Boshier (1991), "A seven-factor, 42-item solution was adopted because there were no

passenger items, each item in each factor had a high loading, the factors were meaningful

and it produced factors with an equal number of items" (p.153).

Responses on EPS items are recorded on a four point Likert-type scale where

subjects are asked to rate the extent to which each reason listed influenced them to

participate (no influence, little influence, moderate influence, much influence).

The seven motivational orientations of adult students are conceptualized by Boshier

as follows:

1. Communication Improvement (COM), or the desire to improve writing and
speaking skills. As an example, a woman in her forties enrolls in a creative
writing course to improve writing skills;

2. Social Contact (SOC), or the desire to make friends and meet new people.
As an example, a man in his twenties enrolls in a wine tasting class to
socialize and meet new people;

3. Educational Preparation CEDUC), or the desire to remediate past educational
deficiencies, to supplement one's education, or to prepare for future
educational endeavors. As an example, a college student enrolls in an
algebra refresher course;

4. Professional Advancement (ADY), or the desire to update or obtain new job
skills. As an example, an engineer enrolls in a course which covers the
latest laws on electrical code;

5. Family Togetherness (FAM), or the desire to engage in processes that will
enhance family relationships and interactions. As an example, parents
enroll in a course designed to help them build positive relationships with
their teenage children;

6. Social Stimulation (STIM), or the desire to engage in interesting and
enjoyable activities. As an example, a secretary enrolls in a volleyball class;
and
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7. Cognitive Interest (COG), or the desire to gain knowledge for knowledge
sake. As an example, a senior citizen enrolls in a lecture series about Arab
culture.

The current version of the EPS has been administered to over 800 adult students

enrolled in adult basic education and college preparatory programs in North American and

Asia (Boshier, 1991). As shown in Table 6, internal consistency reliabilities reported by

Boshier (1991) ranged from .76 to .91, and test-retest reliability coefficients ranged from

.56 to .74.

TABLE 6
Internal Consistency Reliability Coefficients of the EPS

Boshier (1991)

EPS Reliability

Scale: (Alpha) (Test/Retest)

COM 0.89 0.56

SOC 0.91 0.75

EDUC 0.80 0.61

ADY 0.80 0.70

FAM 0.82 0.74

STIM 0.80 0.58

COG 0.76 0.60

N=845

The EPS has been demonstrated to show significant differences among groups on

the basis of such variables as age, previous participation, occupation, educational

attainment, subject enrolled, socio-economic group, and ethnicity (Boshier, 1977, 1991;
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Morstain & Smart, 1974). Thus there is evidence that the EPS can validly separate groups

which are psychologically meaningful.

Adult Classroom Environment Scale

Utilizing social environment theory which postulates a reciprocal relationship

between people and environments, Darkenwald (1987) and Valentine (as cited in

Langenbach & Aagaard, 1990), developed the Adult Classroom Environment Scale

(ACES), which is a 49-item instrument with the following seven dimensions:

1. Involvement (INVL);

2. Affiliation (AFFL);

3. Teacher Support (SUP);

4. Task Orientation (TASK);

5. Personal Goal Orientation (PGOAL);

6. Organization and Clarity (ORG); and

7. Student Influence (INFL).

Responses on the items are recorded on a four point Likert type scale where a four

indicates high agreement and a one indicates strong disagreement. The scale description and

sample items are presented in Table 7.

The ACES was developed with a panel of experts and was initially pilot tested with

220 adult students from a variety of settings. The resultant 49-items of the scale were

classified into the 7 dimensions above on the basis of the theoretical constructs developed

by Moos in his Classroom Environment Scale (Darkenwald, 1987; Moos, 1979). The final

version was tested by being administered to 355 adult students enrolled in three institutions

which included a community college, a large state university, and a community adult

education school.

49



TABLE 7
Descriptive Summary of ACES Dimensions

(Darkenwald, 1987)

ACES
Scale Name

Involvement
(INVL)

Affiliation
(AFFL)

TeacherSupport
(SUP)

Task Orientation
(TASK)

Personal Goal
Auainment
(PGOAL)

Organization and
Clarity
(ORG)

StudentInfluence
(!NFL)

Scale
Description

Extent students are satisfied with
class and participate actively in
activities

Extent students like and interact
positively with each other

Extent of encouragement,concern,
and friendship teacherdirectstowards
students

Extent to which studentsand teacher
maintain focus on task and value
achievement

Extent to which teacher is flexible,
so that students can pursue individual
interests

Extent to which class activities arc
clearand wellorganized

Extent to which teacherallows
students to shape course contentand
participate in learningactivities

Sample
Item

A few students dominate class
discussions(-)

Students seldom interact with
one anotherduring
class (-)

The teachercares about students'
feelings (+)

Getting work done is important
in class (+)

Students can learn at their own
pace (+)

The teachercomes to class
prepared (+)

The teacherdominatesclass
discussions(-)

(-) = Reverse-scored items

In analyzing the results from 355 subjects, Darkenwald (1987) reported a full scale

reliability of .94. Cronbach's alpha was computed for each subscale and reliabilities

ranged from .OX to .84 as shown in Table 8.
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TABLE 8
Internal Consistency Reliability Coefficients for ACES Subscales and Full Scale

Darkenwald (1987)

ACES Scale: INVL AFFL SUP TASK PGOAL ORG INFL FULL

N= 355 0.80 0.73 0.85 0.68 0.76 0.84 0.74 0.94

In order to approximate the validity of the subscales, Darkenwald (1987) included

two additional items that he called the satisfaction/success index. The two items were: item

50, "I enjoy this class," and item 51, "I am learning a lot from this class." The

subscale correlations with the satisfaction/success index (items 50 and 5 I combined),

yielded correlations significant at the s; .01 level as shown in Table 9.

TABLE 9
Correlations between ACES Dimensions and

Satisfaction/Success Index and Educational Attainment
Darkenwald (1987)

ACES Dimension: INVL AFFL SUP TASK PGOAL ORG INFL

SIS Index (r)

Educ Attainment (r)

0.71* 0.49* 0.70* 0.51* 0.60*

0.25* 0.21* 0.19* 0.07 0.27*

0.74*

0.30*

0.77*

ll.04

* Significant at or beyond the .01 level

Among the 355 adult subjects in Darkenwald's study (I (87), educational attainment

ranged from no credentials (3.8%), secondary school diploma (46.8%), associate's degree

(8.9%), bachelor's degree, (31.4%) and graduate degree (9. I%). Using levels of

educational attainment as a criterion, Darkenwald showed that the subscales were generally

significantly correlated to educational attainment, with correlation coefficients significant

beyond the .01 level. As shown in Table 9, only TASK and INFL were not significant.
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As further evidence of concurrent validity, Darkenwald (1987) studied the

intercorrelations among the subscales to see if each subscale was measuring something

different. As expected, he found the intercorrelations to be moderate, with the mode

between .45 and .55.

Data Gathering Procedures

Students were surveyed in their classrooms on the last day of their course. Two

survey forms were utilized in the study. Form A contained the study instruments and was

given to subjects selected within classes for inclusion in the sample. Subjects not selected

for the study received Form B, a survey that contained the Dimensions of Adult Student

Satisfaction (DASS) and a brief demographic questionnaire. The top page of both forms

consisted of a cover letter signed by the Director of Noncredit Programs which explained

the need for the study. Packets containing the forms were given to each course instructor

along with directions for administering the survey.

Statistical Procedures

This section outlines the statistical procedures that were utilized in the testing of the

hypotheses specified in Chapter 1.

Analysis of Factor Structures

Factorial validity evaluations were conducted on the Dimensions of Adult Student

Satisfaction (DASS), the Education Participation Scale (EPS), and the Adult Classroom

Environment Scale (ACES). Principal Components Factor Analysis was used to verify the

stability of the factor structure of each instrument, and Varimax orthogonal rotation was

used to produce the final structure.

According to Tuckman (1978), the basic theory of Factor Analysis is that

underlying dimensions can be used to explain complex phenomenon. "Variables that are

correlated with one another but largely independent of other subsets of variables are

combined into factors. Factors are thought to reflect underlying processes that have created
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the correlations among variables" (p. 597). To improve the interpretability of the factors,

solutions are rotated so that the resultant structure is both simple and meaningful (SPSS,

1988). Varimax Rotation maximizes the variance of factor loadings and thus makes

interpreting a factor easier because it is more obvious which variables correlate with it.

(Tuckman, 1978).

Principal Components Factor Analysis was performed on the seven subscales of the

EPS and compared with Boshier's (1991) results. Another factor analysis compared the

ACES factor structure of the subjects in this study to that proposed by Darkenwald (1987).

The final analysis compared the factor structure of the DASS for subjects in this study with

the derived factor structure reported by Hendry (1983). Although Principal Components

Factor Analysis of the DASS was done earlier in a pilot study, it was repeated because the

stratified sampling in this investigation was expected to provide a better representation of all

curricular groups. Each factor analysis was subjected to Varimax Rotation.

Hypotheses Testing

Hypothesis 1

The first hypothesis sought to determine if there was a set of discrete variables

(student characteristic, student motivation, and student classroom environment variables)

that would result in a non-chance classification of continuing education students into the

three different Curricular Groups. A Discriminant Function Analysis procedure was

utilized which took the seven EPS subscales, the seven ACES subscales, and the student

characteristic variables in combination to determine whether students could be classified

into the three groups.

Discriminant Function Analysis allows for the determination of the factor(s) along

which groups differ. It is used to determine if it is possible to define group means

(centroids) on the basis of several variables. Based on a set of cases for which group

membership is known, linear combinations of the characteristics are formed and serve as a
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basis for predicting group membership. The analysis also provides a means of testing

which predictor variable(s) are most important in distinguishing among groups in terms of

relative rankings established in a step-wise procedure. This step-wise procedure is similar

to the step-wise procedure used in evaluating the Beta weights in Multiple Regression

Analysis. The coefficients for the linear combinations are so chosen that they result in the

"best" separation among groups. "Best" is defined in terms of the commonly accepted

statistical criterion of least squares of the ratio in which the between groups variance is

maximized and the within group variance is minimized. (Klecka, 1980).

Wilks' Lamda (SPSS, 1988) was used to test the hypothesis of no significant

difference among the three Curricular Groups. After establishing the statistical definition of

the three Curricular Groups by testing the centroids with Wilks' Lambda, a step-wise

procedure was initiated to evaluate the relative contribution of each of the variables. This

analysis was utilized to determine which variables contributed significantly in the

separations of the group centroids. The step-wise procedure rank ordered the relevant

variables in terms of importance in separating the groups, and indicated what the key

factors are that characterized the difference between the groups.

Hypothesis 2

Hypothesis 2 was designed to test if there were significant differences among

scores on each of the five subscales of the Dimensions of Adult Student Satisfaction

(Program Quality, Staff Relations, Student Relations, Support Services, Physical

Facilities) when students were grouped by Curricular Group and each of the contextual

field and student characteristic variables. The hypothesis was tested using N-Way Analysis

of Variance (ANOVA). Sets of ANOVAS were done for each variable to evaluate the

subhypotheses under each of the dimensions of the DASS. The main effects and

interaction were tested at the .05 level of significance. The Scheffe test was used to

determine where significant differences lie.
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The basic theory of ANOV A is that differences on the dependent measure can be

accounted for by comparing two estimates of variability. The first is the variability between

groups. This estimate reflects differences due to chance or the effects of the treatment. The

second is the variability within each group due to differences among individual members;

this estimate is considered chance or error variance (Moore, 1983). If there is no

significant difference between these two estimates, the null hypothesis relative to the

equality of means is accepted. (Tuckman, 19n).

An F-ratio of the form:

F = MSb
MSw

Is calculated, where:

MSb is the mean square variability between groups; and

MSw is the mean square variability within groups.

If there is a significant difference between more than two groups, appropriate post

hoc multiple comparisons such as the Scheffe test are necessary to determine where

significant differences lie. (Moore, 1983).

One-Way ANOVA is used in cases involving two or more levels of a single

independent variable. In cases involving two or more independent variables, N-Way

ANOVA is utilized. In N-WAY ANOV A, an F-ratio is computed for each main effect, and

for each interaction. As an example, in analyzing the driving records of college students by

gender and age, we may find that on the average, men have a significantly higher number

of traffic tickets than women, and that younger students have a significantly higher number

of tickets than older students. In analyzing the number of traffic tickets by sex and by age,

younger males may have a significantly higher number of tickets than older females, while

older females may have a significantly higher number of tickets than older males. In this

particular case, the interaction tests whether the influence of age on driving affects men

differently than women.
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An important consideration that limits the number of independent variables than can

be included in ANOV A has to do with having sufficient numbers of observations in each

cell. The advantage of aN-WAY ANOVA is that complex and interactional hypotheses can

be tested. However, the estimating problem requires that there are sufficient degrees of

freedom to show significant differences when they do exist. Each factor grouping

diminishes the number of observations in the cells because the sample has a finite limit in

terms of availability of subjects.

Hypothesis 3

Hypothesis 3 was designed to test whether there were significant differences among

scores on each of the five subscales of the Dimensions of Adult Student Satisfaction

(DASS), when students were grouped by Curricular Group and by high/low scores on

each of the seven subscales of the Adult Classroom Environment Scale (ACES). Analysis

of Covariance (ANCOVA) was used to assess and control for the effects of selected student

characteristic variables and contextual field variables on the dependent criterion measure of

satisfaction. Covariates used in the analysis included: student gender, student age, student

education level, class size, class length, teacher experience and teacher gender. Sets of

ANCOVAS were done for each of the ACES subscales (INVL, AFFL, SUP, TASK,

PGOAL, ORG, and INFL) to evaluate the hypothesis under each of the dimensions of the

DASS. The main effects and interaction effects were tested at the .05 level of significance.

Analysis of Covariance (ANCOVA) is used to compare group means on a

dependent variable, after group means have been adjusted by relevant covariate(s).

Covariates are variables that are correlated with, that "covary with" the dependent variable.

In this study, potential covariates included student characteristic variables and contextual

field variables. The dependent variable was the various dimensions of satisfaction as

measured by the DASS.
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ANCOVA may be thought of as a combined application of linear regression and

ANOVA. Linear regression is used to adjust the dependent variable on the basis of the

covariate(s). ANOV A is then used to compare groups in terms of their adjusted mean

scores. Since ANCOV A can be thought of as an extension of its ANOVA counterpart, the

assumptions which hold for ANOV A must also be met in ANCOVA. In addition, the

mathematical model also makes the following assumptions relative to linearity and slope:

1. The relationship between the dependent variable and the covariate is linear;

2. The slope of the regression line is significantly different from zero; there is a
significant relationship (correlation) between the dependent variable and the
covariate; and

3. The slope of the regression line (the relationship between the dependent
variable and the covariate) is the same for all groups (Pedhazur, 1982).

Hypothesis 4

To investigate the predictive validity of a selected set of variables (student

motivation, student classroom environment, class size and length, and teacher experience),

Multiple Regression analysis was utilized. For each of the three Curricular Groups, five

step-wise Multiple Regression procedures were conducted utilizing the subscales of the

Dimensions of Adult Student Satisfaction (DASS).

Each regression equation was evaluated for significance in predicting the criterion

variable by computing the summary statistic multiple R. If the R was significant, each of

the predictor variables was evaluated in a step-wise procedure.

Multiple Linear Regression Analysis is used to develop an equation that

summarizes, in terms of a multiple correlation coefficient (R), the relationship between a
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dependent variable and a set of independent variables. A linear model of the form:

~est =~O+ ~IXI + ~2X2 + ~3X3 + ... ~7X7

is formulated where:

~est is the estimate of the observed dependent variable

XI to X7 are the independent variables

~l to ~7 are the regression weights. (SPSS, 1988)

The coefficients for the independent variables are chosen so that the sum of squared

differences between the observed and estimated values of the dependent variable is as small

as possible. This is the same least square principle that was used in the discriminant

analysis. In addition, a step-wise procedure is available which identifies the subset of

independent variables that are most useful for predicting the criterion. This procedure

selects the most relevant variable and continues to add and/or delete variables, testing each

addition for significance against the specification that it is accounting for significant

variance in the criterion measure.

Summary

Chapter 3 has presented the methodology for this investigation. It has defined the

population used in the study, and the methods used in obtaining the sample. Procedures

used in obtaining the data were outlined, and a description of the instruments utilized in the

investigation was provided. Finally, the principal statistical procedures employed in the

study were described and included Principal Components Factor Analysis, Discriminant

Function Analysis, Analysis of Variance, Analysis of Covariance, and Multiple

Regression.
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CHAPTER 4

FINDINGS

Introduction

This chapter contains the results of testing the major hypotheses of the study. To

place the findings in perspective, it also includes descriptive statistics pertaining to the

student characteristic and contextual field variables, the data from the scores on the

Educational Participation Scale (EPS) and Adult Classroom Environment Scale (ACES),

and student satisfaction scores on the Dimensions of Adult Student Satisfaction (DASS).

Descriptive Statistics for Contextual Field and Student Characteristic Variables

Contextual Field Variables

The sample consisted of responses from 1180 students enrolled in noncredit

courses at the College of Continuing Education and Community Service. Frequencies were

examined for the total sample and for each of the three Curricular Groups: Arts and Leisure

(ARTS), Personal Development (PERS), and Professional Development (PROF). As

shown in Figure 2, the largest Curricular Group was ARTS (42%), while the second

largest was PERS (36%), and the smallest was PROF (22%).

Professional
Development

(22%)

Personal
Development

(36%)

Arts &

Leisure

(42%)

N =1180

FIGURE 2. Curricular Group Size and Percentage of Total Sample
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Table 10 contains descriptive statistics for class length and size for the total sample

and each Curricular Group.

TABLE 10
Descriptive Statistics for Class Size and Length by Curricular Group and Total Sample

VARIABLE MEAN S.D. MEDIAN MIN MAX

Class Length in Weeks
ARTS 4.9 3.20 5.0 12
PERS 4.4 3.50 3.0 12
PROF 3.1 3.19 1.0 10
TOTAL 4.3 3.37 3.0 12

Class Size
ARTS 21.7 10.35 19.0 4 64
PERS 21.4 9.19 20.0 6 51
PROF 25.6 16.80 19.0 5 62
TOTAL 22.4 11.83 20.0 4 64

For the sample, the mean class length was 4.3 weeks, the median 3, and the range

was from 1 to 12 weeks. The mean class length for the PROF Curricular Group was lowest

(3.1 weeks), while the mean class length for the other two groups was 4.9 weeks (ARTS)

and 4.4 weeks (PERS). These statistics reflect the basic nature of the noncredit curriculum

offered by the College. Professional development classes are generally shorter in length

when compared to the other Curricular Group offerings, and art and leisure classes are

generally longer in length.

In terms of class size for the sample, the mean was 22.4, the median 20, and the

range was from 4 to 64. The mean class size for the PROF Curricular Group was highest

(25.6), as compared to a mean class size of 21.7 for the ARTS group, and 21.4 for the

PERS group. However, as illustrated in Figure 3, which shows frequency distributions

for the 3 Curricular Groups, there was a smaller number of cases with a class size over 35,
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and especially for the PROF group, there was a scattering of a few classes with sizes far

above the mean.

o
\0

----ARTS

----PROF

----PERS

SampleMedian
I SampleMean
I
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I

o

50
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5
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FIGURE 3. Frequency Distribution of Class Size by Curricular Group

Table II contains the frequency counts and percentage distribution for class length

and size for the total sample and each Curricular Group.

TABLE II
Frequency Counts and Percentages for Class Size and Length by

Curricular Group and Total Sample

VARIABLE ARTS PERS PROF TOTAL
Count Percent Count Percent Count Percent Count Percent

Length
Short < 4 wks 185 37.6% 226 52.7% 187 72.2% 598 50.7%
Long ~ 4 wks 307 62.4% 203 47.3% 72 27.8% 582 49.3%
Subtotal 492 lOO.O% 429 100l.O% 259 100.0% 1180 100.0%

Size
Small s 15 144 29.3% 102 23.8% 69 26.6% 315 26.7%
Large> 15 348 70.7% 327 76.2% 190 73.4% 865 73.3%
Subtotal 492 100.0% 429 lO(l.O% 259 100.0% 1180 100.0%
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In reference to class length, the percentage of short and long classes was

approximately equal for the total sample. However, as illustrated in Figure 4, the largest

percentage (62%) of the ARTS Curricular Group were enrolled in classes 4 weeks or

longer, while the largest percentage (73%) of the PROF Curricular Group were enrolled in

short classes under 4 weeks in length. For the PERS group, 53% were enrolled in short

classes while 47% were enrolled in long classes.
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FIGURE 4. Class Length by Curricular Group and Total Sample
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The number of large classes exceeded the number of small classes for all Curricular

Groups and as illustrated in Figure 5, the percentage of large classes was 70% or higher,

with small classes accounting for less than 30% for all groups.
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FIGURE 5. Class Size by Curricular Group and Total Sample

Table 12contains the frequency counts and percentage distribution for teacher

gender. For the total sample, 5X% of instructors were male while 42% were female.

TABLE 12
Frequency Counts and Percentages for Teacher Gender by

Curricular Group and Total Sample

TEACHERGENDER

Male
Female
Total

ARTS PERS PROF TOTAL
Count Percent Count Percent Count Percent Count Percent

332 67.5% 230 53.6% 122 47.1% 684 58.0%
160 32.5% 199 46.4% 137 52.9% 496 42.0%
492 100.0% 429 100.0% 259 100.0% 1180 100.0%
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However, as illustrated in Figure 6, the majority of instructors for the PROF group were

female while for the ARTS and PERS groups, the majority of instructors were male.
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FIGURE 6. Teacher Gender by Curricular Group and Total Sample

Table 13 contains descriptive statistics for teacher experience for the total sample

and each Curricular Group.

TABLE 13
Descriptive Statistics for Teacher Experience by Curricular Group and Total Sample

VARIABLE MEAN S.D. MEDIAN MIN MAX

TeacherExperience in Years

ARTS 9.3 7.67 7.3 0 32
PERS 9.3 6.63 8.0 0 24
PROF 12.5 6.58 15.0 3 25
TOTAL 10.0 7.19 10.0 0 32
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For the sample, the mean teacher experience was 10 years, the median 15 years,

and the range was from 0 (less than 1 year of experience) to 32 years. Teacher experience

was the highest for the PROF group, with a mean of 12.5 years and median of 15 years.

Teachers for the PROF group also had a minimum of at least three years of experience,

while both the PERS and ARTS groups had new teachers with less than one year of

experience. The mean teacher experience for the ARTS and PERS groups was the same,

9.3 years, although teachers for the ARTS group had the greatest number of years of

teaching experience of all Curricular Groups (32 years).

Table 14 contains the frequency counts and percentage distribution for teacher

experience grouped into low (less than 2 years), medium (at least 2 years but less than 7

years), high (at least 7 years but less than 15 years), and very high (15 years or greater),

ranges for the total sample and each Curricular Group.

TABLE 14
Frequency Counts and Percentages for Teacher Experience by

Curricular Group and Total Sample

VARIABLE ARTS PERS PROF TOTAL
Count Percent Count Percent Count Percent Count Percent

Teacher Experience in Years
Low < 2 yrs 50 10.2% 80 18.6% 0 0.0% 130 IIJI%
Medium ~ 2 to < 7 yrs 176 35.8% 74 17.2% 61 23.6% 311 26.4%
High ~ 7 to < 15 yrs 89 18.0% 129 30.1% 61 23.6% 279 23.6%
Very High ~ 15 yrs 177 36.0% 146 34.0% 137 52.9% 460 39.0%
Subtotal 492 100.0% 429 100.0% 259 100JI% 739 100.0%

65



As illustrated by Figure 7, over 50% of PROF group teachers were in the very high

range of teacher experience as compared to 36% for ARTS and 34% for the PERS group

teachers. The PERS group had the largest proportion of teachers with less than 2 years of

experience (19%), but the highest proportion of teachers with 7 to 15 years of experience.
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FIGURE 7. Teacher Experience by Curricular Group and Total Sample

Student Characteristic Variables

Table 15 contains the frequency counts and percentage distribution for student

gender.
TABLE 15

Student Gender by Curricular Group and Total Sample

STUDENT ARTS PERS PROF TOTAL
GENDER Count Percent Count Percent Count Percent Count Percent

Male 189 38.4% 180 42.3% 132 51.2% SOl 42.6%
Female 303 61.6% 246 57.7% 126 48.8% 675 57.4'1c,
No Response 0 0.0% 3 Missing I Missing 4 Missing
Total 492 IOO,{)% 429 WO.O% 259 100.0% 1180 I0l1.0%
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For the total sample, 43% of students were male while 57% were female.

Interestingly, this is nearly the exact opposite of the male (58%) to female (42%) ratio

reported for teachers. This inversion of gender also occurred in the Curricular Groups.

Figure 8 shows the percentage of student gender for all groups. 62% of students in

the ARTS group were females (whose teachers were males in 68% of the cases). For the

PERS group, 58% of the students were females (whose teachers were males in 54% of the

cases). The PROF group was nearly equally divided between males and females (whose

teachers were females in 53% of the cases).

CURRICULAR GROUP
Student Gender by Curricular Group and Total Sample
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Table 16 presents descriptive statistics for student age for the total sample and each

Curricular Group. For the sample, the mean age was 42 years, and the median age was 40.

TABLE 16
Descriptive Statistics for Student Age by Curricular Group and Total Sample

STUDENTAGE MEAN S.D. MEDIAN

ARTS 45.0 15.27 43.0
PERS 43.2 15.19 41.0
PROF 36.2 10.66 35.0
TOTAL 42.4 14.73 40.0

The PROF group had the lowest mean age (36 years), as compared to the PERS

group (43 years), and ARTS group (45 years). Figure 9 shows frequency distributions for

student age by Curricular Group.
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FIGURE 9. Frequency Distribution of Student Age by Curricular Group
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Table 17 contains the frequency counts and percentage distribution for student age

when grouped into 4 categories: 14-30 years, 31-39 years, 40-59 years, and 60-82 years.

TABLE 17
Student Age by Curricular Group and Total Sample

STUDENT ARTS PERS PROF TOTAL
AGE Count Percent Count Percent Count Percent Count Percent

14 - 30 82 18.1% 100 25.0% 78 32.8% 260 23.8%
31 - 39 115 25.3% 78 19.5% 87 36.6% 280 25.6%
40 - 59 157 34.6% 140 35.0% 66 27.7% 363 33.2%
60 - 82 100 22.0% 82 20.5% 7 2.9% 189 17.3%
No Response 38 Missing 29 Missing 21 Missing 88 Missing
Total 492 100.0% 429 100.0% 259 100.0% 1180 100.0%

Approximately 50% of students in the total sample were less than 40 years, and the

other 50% were 40 years or older. The highest percentage of students in the sample were

in the 40 to 59 year age bracket (33%), while the lowest percentage were in the older than

59 year bracket (17%). See Figure 10.
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FIGURE 10. Frequency Distribution of Student Age for the Total Sample
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Figure 11 presents the percentage distribution for student age categories by

Curricular Group and total sample.
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FIGURE 11. Student Age by Curricular Group and Total Sample

Less than 3% of the PROF group were over 59 years of age, while 22% of the

ARTS group were in this same age bracket. The largest proportion of students in both the

ARTS and PERS groups (35%) were in the 40 to 59 year age range, and the largest

proportion of students in the PROF group (37%) were in the 31 to 39 year age range.

Table 18 contains the frequency counts and percentage distribution for student

ethnicity.
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TABLE 18
Student Ethnicity by Curricular Group and Total Sample

STUDENT ARTS PERS PROF TOTAL
ETHNICITY Count Percent Count Percent Count Percent Count Percent

Asian 293 59.8% 237 55.8% 151 585% 681 58.1%
White 145 29.6% 144 33.9% 63 24.4% 352 30.0%
Hawaiian 29 5.9% 17 4.0% 25 9.7% 71 6.1%
Pacific Isle 2 0.4% 0 0.0% 2 0.8% 4 0.3%
Hispanic 3 0.6% 3 0.7% 0 0.0% 6 0.5%
Black 2 0.4% 3 0.7% 1 0.4% 6 0.5%
Other 16 3.3% 21 4.9% 16 6.2% 53 4.5%
No Response 2 Missing 4 Missing 1 Missing 7 Missing
Subtotal 492 100.0% 429 100.0% 259 100.0% 1180 100.0%

For the total sample, 58% of students were Asian, 30% were White, and 6% were

Hawaiian. The remaining 6% were Black, Hispanic, Pacific Islanders, or classified

themselves as not belonging to any of the other groups. See Figure 12.
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FIGURE 12. Student Ethnicity for the Total Sample
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In terms of the Curricular Groups, the largest proportion of students were Asian

(56-60%), and the second largest were White. The highest percentage of Hawaiian

students were in the PROF group (l0%). Students classifying themselves into other ethnic

categories accounted for less than 7% of each of the Curricular Groups. See Figure 13.
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FIGURE 13. Student Ethnicity by Curricular Group and Total Sample

As presented in Table 19 , the education mean (3.3) was approximately the same for

all Curricular Groups and the total sample.

TABLE 19
Descriptive Statistics for Student Education by Curricular Group and Total Sample

EDUCATION MEAN S.D. MEDIAN

ARTS 3.3 1.35 3.0
PERS 3.3 lAO 3.0
PROF 3.3 1.31 3.0
TOTAL 3.3 1.36 3.0

Education Scale:
High School/GED 1.00
Some College 2.00
Bachelors 3.00
Some Grad Sch 4.00
Masters 5.00
Doctorate 6.00
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Table 20 contains the frequency counts and percentage distribution for student

education. Fewer than 8% of students were without some college work, and at least 67%

had an undergraduate degree.

TABLE 20
Student Education by Curricular Group and Total Sample

STUDENT ARTS PERS PROF TOTAL
EDUCATION Count Percent Count Percent Count Percent Count Percent

High Sch/GED 34 6.9% 30 7.0% I I 4.3% 75 6.4%
Some College 117 23.8% III 26.1% 70 27.2% 298 25.4%
Bachelors 160 32.6% 132 31.0% 81 31.5% 373 31.8%
Some Grad Sch 62 12.6% 42 9.9% 29 11.3% 133 11.3%
Masters 89 18.1% 80 18.8% 54 21.0% 223 19.0%
Doctorate 29 5.9% 31 7.3% 12 4.7% 72 6.1%
No Response I Missing 3 Missing 2 Missing 6 Missing
Subtotal 492 100.0% 429 100.0% 259 100.0% 1180 lOl!.O%

The percentages of educational level were fairly consistent among the Curricular

Groups and the relatively high level of education for the sample is illustrated in Figure 14.
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FIGURE 14. Student Education Levels for the Total Sample
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Factor Analysis and Reliability Results

Factorial validity evaluations were conducted on the Dimensions of Adult Student

Satisfaction (DASS), the Education Participation Scale (EPS), and the Adult Classroom

Environment Scale (ACES). Principal Components Factor Analysis was used to verify the

stability of the factor structure of each instrument, and Varimax orthogonal rotation was

used to produce the final structure. In most cases, impure items loading on more than one

factor were dropped as were most items with loadings less than .39.

DASS Principal Components Analysis

Factor loadings for 38 items on the DASS were subjected to Varimax rotation and

examined for four and five factor solutions. Item 6, "number of forms to fill out", was not

included in the analysis because it appeared to be measuring student feelings about the

length of the questionnaire rather than their satisfaction with support services as intended.

After a four factor rotation, examination revealed that there were six items which

loaded on two or more factors. A five factor solution was examined and selected because it

provided better-defined factors with a reasonable number of items, and a meaningful

interpretation of the data. As presented in Table 21 , the five factors were defined as

Program Quality (PROG), Staff Relations (STAFF), Student Relations (STUDT), Support

Services (SERV), and Physical Facilities (pHYS). Factor loadings accounted for 62% of

the total variance with an overall mean loading of .65; a loading which is considered a

"very good" measure of the factors. (Tabachnick & Fidell, 1989, p. 640).

For comparative purposes, the College of Continuing Education and Community

Service (CCECS) factor structure as compared to the dimensions reported by Hendry

(1983), is presented in Table 22.
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TABLE 21
Principal Components Factor Analysis of the DASS

ITEM ITEM FACTOR 1 FACTOR 2 FACTOR 3 FACTOR 4 FACTOR 5
NO ABBREVIATION PROG STAFF STUDT SERV PHYS

12 instructor teach abilities .8409
4 level of instruction .7945
15 instructor abilities in field .7938
9 quality of course content .7664
29 way you are taught .7495
14 instructor concern w/studtgoals .7175
27 instr ability to recognize needs .5868
35 friendliness of instructors .5756
13 opporty to discuss progress .5347
7 fairness of instructor eval .5131
17 relevance instr eval/critq .4380
34 concern of staff for students .7887
36 availability of staff to help .7633
32 staff aware of studt concerns .7179
21 staff wiIling to help w/studt probl .7040
5 staff willingness to listen .5933
2 friendliness office/staff .5587

33 way class helps in career .5326
28 assistance in selectg courses .5292
25 staff attitude to student needs .5028
37 opporty to achieve goals .4790
26 opporty to make friends .7759
20 friendliness of students .7704
3 oppty to interact w/others .6857
II types of classes offered .7032
18 provision of courses of interest .6533
10 info provided about classes .5754
22 times courses scheduled .5481

31 days courses meet .4728

38 registration process .4500
I appearance of room .8339
8 comfort of classroom fum .7903
16 physical layout of facility .7772
23 cleanliness of your classroom .7617
24 convenience of your classroom .6173
30 space provided for instruct .6114
39 availability of place to relax .4322
19 food/vending services .4090
6 number of forms to fill out dropped

Mean Factor Loading .6646 .6296 .7440 .5671 .6541
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TABLE 22
DASS Factor Structure: CCECS Loadings and Hendry Factors

ITEM FACTOR I FACTOR 2 FACTOR 3 FACTOR 4 FACTOR 5 HENDRY
NO PROG STAFF STUDT SERV PHYS FACTORS

12 .8409 PROG
4 .7945 PROG
15 .7938 PROG
9 .7664 PROG

29 .7495 PROG
14 .7175 PROG
27 .5868 PROG
35 .5756 CUM
13 .5347 PROG
7 .513 I PROG
17 .4380 PROG
34 .7887 CUM
36 .7633 SERV
32 .7179 CUM
21 .7040 CUM
5 .5933 CUM
2 .5587 CUM

33 .5326 PROG
28 .5292 SERV
25 .5028 SERV
37 .4790 CUM
26 .7759 CUM
20 .7704 CUM
3 .6857 CUM
II .7032 SERV
18 .6533 SERV
10 .5754 SERV
22 .5481 SERV
31 .4728 SERV
38 .4500 SERV
I .8339 PHYS
8 .7903 PHYS
16 .7772 PHYS
23 .7617 PHYS
24 .6173 PHYS
30 .6114 PHYS
39 .4322 PHYS
19 .4090 SERV
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As Table 22 indicates, CCECS factor loadings confirmed three of the four

dimensions reported by Hendry: Program Quality (PROG), Support Services (SERV),

and Physical Facilities (PHYS). In terms of Hendry's Institutional Climate factor (CUM),

the factor loadings revealed a differentiation between items relative to interactions with

staff, and items relative to interactions among students. Additionally, support service items

which involved student/staff interaction clearly loaded with other staff relationship items,

rather than on the SERV dimension as reported by Hendry. Given the strength of the

factor loadings and the nature of the contact students have with support staff in the

noncredit program of this study, the climate factor conceived by Hendry was split into two

factors: Staff Relations (STAFF) and Student Relations (STUDT). The STAFF factor

included items relative to the attitudes of staff towards students, the quality of support they

provide in meeting student goals and aspirations, and the character of their interactions with

students. The STUDT factor included items relative to the friendliness students

experienced among themselves and the character of their interactions with each other. Item

35, "friendliness of instructors" clearly loaded on Factor 1. It was assumed that students in

the present investigation associated the character of such interactions with other measures

of program quality. Although item 25, "staff attitude to student individual needs" loaded

above the .39 level on both Factors 1 and 2, the solution followed Hendry's theory that the

item measured the quality of staff relationships with students. Finally, item 19, "food

services" was associated with other items measuring satisfaction with program facilities.

Factor scores for the DASS were computed by summing the scores for each factor

item included i~ the adopted solution. Factor scores were subsequently used in the testing

of study hypotheses.

EPS Principal Components Analysis

Factor loadings for the 42 items on the EPS were subjected to Varimax rotation and

examined for six, seven, and nine factor solutions. A seven factor solution presented in
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Table 23 was selected because it maximized factor reliability, produced well-defined factors

with a reasonable number of items, and provided a meaningful interpretation of the data

which was consistent with established theoretical constructs. Factor loadings accounted for

64% of the total variance with an overall mean loading of .68; a loading which is also

considered a "very good" measure of the factors. (Tabachnick & Fidell, 1989).

The CCECS factor structure as compared to the factors reported by Boshier (1991),

is presented in Table 24. CCECS factor loadings confirmed the seven factor structure of

participation reported by Boshier: Communication Improvement (COM), Social Contact

(SOC), Educational Preparation (EDUC), Professional Advancement (ADY), Family

Togetherness (FAM), Social Stimulation (STIM), and Cognitive Interest (COG). Items

loading on each factor were identical to those reported by Boshier with the exception of

items 31 and 38. These items clearly loaded on the professional advancement factor;

loadings on the educational participation factor were .0475 and -.0613 respectively. As

theorized by Boshier, the loadings on the educational participation factor suggest that

students enroll in courses to supplement their previous education or to prepare for other

courses in the curriculum. For example, a person with little computer training might enroll

in computer courses, and begin with an introductory level course to prepare for other classes

which cover more advanced applications. However, the loadings of items 31 and 38

suggest that the students in this investigation associated gaining entrance to another school

more strongly with advancing in their career, than with preparing for future education.

Factor scores for the EPS were computed by summing the scores for each factor

item included in the adopted solution. Factor scores were subsequently used in the testing

of study hypotheses.
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TABLE 23
Principal Components Factor Analysis of the EPS

ITEM ITEM FAC 1 FAC 2 FAC 3 FAC 4 FAC 5 FAC 6 FAC 7
NO ABBREVIATION COM SOC EDUC ADV FAM STIM COG

1 Improve languageskills .8645
15 Learnanotherlanguage .8231
8 Speakbetter .7717
29 Understand whatotherssay/write .6792
22 Writebetter .6260
36 Learn localcustoms .5111
37 Meet new people .8732
23 Make friends .8726
30 Makenewfriends .8720
16 Meetdifferent people .8646
2 Meetfriendly people .8169
9 Havefun withfriends .6994
3 Makeup for OlUTOW education .~Q20

10 To get missed education .7823
24 Preparefor further education .2200
17 To get knowledge f/othercourses .2121
32 Get a better job .8503
II Achievean occupational goal .8482
25 Get higher job status .8235
18 Prepare for job .8045
4 Secure advancement .8043
39 Increase competence .7901
31 Do coursesneeded for otherschool .6279
38 Get entrance to other school .5862
40 Help me talk to my children .8591
26 Keep up with my children .8399
33 Answermy children's questions .8212
19 Keep up w/otherfamily members .6ll97
12 Share common interest w/spouse .4103
5 Preparefor family changes .3891
20 Get relief from boredom .7445
27 Take a break from routines .6523
6 Overcomefrustration .6240
13 Get away from lonliness .6149
34 Do something vs. nothing .6003
41 Escapean unhappy relationship .4995
28 Satisfyenquiring mind .8067
42 Expandmy mind .7979
35 Seekknowledge .7945
21 Learn for thejoy of learning .6877
14 Acquire general knowledge .5977
7 Get somethingmeaningful .4768

Mean FactorLoading .7126 .8331 .5091 .7669 .6549 .6226 .6935
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TABLE 24
EPS Factor Structure: CCECS Loadings and Boshier Factors

ITEM FAC 1 FAC 2 FAC 3 FAC4 FAC 5 FAC 6 FAC 7 BOSHIER
NO COM SOC EDUC ADY FAM STIM COG FACTORS

I .8645 COM
15 .8231 COM
8 .7717 COM
29 .6792 COM
22 .6260 COM
36 .5111 COM
37 .8732 SOC
23 .8726 SOC
30 .8720 SOC
16 .8646 SOC
2 .8169 SOC
9 .6994 SOC
3 .8220 EDUC
10 .7823 EDUC
24 .2200 EDUC
17 .2121 EDUC
32 .8503 ADY
II .8482 ADY
25 .8235 ADY
18 .8045 ADY
4 .8043 ADY
39 .7901 ADY

[[] .0475 .6279 EDUC
38 -.0613 .5862 EDUC
40 .8591 FAM
26 .8399 FAM
33 .8212 FAM
19 .6097 FAM
12 .4103 FAM
5 .3891 FAM
20 .7445 STIM
27 .6523 STIM
6 .6240 STIM
13 .6149 STIM
34 .6003 STIM
41 .4995 STIM
28 .8067 COG
42 .7979 COG
35 .7945 COG
21 .6877 COG
14 .5977 COG
7 .4768 COG

xo



ACES Principal Components Analysis

Factor loadings for the 45 items on the ACES were subjected to Varimax rotation

and examined for five, six, seven, and nine factor solutions. The most meaningful and

interpretable solution consisted of seven factors and is presented in Table 25. The seven

factors were defined as: Involvement (INVL), Affiliation (AFFL), Teacher Support

(SUP), Task Orientation (TASK), Personal Goal Attainment (PGOAL), Organization and

Clarity (ORG), and Student Influence (INFL). Items 16 and 27 did not load clearly on any

factor, and were dropped from the adopted solution. Factor loadings accounted for 64% of

the total variance with an overall mean loading of .54; a loading which is considered a

"good" measure of the factors. (Tabachnick & Fidell, 1989).

The CCECS factor structure as compared to the dimensions reported by Darkenwald

(1987) is reported in Table 26. The first factor (INVL) contained six items and included two

items from Darkenwald's Involvement dimension concerning the level of student

participation in class activities. Items from Task Orientation concerning the relevancy of

class discussions to course content, and one item from Personal Goal Attainment on the

relevancy of the class to the lives of the students were also included. The label

"Involvement" was retained because the items dealt with student perceptions of the relevancy

of the class and their response in terms of their degree of participation and involvement.

The second factor (AFFL) contained seven items which closely resembled

Darkenwald's (Affiliation dimension, with the exception of items 7 and 26 which measured

the extent to which students asked questions and discussed class topics. These items were

retained in the Affiliation domain because of their clear loading on the factor as well as their

relevancy to student interactions. Although items 8 and 42 loaded above the .39 level on

both Factors 3 and 5, the solution followed Darkenwald's theory that the item measured

students' perception of the amount of affiliation they experienced in the classroom

environment rather than the extent to which they were able to accomplish personal goals.
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TABLE25
Principal Components Factor Analysisof the ACES

ITEM ITEM FAC 1 FAC 2 FAC 3 FAC4 FAC 5 FAC 6 FAC 7
NO ABBREVIATION INVL AFFL SUP TASK PGOAL ORO INFL

15 studentsshare unrelated info* .5947
22 a few students dominate discussions * .5542
5 teachertalks about unrelatedtopics* .5355
6 students think course not relevant* .4877
4 studentsare often bored* .4433
34 class is a social hour * .2996
28 students learn from one another .6741
38 studentsseldom interact* .6185
14 studentsshare personalexperiences .6120
26 most students participate in discussions .5709
7 studentsoften ask questions .5060
8 students work wel1 together .4375
42 many friendshipsdevelop in class .4225
44 teachercares whetherstudentslearn .6077
40 teacher likes the students .5692
36 teacherrespectsstudents .5671
30 teachercares about student feelings .5644
20 teacherencourages students .3877
12 teacherhelpsstudentssucceed .3554
21 studentsdo alot of work in class .6478
32 getting work done is important in class .6056
16 nonrelativeactivities minimized dropped
39 studentscan learn at own pace .5992
41 students feel free to disagree .5588
43 studentsfeel free to questionobjective .5462
31 teacher tries to find out interests .4128
29 studentsachieve personal learning goals .3532
I studentshelp decide topics .2510
19 class is wel1 organized .7212
9 learning objectivesare madeclear .6816
24 subject matteradequately covered .6805
23 classhas a clear direction .6739
3 teacher is prepared .6026
2 class is flexible .5341
37 learningactivities fol1ow logicalseque .5291
lO most students enjoy the class .5278
18 studentspay attention to teacher .4876
17 most look forward to class .4309
27 studentsdont know whatsexpected* dropped
II teacherexpects all to learn same thing* .6259
45 teacher insists on their own way * .6224
33 teacher makes al1 decisions in c1ass* .5883
25 teachersticks to lesson no matter what* .5634
35 teacherdominatesclass discussions * .5062
13 teacher talks down to students* .3996

Mean FactorLoading .4858 .5488 .5086 .6267 .4535 .5869 .5509

* Reverse-scored items wererecodedbeforeanalysis in order to clarify the interpretation of factor loadings.
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TABLE 26
ACES Factor Structure: CCECS Loadings and Darkenwald Factors

ITEM FAC 1 FAC 2 FAC 3 FAC4 FAC 5 FAC 6 FAC 7 DARKWLD
NO INVL AFFL SUP TASK PGOAL ORG !NFL FACTORS

15 .5947 TASK
22 .5542 INVL
5 .5355 TASK
6 .4877 GOAL
4 .4433 INVL

34 .2996 TASK
28 .6741 AFFL
38 .6185 AFFL
14 .6120 AFFL
26 .5709 INVL
7 .5060 INVL

5£] .4375 .4060 AFFL
.4225 .5479 AFFL

44 .6077 SUP
40 .5692 SUP
36 .5671 SUP
30 .5644 SUP
20 .3877 SUP
12 .3554 SUP
21 .6478 TASK
32 .6056 TASK
39 .5992 GOAL
41 .5588 AFFL
43 .5462 INFL
31 .4128 GOAL
29 .3532 GOAL
1 .2510 INFL

19 .7212 ORG
9 .6816 ORG

24 .6805 ORG
23 .6739 ORG
3 .6026 ORG
2 .5341 GOAL

37 .5291 ORG
10 .5278 INVL
18 ,4876 INVL
17 ,4309 INVL
11 .6259 GOAL
45 .6224 INFL
33 .5883 INFL
25 .5634 INFL
35 .5062 INFL
13 .3996 SUP

BEl .lR37 -.1105 .2790 .OR29 -.0040 .l6RR -.0195 TASK
27 .2554 .0669 .0812 .2696 -.0671 .3611 .2799 ORG
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Factor 3 (SUP) contained six items, all of which were relative to the Teacher

Support dimension defined by Darkenwald. Factor 4 (TASK) contained two of the Task

Orientation items. Although the adequacy of a two-item factor was of concern, the factor

was retained because in all of the factor solutions examined, the items clearly loaded as a

single factor above the .58 level, with no loadings within .30 of the other factors.

Factor 5 (PGOAL) contained six items which dealt with what students wanted to

learn, learning at their own pace, the extent to which they were able to pursue their own

interests, and the extent to which they were able to set course objectives and topics.

Because of the relevancy of these items to the pursuit of personal learning goals,

Darkenwald's "Personal Goal Attainment" label was retained.

Factor 6 (ORG) contained ten items and retained the "Organization and Clarity"

label because it included six items from the dimension defined by Darkenwald. It also

included three items from Darkenwald's Involvement dimension relative to the students

interest and enjoyment of the class, and one item from the Personal Goal Attainment

dimension on the flexibility of the class.

The final factor contained six items, all related to student/teacher interactions in

terms of the teacher's dominance and the students' ability to exercise influence in class

decisions; thus, the label"Student Influence" (INFL) was retained. Four of the items were

from the dimension of Student Influence and one item was from Teacher Support.

Factor scores were computed by summing the scores for each factor item included

in the adopted solution. Factor scores were subsequently used in the testing of study

hypotheses.
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Reliability Evaluations

Internal consistency reliability evaluations were conducted for all three instruments.

The overall reliability (alpha) for the DASS scale was .96. Reliabilities for Factors I

through 5 are shown in Table 27 and were .93, .92, .87, .83, and .89, respectively. These

alpha coefficients were somewhat higher than those reported by Hendry (1983).

TABLE 27
Internal Consistency Reliability Coefficients of the DASS

DASS Dimensions:

Fujita-Starck (N =1134)

DASS Dimensions:

Hendry (N = 1544)

PROG

0.93

PROG

0.86

STAFF STUDT

0.92 0.87

CUM

0.86

SERV

0.83

SERV

0.79

PHYS

0.89

PHYS

0.80

The overall reliability for the EPS scale was .92 and the overall reliability for the

ACES scale was .90. Factor reliabilities for both the EPS and ACES scales are presented

in Table 28.

TABLE 28
Internal Consistency Reliability Coefficients for EPS and ACES Subscales

Factors: FAC 1 FAC 2 FAC 3 FAC 4 FAC 5 FAC 6 FAC 7

EPS Dimensions: COM SOC EDUC ADV FAM STIM COG

Fujita-Starck (N =1142) 0.87 0.95 0.75 0.91 0.77 0.82 0.83
Bushier (N = 845) 0.89 0.91 0.80 0.80 0.82 0.80 0.76

ACES Dimensions: INVL AFFL SUP TASK PGOAL ORG INFL

Fujita-Starck (N =1159) 0.64 0.75 0.79 0.60 0.70 0.87 0.65
Darkenwald (N = 355) 0.80 0.73 0.85 0.68 0.76 0.84 0.74
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Reliabilities for EPS Factors I through 7 were .87, .95, .75, .91, .77, .82, and

.lB, respectively. Reliability coefficients for Factor 1 (COM), Factor 3 (EDUC), and

Factor 5 (FAM) were slightly lower than those reported by Boshier (1991), while the alpha

coefficients for the other factors were higher.

Reliabilities for ACES Factors I through 7 were .64, .75, .79, .60, .70, .87, and

.65, respectively. Reliability coefficients for these factors were somewhat lower than those

reported by Darkenwald (1987).

Descriptive Statistics for Study Instruments

This part of Chapter 4 presents information pertaining to the scores generated from

the three instruments used in the study: DASS, EPS, and ACES. Means, standard

deviations, medians, and the range of scores are presented for each factor (subscale) of the

individual instrument.

Dimensions of Adult Student Satisfaction CDASS)

Table 29 presents the descriptive statistics for the five dimensions of adult student

satisfaction as measured by the DASS (the highest mean score for each subscale is

highlighted in bold print). For the sample, the mean score for satisfaction with Program

Quality was 47.1 and the median was 48. Of a possible total score of 55, scores ranged

from a minimum of II to the maximum of 55. In terms of Curricular Groups, the ARTS

group had the highest mean score (4fU), as compared to the PERS (46.2) and PROF

(46.7) groups. The PROF group had the narrowest range of scores (14-55).

Student satisfaction with Staff Relationships had a mean score of 39.1 and median

of 39 for the sample. Of a possible total score of 50, scores ranged from a minimum of II

to the maximum of 50. The ARTS group had the highest mean satisfaction score (39.7) as

well as the highest minimum score (15).
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TABLE 29
Descriptive Statistics of DASS Subscales by Curricular Group and Total Sample

DASS SUBSCALES MEAN S.D. MEDIAN MIN MAX

PROG (II Items)
ARTS 48.1 6.48 49.0 II 55
PERS 46.2 6.79 47.0 12 55
PROF 46.7 6.18 47.0 14 55
TOTAL 47.1 6.58 48.0 II 55

STAFF (10 Items)
ARTS 39.7 6.42 40.0 15 50
PERS 38.4 6.57 39.0 II 50
PROF 39.2 6.38 39.0 II 50
TOTAL 39.1 6.48 39.0 II 50

STUDT (3 Items)
ARTS 12.3 2.20 12.0 6 1.5
PERS 11.4 2.31 12.0 3 1.5
PROF 11.5 2.16 12.0 6 1.5
TOTAL 11.8 2.26 12.0 3 15

SERV (6 Items)
ARTS 24.3 3.70 24.0 14 30
PERS 23.4 3.91 24.0 8 30
PROF 23.4 4.04 24.0 6 30
TOTAL 23.8 3.88 24.0 6 30

PHYS (8 Items)
ARTS 30.1 5.75 30.0 12 40
PERS 28.7 5.50 29.0 10 40
PROF 28.9 6.23 28.5 8 40
TOTAL 29.3 .5.80 29.0 8 40

In terms of satisfaction with Student Relations, the ARTS group again had the

highest mean satisfaction score (12.3) as compared to a mean score of 11.4 for the PERS

group, 11.5 for the PROF group, and 11.8 for the total sample. All groups had a median

of 12 and the PERS Group had the lowest minimum score (3) as compared to a minimum

score of 6 for the other two Curricular Groups.
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The mean satisfaction score for Support Services was 23.8 for the total sample,

23.4 for both the PERS and PROF groups, and 24.3 for the ARTS group. The median

was 24 for all groups, and scores ranged from a low of 6 to a high of 30. The ARTS

group had the narrowest range of scores (14-30).

Student mean satisfaction scores for Physical Facilities ranged from 28.7 (PERS) to

30.1 (ARTS). Although the PROF group had a slightly higher mean score (28.9) than the

PERS group, it had a larger standard deviation, lower median, and wider range of scores.

For comparative purposes, Table 30 contains subscale means as a percentage of the

maximum score for all groups.

TABLE 30
Mean Score as a Percentage of the Maximum Score for DASS

Subscales by Curricular Group and Total Sample

DASS SUBSCALES ARTS PERS PROF TOTAL

PROG 87.4% 84.0% 84.9% 85.6%
STAFF 79.4% 76.9% 78.5% 78.3%
STUDT 81.7% 76.1% 76.8% 78.6%
SERV 81.0% 77.9% 78.1% 79.2%
PHYS 75.2% 71.7% 72.2% 73.3%

This analysis suggests that overall, the ARTS group was more satisfied than other

groups on all subscales, particularly the Student Relations dimension. As depicted by

Figure 15, percentages for the PERS and PROF groups were similar along the various

dimensions. All Curricular Groups appeared most satisfied with Program Quality, while

least satisfied with Physical Facilities.
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FIGURE 15. Mean as a Percentage of the Maximum Score for DASS
Subscales by Curricular Group

Education Participation Scale (EPS)

Table 31 presents the descriptive statistics for the seven subscales of the EPS by

Curricular Group and total sample (the highest mean score for each subscale is highlighted

in bold print). In terms of reasons for participation, the mean scores suggest that the

greatest differences occurred between the ARTS and PROF groups. The mean scores for

the PERS and PROF group were nearly identical on the Education Preparation subscale

(8.3 and 8.4, respectively) as compared to the ARTS group (6.8). On the Cognitive

Interest subscale, the mean scores for the ARTS and PERS group were similar (1KO and

18.2), as compared to the PROF group (15.7). There was a relatively wide gap between

the mean scores for the ARTS group (8.2) and the PERS group (12.5) on the

Communication Improvement subscale, but the largest disparity between group means

occurred in the Professional Advancement subscale. The PROF group had the highest

mean score (l8.1), as compared to the PERS (13.8) and ARTS (to.8) groups.
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TABLE3!
Descriptive Statistics of EPS Subscales by Curricular Group and Total Sample

EPS SUBSCALES MEAN S.D. MEDIAN l\1IN MAX

COM (6 Items)
ARTS 8.2 3.86 6.0 6 24
PERS 12.5 5.37 12.0 6 24
PROF 10.2 4.40 9.0 6 24
TOTAL 10.2 4.96 8.0 6 24

SOC (6 Items)
ARTS 12.0 5.26 12.0 6 24
PERS 10.6 4.88 9.0 6 24
PROF 9.8 4.69 7.0 6 24
TOTAL 11.0 5.08 10.0 6 24

EDUC (4 Items)
ARTS 6.8 3.01 6.0 4 16
PERS 8.3 3.26 8.0 4 16
PROF 8.4 3.36 8.0 4 16
TOTAL 7.7 3.27 7.0 4 16

ADV (8 Items)
ARTS 10.8 5.22 8.0 8 32
PERS 13.8 6.08 12.5 8 31
PROF 18.1 5.93 18.0 8 32
TOTAL 13.5 6.33 11.0 8 32

FAM (6 Items)
ARTS 8.6 3.20 8.0 6 24
PERS 9.4 3.70 9.0 6 24
PROF 7.5 2.53 6.0 6 23
TOTAL 8.6 3.34 8.0 6 24

STIM (6 Items)
ARTS 10.9 4.06 10.0 6 24
PERS 9.6 3.67 9.0 6 24
PROF 8.4 3.27 7.0 6 22
TOTAL 9.9 3.89 9.0 6 24

COG (6 Items)
ARTS 18.0 4.55 19.0 6 24
PERS 18.2 4.21 19.0 6 24
PROF 15.7 5.00 16.0 6 24
TOTAL 17.6 4.64 18.0 6 24
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The ARTS group had the highest mean scores on the Social Contact and Social

Stimulation subscales (12.0 and 10.9), while the PERS group had the highest mean score

on the Family Togetherness subscale (9.4), as compared to the ARTS (8.6) and PROF

(7.5) groups.

Adult Classroom Environment Scale (ACES)

Table 32 presents the descriptive statistics for the seven subscales of the ACES by

Curricular Group and total sample (the highest mean score for each subscale is highlighted

in bold print). In terms of the classroom environment experienced by students, the mean

scores suggest that the greatest differences occurred on the Affiliation subscale. The mean

score for the total sample was 21.4, 22.1 for the ARTS group, 21.1 for the PERS group,

and 20.7 for the PROF group.

The mean scores and medians for all groups were nearly identical on the

Involvement subscale, although the range of scores differed. The PROF group's scores

ranged from 14-24, compared to the 8-24 range of the ARTS, and 11-24 range of the PERS

groups. Mean Scores on Teacher Support were somewhat similar among groups, and the

mean score for the total sample on this subscale was 21.6 with a median of 21. The

medians and range of scores on the Task subscale were identical for all groups. However,

the mean was 6.2 for the ARTS, 5.7 for the PERS, and 5.9 for the PROF groups on this

subscale. The mean score for the total sample on the Personal Goal Attainment was 18.Y.

Means for the PERS and PROF groups were 18.6 and 18.2 respectively, while the mean for

the ARTS group was lY.6. Scores for the sample ranged from a low of 7 to a high of 24.

Mean Scores on Organization and Clarity were 35.6 (PERS), 35.7 (PROF), and

36.4 (ARTS), with a total sample mean score of 36.0. The PROF group's scores ranged

from 26-40, as compared to the wider ranges of the ARTS (15-40) and PERS (14-40)

groups. The median score for all groups on the Student Influence subscale was 18, with

means scores of 18.0 (ARTS), 17.8 (PERS), 17.9 (PROF), and 17.9 for the total sample.
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TABLE 32
Descriptive Statisticsof ACES Subscales by Curricular Group andTotalSample

ACES SUBSCALE MEAN S.D. MEDIAN MIN MAX

INVL (6 Items)
ARTS 21.1 2.70 22.0 8 24
PERS 21.2 2.67 22.0 II 24
PROF 21.1 2040 22.0 14 24
TOTAL 21.1 2.62 22.0 8 24

AFFL (7 Items)
ARTS 22.1 3044 22.0 10 28
PERS 21.1 3.73 21.0 10 28
PROF 20.7 3.97 21.0 8 28
TOTAL 2104 3.71 21.0 8 28

SUP (6 Items)
ARTS 21.9 2049 23.0 9 24
PERS 21.4 2.59 22.0 7 24
PROF 21.5 2.39 22.0 12 24
TOTAL 21.6 2.52 22.0 7 24

TASK (2 Items)
ARTS 6.2 1045 6.0 2 8
PERS 5.7 1.50 6.0 2 8
PROF 5.9 1.42 6.0 2 8
TOTAL 5.9 1048 6.0 2 8

PGOAL (6 Items)
ARTS 19.6 2.67 20.0 9 24
PERS 18.6 3.07 19.0 7 24
PROF 18.2 2.90 18.0 8 24
TOTAL 18.9 2.93 19.0 7 24

ORG (10 Items)
ARTS 3604 4.02 38.0 15 40
PERS 35.6 4.19 37.0 14 40
PROF 35.7 3.52 36.0 26 40
TOTAL 36.0 3.99 37.0 14 40

INFL (6 Items)
ARTS 18.0 3.27 18.0 6 24
PERS 17.8 3.20 18.0 7 24
PROF 17.9 3.16 18.0 8 24
TOTAL 17.9 3.22 18.0 6 24
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Results

This section presents the results of the analyses conducted to investigate the

hypotheses of this study.

Hypothesis I

The first hypothesis sought to determine if there was a set of discrete variables

(student characteristic, student motivation, and student classroom environment variables)

that would result in a non-chance classification of continuing education students into the

three different Curricular Groups. A Discriminant Analysis procedure was utilized which

took the seven EPS subscales, the seven ACES subscales, and the student characteristic

variables in combination to determine whether students could be classified into the three

groups.

The first step in this analysis formed a linear combination of the variables and used

the derived linear discriminant scores to assign cases to groups. The centroid or means of

the discriminant scores were evaluated utilizing Wilks' Lambda to determine if there was a

significant difference among groups. Since there were three known groups, the analysis

evaluated the possibility of utilizing more than one discriminant function in making the

separation between groups. The linear functions are derived so that they maximize the

difference between groups while minimizing the difference within groups. In this case, the

maximum number of discriminant functions was limited by the degrees of freedom for

groups, and thus there were potentially two discriminant functions. The additional function

was subject to the constraint of being uncorrelated with the first, and evaluated in terms of

the percentage of variance that it could account for, and whether the variance was

statistically significant in the discrimination process.

As reported in Table 33, the analysis found that a significant separation was

possible among the three Curricular Groups. The separation was based on the utilization of

two functions which produced a significant difference beyond the p ::;; .0 I level.
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TABLE 33
The Results of the Discriminant Function Analysis and Summary of the

Step-wise Procedure Using EPS, ACES and Student Characteristic
Variables to Define Curricular Groups

CANONICAL DISCRIMINANT FUNCTION: THREE GROUP SOLUTION

FUNCTION % OF VARIANCE CANONICAL WILKS' CHI- DF SIGNIF
ACCOUNTED FOR CORRELATION LAMBDA SQ

I 72.8 .6294 .4850 742.36 30 .000**
2 27.2 .4437 .8032 224.90 14 .000**

SUMMARY OF STEP-WISE ANALYSIS:
N =1036

STEP VARIABLE WILKS' SIGNIF STAND STAND
LAMBDA CANCOEF CAN COEF

FUNC I FUNC2

I ADV (EPS) .81 .000** -.67 -.64
2 COM (EPS) .70 .000** -.66 .75
3 SOC (EPS) .61 .000** .37 -.32
4 FAM (EPS) .56 .000** .19 .53
5 TASK (ACES) .54 .000** .22 -.13

6 COG (EPS) .53 .000** .15 .21
7 STUDENT AGE .52 .000** .24 -.07
8 STIM (EPS) .51 .000** .25 -.11
9 GOAL (ACES) .51 .000** .27 .08

10 SUP (ACES) .50 .000** -.13 -.25
II ETHNICITY ~ .49 .000** -.01 .25
12 STUDENT GENDER .49 .000** .14 .06
13 INVL (ACES) .49 .(100** -.09 .12
14 INFL (ACES) .49 .000** -.06 -.08
15 EDUCATION .49 .000** -.03 -.10

~ Caucasian/Not Caucasian
** p $ .01

The first canonical function accounted for 73% of the variance, and the second

accounted for the remaining 27%. The canonical correlation, an indicator of a function's

ability to discriminate among groups was .63 for Function I, and .44 for Function 2.
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Given that a significant separation among groups was possible, each of the

variables was entered in step-wise fashion to evaluate its potency in making the separation

between groups. The step-wise procedure reported in Table 33 identified 15 out of a total

of 18 variables as predictors, and rank ordered them in terms of importance in separating

the groups. In the first step, the EPS subscale Professional Advancement was identified as

the most potent predictor. In subsequent steps, all subscales of the EPS entered, with the

exception of Educational Preparation. Significant ACES variables which were entered

included Task Orientation, Personal Goal Attainment, Teacher Support, Student

Involvement, and Student Influence. ACES variables Affiliation and Organization and

Clarity, were not entered. All four student characteristic variables were identified as

significant predictors and included student age, ethnicity, gender, and education. None of

the 15 variables were removed during subsequent steps once it had been entered, and each

achieved a p =.01 or better contribution in the prediction of group membership.

The last two columns in the bottom portion of Table 33 show the standard canonical

coefficients of the variables. These coefficients are an indication of the relative contribution

of each variable to the function. The EPS variables Professional Advancement (ADY) and

Communication Improvement (COM) are shown as making the highest contribution to both

of the discriminant functions. Student characteristic variables of ethnicity and education

were shown as making the least contribution to Function 1, while student age and gender

made the least contribution to Function 2. Overall, the EPS variables appeared to be the

most potent discriminators for both functions which would seem reasonable, given the

relationship between reasons for participation and course curricula.

Figure 16 is the territorial map showing the regions of classification and the group

boundaries established using the two significant canonical discriminant functions.
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In addition to the regions and boundaries, Figure 16 shows the location of the three

centroids that were shown to be significantly different from one another beyond the .01

level of significance. The numbered boundaries mark off the combination of function

values that result in the classification of cases into the three groups. All cases with values

that fall into the region bordered by "1's" are classified into the first group, those that fall

into the region bordered by "2's" are assigned to the second group, and those that fall into

the region bordered by "3' s" are assigned to the third group (SPSS, 1988).

In terms of the classification itself, once it is determined that the centroids differ

significantly, the cases are classified utilizing the discriminant function scores, and this

classification can be compared with the actual known membership. Using this procedure,

scores for each of the 1036 subjects based on the two discriminant functions were

calculated and subjects were placed into the territorial map with the defined regions and

boundaries. Thus, each subject was classified as to a group based on the prediction

developed by the canonical discriminant scores. These predicted group memberships were

then compared with the known actual membership and the results are shown in Table 34.

TABLE 34
Classification Results When Using Two Canonical Discriminant

Functions to Classify Students Into Three Curricular Groups

ACTUAL
GROUP NO. CASES

ARTS (I) 435

PERS (2) 379

PROF (3) 222

TOTAL 1036

PREDICTED GROUP
ARTS (I) PERS (2) PROF (3)

335 67 33
77.0% 15.4% 7.6%

76 215 88
20.1% 56.7% 23.2%

26 44 152
11.7% 19.8% 68.5%

Correctly Classified: 702
67.8%
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The most accurate membership prediction was for the Arts and Leisure group

(77%), followed by the Professional group (69%), and the Personal Development group

(57%). Of the total 1036 cases, 702 or 68% were correctly classified. All predictions far

exceeded the 33% probability that students would beclassified correctly by chance and the

hypothesis relative to the nonchance classification of subjects into the three Curricular

Groups was accepted. 15 predictor variables were identified as variables which were able

to classify students into three Curricular Groups well above chance.

Hypothesis 2

Hypothesis 2 was designed to test if there were significant differences in the

satisfaction of continuing education students. Specifically, Hypothesis 2 stated that there

would be no significant differences among scores on each of the five subscales of the

Dimensions of Adult Student Satisfaction (Program Quality, Staff Relations, Student

Relations, Support Services, Physical Facilities) when students were grouped by

Curricular Group and each of the following contextual field and student characteristic

variables: class length, class size, teacher gender, teacher experience, student gender,

student ehtnicity, student education, and student age.

Sets of ANOV AS were done for each variable to evaluate the subhypotheses under

each of the dimensions of the DASS. Subsequently, the Scheffe test was used to determine

where significant differences occurred at the p ::;; .05 level.

Program Ouality by Contextual Field Variables

Analysis of Variance was used to test whether or not there was a significant

difference among student scores on the DASS subscale Program Quality (PROG), when

students were grouped by Curricular Group and each of the contextual field variables.

Data for Curricular Group by class length is presented in Table 35. There were

significant differences in PROG satisfaction between Curricular Groups and between short

and long classes.
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TABLE 35
The Results of the ANDVA and Scheffe for the DASS Variable Program Quality:

Curricular Group by Class Length

Cell Means of the DASS Variable Program Quality: Curricular Group by Class Length

VARIABLE ARTS PERS PROF

Short < 4 Wks 47.2 45.9 46.6 46.5
Long ~4 Wks 48.6 46.6 46.9 47.7

48.1 46.2 46.7 47.1

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Main Effects 1021.42 3 340.48 8.01 .000
CURGRP 637.29 2 318.65 7.50 .001**
LENGTH 207.74 I 207.74 4.89 .027*

2-way Interactions
CURGRP x LENGTH 50.28 2 25.14 .59 .554

Explained 1071.71 5 214.34 5.04 .000
Residual 47946.43 1128 42.51
Total 49018.14 1133 43.26

* P s .05
** P s .01

The Scheffe test indicated that the ARTS Curricular Group differed significantly

from the PERS group and the PROF group on PROG satisfaction. An examination of

means for the groups revealed that the ARTS group had higher satisfaction scores than the

other Curricular Groups. (This finding applies to the Main Effect of Curricular Group by

PROG satisfaction for all ANOV AS in this section). The means also indicated that students

enrolled in long classes had higher scores than students enrolled in short classes. Note:

boxed values depict where significant differences occurred at the p:s; .05 level among the
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several means. When more than one mean appears in a box together, this indicates that

there is not a significant difference between them. For example, in Table 35, the means for

the PERS (46.2) and PROF (46.7) groups are boxed together, and the mean for the ARTS

(48.1) group is boxed by itself. This indicates that there was a significant difference

between the ARTS and PERS and ARTS and PROF groups, while there was no significant

difference between the PERS and PROF groups. This same system is utilized for all

Hypothesis 2 tables. There was no significant interaction effect for Curricular Group and

class length.

Data for Curricular Group by class size is presented in Table 36.

TABLE 36
The Results of the ANOVA and Scheffe for the DASS Variable Program Quality:

Curricular Group by Class Size

Cell Means of the DASS Variable Program Quality: Curricular Group by Class Size

VARIABLE ARTS PERS PROF

Sma.ll s 15 48.2 46.0 47.3 47.3
Large> 15 48.0 46.3 46.5 47.0

48.1 46.2 46.7 47.1

SOURCE OF VARIAnON SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Main Effects 817.20 3 272.40 6.38 .000
CURGRP 806.61 2 403.3 I 9.44 .000**
SIZE 3.52 I 3.52 .08 .774

2-way Interactions
CURGRP x SIZE 30.67 2 15.34 .36 .698

Explained 847.87 5 169.57 3.97 .00 I
Residual 48170.26 II 28 42.70
Total 49018.14 II 33 43.26

* P ~ .05
** p ~ .()I
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There was no significant difference between the PROG satisfaction scores of small

and large classes, and no significant interaction effect for Curricular Group and class size.

As reported previously, there were significant differences in PROG satisfaction among

Curricular Groups.

Data for Curricular Group by Teacher Gender is presented in Table 37.

TABLE 37
The Results of the ANOVA and Scheffe for the DASS Variable Program Quality:

Curricular Group by Teacher Gender

Cell Means of the DASS Variable Program Quality: Curricular Group by Teacher Gender

VARIABLE ARTS PERS PROF

TMaie 47.7 46.1 46.6 47.0
T Female 48.9 46.3 46.8 47.3

48.1 46.2 46.7 47.1

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 893.10 3 297.70 6.99 .000
CURGRP 872.99 2 436.49 10.24 .000**
TGENDER 79.42 I 79.42 1.86 .172

2-way Interactions
CURGRP x T GENDER 63.18 2 31.59 .74 .477

Explained 956.28 5 191.26 4.49 .000
Residual 48061.85 1128 42.61
Total 49018.14 1133 43.26

* p::; .05
** p s .01

There was no significant difference between the PROG satisfaction scores of

classes taught by male and classes taught by females. There was no significant interaction
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effect for Curricular Group and teacher gender. As reported previously, there were

significant differences in PROG satisfaction among Curricular Groups.

Data for Curricular Group by teacher experience is presented in Table 3X. Because

the PROF group had no instructors with less than 2 years of experience, categories were

collapsed into three levels of experience for the analysis. The categories were, low: less than

7 years, medium: at least 7 years but less than 15 years, and high: 15 years and above.

TABLE 38
The Results of the ANOVA and Scheffe for the DASS Variable Program Quality:

Curricular Group by Teacher Experience

Cell Means of the DASS VariableProgramQuality: Curricular Group by Teacher Experience

VARIABLE ARTS PERS PROF

Low: < 7 47.6 46.7 46.5 47.1

Med: 7 to < 15 48.4 44.4 46.9 46.2
High: :2: 15 yrs 48.5 47.4 46.7 47.6

48.1 46.2 46.7 47.1

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES OF SQUARE F OFF

MainEffects 1076.34 4 269.09 6.38 .000
CURGRP 738.51 2 369.25 8.75 .000**
T EXPERIENCE 262.66 2 131.33 3.11 '{145*

2-way Interactions
CURGRP x T EXPERIENCE 480.18 4 120.05 2.85 .023*

Explained 1556.52 8 194.57 4.61 .OO(}
Residual 47461.61 1125 42.19
Total 49018.I4 1133 43.26

* p S; .05
** P s .01
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There were significant differences in PROG satisfaction among students grouped

by teacher experience. The Scheffe test and subsequent examination of means indicated

that there were significantly higher satisfaction scores in classes taught by teachers with

high experience, than in classes taught by teachers with medium experience. As reported

previously, there were significant differences in PROG satisfaction among Curricular

Groups. There was also a significant interaction effect of Curricular Group and teacher

experience as illustrated in Figure 17.
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FIGURE 17. Cell Means of the DASS Variable Program Quality:
Curricular Group by Teacher Experience

Students in the ARTS and PROF groups taught by teachers with high and with

medium experience, had higher PROG satisfaction scores than ARTS and PROF students

taught by teachers with low experience. However, students in the PERS group taught by

instructors with medium experience had lower PROG satisfaction scores than PERS

students taught by teachers with low and high years of experience.
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Program Quality by Student Characteristic Variables

Analysis of Variance was used to test whether or not there was a significant

difference between student scores on the DASS subscale Program Quality (PROG), when

students were grouped by Curricular Group and each of the student characteristic variables.

Data for Curricular Group by student gender is presented in Table 39.

TABLE 39
The Results of the ANQVA and Scheffe for the DASS Variable Program Quality:

Curricular Group by Student Gender

Cell Means of the DASS Variable Program Quality: Curricular Group by Student Gender

VARIABLE ARTS PERS PROF

Male 47.9 46.3 46.5 46.9
Female 48.2 46.1 46.9 47.2

48.1 46.2 46.7 47.1

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 840.19 3 280.06 6.56 .000
CURGRP 819.95 2 409.98 9.60 .000**
GENDER 6.89 I 6.89 .16 .688

2-way Interactions
CURGRP x GENDER 16.75 2 8.38 .20 .822

Explained 856.94 5 171.39 4.01 .00 I
Residual 48000.67 1124 42.71
Total 48857.61 1129 43.28

* P ~ .05
** p ~ .1)1

The Analysis of Variance revealed no significant difference between the PROG

satisfaction scores of males and females. As reported previously, there were significant
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differences in PROG satisfaction among Curricular Groups. There was no significant

interaction effect for Curricular Group and student gender.

Data for Curricular Group by student ethnicity is presented in Table 40.

TABLE 40
The Results of the ANOVA and Scheffe for the DASS Variable Program Quality:

Curricular Group by Student Ethnicity

Cell Means of the DASS Variable Program Quality: Curricular Group by Student Ethnicity

VARIABLE ARTS PERS PROF

46.7 47.1

ETHNICITY
Asian
White
Other

47.9 45.8
48.3 47.1
48.5 45.8

48.1 46.2

46.5
47.0
47.2

46.8
47.6
47.3

5.61 .000
9.72 .000**
1.79 .168

.33 .860

2.97 .003

SOURCE OF VARIATION

Main Effects
CURGRP
ETHNICITY

2-way Interactions
CURGRP x ETHNICITY

Explained
Residual
Total

* p $; .05
** P s .01

SUM OF MEAN
SQUARES DF SQUARE

953.80 4 238.45
826.92 2 413.46
151.82 2 75.91

55.72 4 13.93

1009.51 8 126.19
47582.07 1119 42.52
48591.59 1127 43.12

F
SIGNIF
OF F

The Analysis of Variance revealed no significant difference among the PROG

satisfaction scores of ethnic groups. As reported previously, there were significant
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differences in PROG satisfaction among Curricular Groups. There was no significant

interaction effect for Curricular Group and student ethnicity.

Data for Curricular Group by student education is presented in Table 41.

TABLE 41
The Results of the ANOVA and Scheffe for the DASS Variable Program Quality:

Curricular Group by Student Education

Cell Means of the DASS Variable Program Quality: Curricular Group by Student Education

VARIABLE ARTS PERS PROF

EDUCATION

High School + 48.3 47.5 47.3 47.8

College Degree + 48.6 45.5 46.5 47.1

Graduate Degree + 46.8 45.6 46.3 46.2

48.1 46.2 46.7 47.1

SOURCE OF VARIATION SUM OF MEAN
SQUARES DF SQUARE

Main Etfects 1196.44 4 299.1 I
CURGRP 822.61 2 411.31
EDUCATION 370.85 2 185.43

2-way Interactions
CURGRP x EDUCATION 281.06 4 70.26

Explained 1477.49 8 184.69
Residual 47351.10 II 19 42.32
Total 48828.60 II27 43.33

SIGNIF
F OF F

7.07 .000
9.72 .000**
4.38 .lH3*

1.66 .157

4.37 .000

* p ~ .05
** p S; .01

The analysis revealed a significant difference among students grouped by education

level (less than college degree, at least a college degree but not a graduate degree, graduate
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degree or more). The results of the Scheffe test and examination ofthe means indicated

that studentswith less than a college degree had significantly higher satisfaction scores that

studentswith a graduatedegree or more. As reported previously, there were significant

differences in PROG satisfaction among CurricularGroups. There was no significant

interaction effect for CurricularGroup and education level.

Data for CurricularGroup by student age is presented inTable 42.

TABLE42
The Resultsof the ANDVA and Scheffefor the DASS VariableProgramQuality:

CurricularGroup by Student Age

Cell Means of the DASS Variable Program Quality: Curricular Group by Student Age

VARIABLE ARTS PERS PROF

Younger: s 30 48.2 45.9 46.1 46.7
Middle: 31 - 39 48.5 45.6 46.5 47.1
Older: ~40 47.8 46.8 47.7 47.4

48.1 46.3 46.8 47.1

SOURCE OF VARIATION SUM OF MEAN SIGNlF
SQUARES DF SQUARE F OFF

Main Effects 712.45 4 178.11 4.27 ,(l02
CURGRP 614.70 2 307.35 7.37 .001**
AGE 59.13 2 29.57 .71 .493

2-way Interactions
CURGRPx AGE 184.39 4 46.10 I.lI .353

Explained 896.84 8 112.11 2.69 .006
Residual 43437.41 1041 41.73
Total 44334 1049.00 42.26

* p s .05
** p :,; .01

Since there were only 7 students in the PROF group who were 60 years or older, age

groups were collapsed into three groupings. Categoriesconsisted of: younger, less than or
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equal to 30 years of age; middle, 31 to 39 years of age; and older,40 years and above. The

analysis revealed no significantdifferences amongstudents grouped by age. As reported

previously, there were significantdifferences in PROG satisfaction among Curricular

Groups. There was no significantinteractioneffect for CurricularGroup and age level.

Staff Relations by Contextual Field Variables

Analysisof Variance was used to test whether or not there was a significant

differencebetween studentscores on the DASS subscale StaffRelations (STAFF), when

studentswere grouped by CurricularGroup and each of the contextual field variables. Data

for CurricularGroup by class length is presented in Table 43.

TABLE43
The Results of the ANOVA and Scheffefor the DASS Variable Staff Relations:

Curricular Group by Class Length

Cell Means of the DASS Variable Staff Relations: Curricular Group by Class Length

VARIABLE ARTS PERS PROF

Short < 4 Wks 39.8 38.6 39.7 39.3
Long z c Wks 39.6 38.2 38.1 39.0

39.7 38.4 39.2 39.1

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 441.74 3 147.25 3.52 .015
CURGRP 405.89 2 202.95 4.86 .008**

LENGTH 77.30 I 77.30 1.85 .174

2-way Interactions
CURGRP x LENGTH 64.36 2 32.18 .77 .463

Explained 506.10 5 101.22

Residual 47155.17 1128 41.80
Total 47661.26 1133 42.07

* P s .05
** p s .01
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There were significantdifferences in STAFFsatisfaction among Curricular Groups.

The Scheffetest indicated that the ARTSCurricular Groupdiffered significantly from the

PERS group on STAFF satisfaction. An examination of meansfor the groupsrevealed that

the ARTS group had significantly higher satisfaction scores than the PERS group. Note:

this finding applies to the Main Effectof CurricularGroup by STAFF satisfaction for all

ANOVAS in this section. There was no significantdifference between long andshort

classes and no interaction effect for CurricularGroup and class length.

Data for CurricularGroup by class size is presented in Table 44.

TABLE 44
The Resultsof the ANOVA and Scheffefor the DASS Variable StaffRelations:

CurricularGroup by Class Size

Cell Means of the DASS Variable Staff Relations: Curricular Group by Class Size

VARIABLE ARTS PERS PROF

Small s 15 40.4 38.3 40.0 39.6
Large> 15 39.4 38.5 39.0 39.0

39.7 38.4 39.2 39.1

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 448.01 3 149.34 3.57 .014
CURGRP 347.56 2 173.78 4.16 .016*
SIZE 83.57 1 83.57 2.00 .15X

2-way Interactions
CURGRP x SIZE 58.51 2 29.26 .70 .497

Explained 506.52 5 101.30 2.42 .034
Residual 47154.74 1128 4l.80
Total 47661.26 1133 42.07

* p ~ .05
** P s .01
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There was no significant difference between the STAFF satisfaction scores of small

and large classes, and no significant interaction effect for Curricular Group and class size.

As reported previously, there were significant differences in STAFF satisfaction among

Curricular Groups.

Data for Curricular Group by Teacher Gender is presented in Table 45.

TABLE 45
The Results of the ANOVA and Scheffe for the DASS Variable Staff Relations:

Curricular Group by Teacher Gender

Cell Means of the DASS Variable Staff Relations: Curricular Group by Teacher Gender

VARIABLE ARTS PERS PROF

TMale 39.3 38.6 39.7 39.1
TFemale 40.6 38.2 38.8 39.2

39.7 38.4 39.2 39.1

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 370.96 3 123.65 2.97 .031
CURGRP 370.90 2 185.45 4.45 .012*
TGENDER 652 1 652 .16 .693

2-way Interactions
CURGRP x T GENDER 263.12 2 13l.56 3.16 .043*

Explained 634.08 5 126.82 3.04 .010
Residual 47027.18 1128 41.69
Total 47661.26 1133 42.07

* p::; .05
** p s .01

There was no significant difference between the STAFF satisfaction scores of

classes taught by male teachers, and classes taught by female teachers. As reported

previously, there were significant differences in STAFF satisfaction among Curricular
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Groups. There was also a significant interaction effect of Curricular Group and teacher

gender as illustrated in Figure 18.
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FIGURE 18. Cell Means of the DASS Variable Staff Relations: Curricular
Group by Teacher Gender

Although students in the ARTS group taught by female teachers had higher STAFF

satisfaction scores than ARTS students taught by males, students in the PERS and PROF

groups taught by males had higher satisfaction scores than those taught by females.

Data for Curricular Group by teacher experience is presented in Table 46. As

reported previously, there were significant differences in STAFF satisfaction among

Curricular Groups. There were no significant differences in STAFF satisfaction among

students grouped by teacher experience, and no significant interaction effect of Curricular

Group and teacher experience.
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TABLE 46
The Results of the ANDVA and Scheffe for the DASS Variable Staff Relations:

Curricular Group by Teacher Experience

Cell Means of the DASS Variable Stiff Relations: Curricular Group by Teacher Experience

VARIABLE ARTS PERS PROF

Low: < 7 39.5 38.6 39.8 39.2
Med: 7 to < 15 40.2 37.6 39.9 38.9
High: ~ IS yrs 39.8 39.0 38.7 39.2

39.7 38.4 39.2 39.1

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Main Effects 366.83 4 91.71 2.19 .068
CURGRP 350.15 2 175.08 4.19 .015*
T EXPERIENCE 2.40 2 1.20 .03 .972

2-way Interactions
CURGRP x T EXPERIENCE 229.92 4 57.48 1.37 .241

Explained 596.76 8 74.59 1.78 .076
Residual 47064.51 1125 41.84
Total 47661.26 1133 42.07

* p ::; .05
** p s .01

Staff Relations by Student Characteristic Variables

Analysis of Variance was used to test whether or not there was a significant

difference between student scores on the DASS subscale Staff Relations (STAFF), when

students were grouped by Curricular Group and each of the student characteristic variables.

Data for Curricular Group by student gender is presented in Table 47.
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TABLE47
The Resultsof the ANOVAand Scheffefor the DASS Variable Staff Relations:

CurricularGroup by StudentGender

Cell Means of the DASS Variable Staff Relations: Curricular Group by Student Gender

VARIABLE

Male
Female

ARTS

39.1
40.1

39.7

PERS

38.8
38.1

38.4

PROF

38.9
39.6

39.24

38.9
39.3

39.13

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Main Effects 407.34 3 135.78 3.25 .021
CURGRP 375.14 2 187.57 4.48 .012*
GENDER 25.20 1 25.20 .60 .438

2-way Interactions
CURGRP x GENDER 158.21 2 79.11 1.89 .15 I

Explained 565.55 5 113.11 2.70 .IH9
Residual 47027.80 .1124 41.84
Total 47593.35 1129 42.16

* p s .05
** p s .01

The Analysis of Variancerevealed no significant difference between the STAFF

satisfaction scores of males and females. As reported previously, there were significant

differences in STAFF satisfaction among Curricular Groups. There was no significant

interaction effect for CurricularGroup and studentgender.

Data for CurricularGroup by studentethnicityis presented in Table 4X.
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TABLE 48
The Results of the ANOVA and Scheffe for the DASS Variable Staff Relations:

Curricular Group by Student Ethnicity

Cell Means of the DASS Variable Staff Relations: Curricular Group by Student Ethnicity

VARIABLE ARTS PERS PROF

ETHNICITY
Asian 39.6 38.1 39.1 39.0
White 39.8 39.2 39.2 39.4
Other 39.7 37.9 40.0 39.2

39.71 38.4 39.3 39.1

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Etl"ects 424.61 4 106.15 2.53 .039
CURGRP 377.34 2 188.67 4.50 .011*
ETHNICITY 61.33 2 30.66 .73 .481

2-way Interactions
CURGRP x ETHNICITY 80.05 4 20.01 .48 .752

Explained 504.65 8 63.08 1.51 .151
Residual 4688450 1119 41.90
Total 47389.15 1127 42.05

* p::; .05
** p s .01

The Analysis of Variance revealed no significant differences in STAFF satisfaction

scores among ethnic groups. As reported previously, there were significant differences in

STAFF satisfaction among Curricular Groups. There was no significant interaction effect

for Curricular Group and student ethnicity.

Data for Curricular Group by student education is presented in Table 49.
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TABLE 49
The Results of the ANDV A and Scheffe for the DASS Variable Staff Relations:

Curricular Group by Student Education

Cell Means of the DASS Variable Staff Relations: Curricular Group by Student Education

VARIABLE ARTS PERS PROF

EDUCATION

High School + 40.1 39.8 39.7 39.9

College Degree + 40.3 37.7 39.1 39.1

Graduate Degree + 37.9 37.8 38.8 38.1

39.71 38.4 39.2 39.1

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 913.12 4 228.28 5.54 .000
CURGRP 373.20 2 186.60 4.53 .011*

EDUCATION 537.54 2 268.77 6.53 .002**

2-way Interactions
CURGRP x EDUCATION 361.71 4 90.43 2.20 .067

Explained 1274.83 8 159.35 3.87 .000

Residual 46077.62 1119 41.18
Total 47352.45 1127 42.02

* p:S; .05
** p:S; .01

The analysis revealed a significant difference between students grouped by

education level. The results of the Scheffe test and examination of the means indicated that

students with less than a College degree had significantly higher satisfaction scores that

students with a graduate degree or more of education. As reported previously, there were

significant differences in STAFF satisfaction among Curricular Groups. There was no

significant interaction effect for Curricular Group and education level.
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Data for Curricular Group by student age is presented in Table 50.

TABLE 50
The Results of the ANOVA and Scheffe for the DASS Variable Staff Relations:

Curricular Group by Student Age

Cell Means of the DASS Variable Staff Relations: Curricular Group by Student Age

VARIABLE ARTS PERS PROF

Younger: s 30 4004 38.2 39.6 39.3
Middle: 31 - 39 39.6 37.6 38.8 38.8
Older: ~40 3904 39.1 39.5 39.3

39.6 38.6 39.3 39.2

SOURCE OF VARIAnON

Main Effects
CURGRP
AGE

2-way Interactions
CURGRPx AGE

Explained
Residual
Total

* p s .05
** p s .01

SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

712045 4 74.21 1.80 .126
614.70 2 127.22 3.09 .046*

59.13 2 30.86 .75 0473

184.39 4 40.41 .98 0417

896.84 8 57.31 1.39 .196
43437041 1041 41.19
44334.25 1049 41.31

The analysis revealed no significant differences among students grouped by age

level. As reported previously, there were significant differences in STAFF satisfaction

among Curricular Groups. There was no significant interaction effect for Curricular Group

and age level.
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StudentRelations by Contextual FieldVariables

Analysisof Variance was used to test whetheror not therewas a significant

difference between student scores on the DASS subscale StudentRelations(STUDT),

when studentswere groupedby Curricular Group and each of the contextual field

variables.

Data for CurricularGroup by class length is presented in Table 51.

TABLE51
The Results of the ANOVA and Scheffefor the DASS Variable StudentRelations:

CurricularGroup by Class Length

Cell Means of the DASS Variable Student Relations: Curricular Group by Class Length

VARIABLE ARTS PERS PROF

Short < 4 Wks 12.0 11.0 11.8 11.5

Long ~ 4 Wks 12.4 11.9 10.9 12.1

1 12.3 11.4 11.5 11.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 218.61 3 72.87 14.97 .000
CURGRP 135.54 2 67.77 13.92 .000**
LENGTH 41.11 I 41.11 8.45 .004**

2-way Interactions
CURGRP x LENGTH 108.02 2 54.01 IUO .000**

Explained 326.63 5 65.33 13.42 .000
Residual 5490.84 1128 4.87
Total 5817.47 1133 5.14

* p ~ .05
** P s .01
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There were significant differences in STUDT satisfaction among Curricular

Groups. The Scheffe test indicated that the ARTS Curricular Group differed significantly

from the PERS group and the PROF group on STUDT satisfaction. An examination of

means for the groups revealed that the ARTS group had higher satisfaction scores than the

other groups. Note: this finding applies to the Main Effect of Curricular Group by

STUDT satisfaction for all ANOVAS in this section.

There was a significant difference in satisfaction between long and short classes.

Examination of the means indicated that students in long classes had higher STUDT

satisfaction scores than students in short classes. There was also a significant interaction

effect of Curricular Group and class length as shown in Figure 19.
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FIGURE 19. Cell Means of the DASS Variable Student Relations:
Curricular Group by Class Length

As illustrated, ARTS and PERS students in long classes had higher STUDT

satisfaction scores than those in short classes. However, for the PROF group, students in

short classes had higher STUDT satisfaction scores than PROF students in long classes.
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Data for Curricular Group by class size is presented in Table 52.

TABLE 52
The Results of the ANOVA and Scheffe for the DASS Variable Student Relations:

Curricular Group by Class Size

Cell Means of the DASS Variable Student Relations: Curricular Group by Class Size

VARIABLE ARTS PERS PROF

Small :::;; 15 12.5 11.3 12.1 12.0
Large> 15 12.2 11.5 11.3 11.7

12.3 11.4 11.5 11.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 195.84 3 65.28 13.17 .000

CURGRP 171.71 2 85.85 17.32 .000**
SIZE 18.34 I 18.34 3.70 .055

2-way Interactions
CURGRP x SIZE 29.09 2 14.55 2.93 .055

Explained 224.93 5 44.99 9.07 .0Oll
Residual 5592.54 1128 4.96

Total 5817.47 1133 5.14

* p:::; .05
** p s .01

There was no significant difference between the STUDT satisfaction scores of small

and large classes, and no significant interaction effect for Curricular Group and class size.

As reported previously, there were significant differences in STUDT satisfaction among

Curricular Groups.
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Data for Curricular Group by Teacher Gender is presented in Table 53.

TABLE 53
The Results of the ANOVA and Scheffe for the DASS Variable Student Relations:

Curricular Group by Teacher Gender

Cell Means of the DASS Variable Student Relations: Curricular Group by Teacher Gender

VARIABLE ARTS PERS PROF

TMaie 12.2 11.3 11.6 11.8
TFemale 12.5 11.6 11.4 11.8

12.3 11.4 11.5 11.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 184.50 3 61.50 12.34 .000
CURGRP 184.25 2 92.12 18.49 .ono**
TGENDER 7.00 I 7.00 1.41 .236

2-way Interactions
CURGRP x T GENDER 12.03 2 6.01 1.21 .300

Explained 196.52 5 39.31 7.89 .oon
Residual 5620.95 1128 4.98
Total 5817.47 1133 5.14

* P s .05
** p ~ .01

There was no significant difference between the STUDT satisfaction scores of

classes taught by male teachers, and classes taught by female teachers. As reported

previously, there were significant differences in STUDT satisfaction among Curricular

Groups. There was no significant interaction effect of Curricular Group and teacher

gender.

Data for Curricular Group by teacher experience is presented in Table 54.
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TABLE 54
The Results of the ANOVA and Scheffe for the DASS Variable Student Relations:

Curricular Group by Teacher Experience

Cell Meansof the DASS Variable StudentRelations: CurricularGroup by Teacher Experience

VARIABLE ARTS PERS PROF

Low: < 7 12.1 11.6 11.8 11.9
Med: 7 to < 15 12.3 10.9 11.9 11.6
High: ~ 15 yrs 12.4 11.7 11.2 11.9

12.3 11.4 11.5 11.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 186.35 4 46.59 9.42 .000
CURGRP 166.60 2 83.30 16.85 .000**
T EXPERIENCE 8.86 2 4.43 .90 .409

2-way Interactions
CURGRP x T EXPERIENCE 67.84 4 16.96 3.43 .0Ol)**

Explained 254.19 8 31.77 6.43 .000
Residual 5563.28 1125 4.95
Total 5817.47 1133 5.14

* p s .05
** p s .01

As reported previously, there were significant differences in STUDT satisfaction

among Curricular Groups. There were no significant differences in STUDT satisfaction

among students grouped by teacher experience.

As shown in Figure 20, there was a significant interaction effect of Curricular

Group and teacher experience.
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FIGURE 20. Cell Means of the DASS Variable Student Relations:
Curricular Group by Teacher Experience

Students in the ARTS and PERS groups taught by teachers with high experience

had the highest STUDT satisfaction scores for their respective groups while PROF students

taught by teachers with high experience had the lowest STUDT satisfaction scores for their

group. Students in the PERS group taught by instructors with medium experience had the

lowest STUDT satisfaction scores for their group, while ARTS students taught by teachers

with medium experience had the middle satisfaction scores for their group, and PROF

students taught by teachers with medium experience had the highest satisfaction scores for

their group.

Student Relations by Student Characteristic Variables

Analysis of Variance was used to test whether or not there was a significant

difference between student scores on the DASS subscale Student Relations (STUDT),
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when students were grouped by Curricular Group and each of the student characteristic

variables. Data for Curricular Group by student gender is presented in Table 55.

TABLE 55
The Results of the ANOYA and Scheffe for the DASS Variable Student Relations:

Curricular Group by Student Gender

Cell Means of the DASS Variable Student Relations: Curricular Group by Student Gender

VARIABLE

Male
Female

ARTS

12.08
12.36

12.3

PERS

11.57
11.27

11.4

PROF

11.55
11.49

11.5

11.75
11.81

11.79

SOURCE OF VARlATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 182.41 3 60.80 12.20 .000
CURGRP 181.57 2 90.79 18.22 .000**
GENDER .01 1 .01 .00 .965

2-way Interactions
CURGRP x GENDER 18.09 2 9.05 1.82 .163

Explained 200.50 5 40.10 8.05 .OOD
Residual 5601.68 1124 4.98
Total 5802.17 1129 5.14

* p:S; .05
** p:S; .()l

The Analysis of Variance revealed no significant difference between the STUDT

satisfaction scores of males and females. As reported previously, there were significant

differences in STUDT satisfaction among Curricular Groups. There was no significant

interaction effect for Curricular Group and student gender.
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Data for Curricular Group by student ethnicity is presented in Table 56.

TABLE 56
The Results of the ANOVA and Scheffe for the DASS Variable Student Relations:

Curricular Group by Student Ethnicity

Cell Means of the DASS Variable Student Relations: Curricular Group by Student Ethnicity

VARIABLE ARTS PERS PROF

ETHNICITY
Asian 12.3 11.4 11.5 11.8
White 12.1 11.4 11.4 11.7
Other 12.4 11.6 11.7 11.9

12.3 11.4 11.5 11.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 182.32 4 45.58 9.11 .000
CURGRP 176.15 2 88.08 17.60 .O()()**
ETHNICITY 6.23 2 3.12 .62 .537

2-way Interactions
CURGRP x ETHNICITY 2.05 4 .51 .10 .982

Explained 184.37 8 23.05 4.61 .000
Residual 5599.42 1119 5.00
Total 5783.78 1127 5.13

* p s .05
** p::; .01

The Analysis of Variance revealed no significant differences in STUDT satisfaction

scores among ethnic groups. As reported previously, there were significant differences in

STUDT satisfaction among Curricular Groups. There was no significant interaction effect

for Curricular Group and student ethnicity,
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Data for Curricular Group by student education is presented in Table 57

TABLE 57
The Results of the ANOVA and Scheffe for the DASS Variable Student Relations:

Curricular Group by Student Education

Cell Means of the DASS Variable Student Relations: Curricular Group by Student Education

VARIABLE ARTS PERS PROF

EDUCATION

High School + 12.5 1l.8 11.6 12.1

College Degree + 12.4 11.2 1l.5 1l.8

Graduate Degree + 11.6 11.3 11.4 11.4

12.3 11.4 1l.5 11.8

SOURCE OF VARIAnON SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main EffeCl~ 233.19 4 58.30 11.82 .000
CURGRP 172.41 2 86.21 17.47 .000**
EDUCATION 59.38 2 29.69 6.02 .003**

2-way Interactions
CURGRP x EDUCATION 31.42 4 7.85 1.59 .174

Explained 264.60 8 33.08 6.70 .OUO
Residual 5521.18 1119 4.93
Total 5785.78 1127 5.13

* p::; .U5
** p::; .01

The analysis revealed a significant difference among students grouped by education

level. The results of the Scheffe test and examination of the means indicated that students

with less than a College degree had significantly higher satisfaction scores than students

with a graduate degree or more of education. As reported previously, there were

significant differences in STUDT satisfaction among Curricular Groups. There was no

significant interaction effect for Curricular Group and education level.
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Data for Curricular Group by student age is presented in Table 58.

TABLE 58
The Results of the ANOVA and Scheffe for the DASS Variable Student Relations:

Curricular Group by Student Age

Cell Means of the DASS Variable Student Relations: Curricular Group by Student Age

VARIABLE ARTS PERS PROF

Younger: s 30 12.5 11.2 11.6 11.7
Middle: 31 - 39 12.2 11.2 11.6 11.8
Older: ~40 12.2 11.7 11.3 11.8

12.2 1l.5 1l.5 11.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main EtTects 146.99 4 36.75 7.35 .000
CURGRP 144.77 2 72.38 14.48 .000**
AGE 0.66 2 0.33 .07 .936

2-way Interactions
CURGRPx AGE 35.41 4 8.85 1.77 .132

Explained 182.39 8 22.80 4.56 .000
Residual 5203.51 1041 5.00
Total 5385.91 1049 5.13

* p::;; .05
** p s .01

The analysis revealed no significant difference among students grouped by age

level. As reported previously, there were significant differences in STUDT satisfaction

among Curricular Groups. There was no significant interaction effect for Curricular Group

and age level.
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Support Services by Contextual Field Variables

Analysis of Variance was used to test whether or not there were significant

differences among student scores on the DASS subscale Support Services (SERV), when

students were grouped by Curricular Group and each of the contextual field variables.

Data for Curricular Group by class length is presented in Table 59.

TABLE 59
The Results of the ANOVA and Scheffe for the DASS Variable Support Services:

Curricular Group by Class Length

Cell Means of the DASS Variable Support Services: Curricular Group by Class Length

VARIABLE ARTS PERS PROF

Short < 4 Wks 24.5 23.4 23.4 23.8
Long ~4 Wks 24.2 23.2 23.5 23.8

24.3 23.3 23.4 23.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 252.57 3 84.19 5.67 .001
CURGRP 252.57 2 126.29 8.51 .000**
LENGTH 12.88 1 12.88 .87 .352

2-way Interactions
CURGRP x LENGTH 6.33 2 3.16 .21 .808

Explained 258.90 5 51.78 3.49 .004
Residual 16748.90 1128 14.85
Total 17007.80 1133 15.01

* p s .05
** P s m

There were significant differences in SERV satisfaction among Curricular Groups.

The Scheffe test indicated that the ARTS Curricular Group differed significantly from the

127



PERS group and the PROF group on SERV satisfaction. An examination of means for the

groups revealed that the ARTS group had significantly higher satisfaction scores than the

other groups. Note: this finding applies to the Main Effect of Curricular Group by SERV

satisfaction for all ANOVAS in this section. There was no significant difference in

satisfaction between long and short classes and no significant interaction effect of

Curricular Group and class length.

Data for Curricular Group by class size is presented in Table 60.

TABLE 60
The Results of the ANOVA and Scheffe for the DASS Variable Support Services:

Curricular Group by Class Size

Cell Means of the DASS Variable Support Services: Curricular Group by Class Size

VARIABLE ARTS PERS PROF

SmaIl s 15 24.7 22.9 24.1 24.0
Large> 15 24.2 23.5 23.2 23.7

24.3 23.3 23.4 23.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 195.84 3 65.28 13.17 .000
CURGRP 171.71 2 85.85 17.32 .000**
SIZE 18.34 1 18.34 3.70 .055

2-way Interactions
CURGRP x SIZE 29Jl9 2 14.55 2.93 .054

Explained 224.93 5 44.99 9.07 .ooo
Residual 5592.54 Il28 4.96
Total 5817.47 1133 5.14

* p ~ .05
** p ~ .01

There was no significant difference between the SERV satisfaction scores of small

and large classes, and no significant interaction effect for Curricular Group and class size.
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As reported previously, there were significant differences in SERV satisfaction among

Curricular Groups.

Data for Curricular Group by Teacher Gender is presented in Table 61.

TABLE 61
The Results of the ANOVA and Scheffe for the DASS Variable Support Services:

Curricular Group by Teacher Gender

Cell Means of the DASS Variable Support Services: Curricular Group by Teacher Gender

VARIABLE ARTS PERS PROF

TMaie 24.2 23.3 23.9 23.9
TFemale 24.5 23.4 22.9 23.6

24.3 23.3 23.4 23.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 241.66 3 80.55 5.44 .001
CURGRP 226.72 2 1I3.36 7.66 .000**
TGENDER 1.97 I 1.97 .13 .716

2-way Interactions
CURGRP x T GENDER 66.67 2 33.33 2.25 .106

Explained 308.33 5 61.67 4.17 .001
Residual 16699.47 1128 14.80
Total 17007.80 1133 15.01

* p:::; .05
** p::; .01

There was no significant difference between the SERV satisfaction scores of classes

taught by male teachers and classes taught by female teachers. As reported previously,

there were significant differences in SERV satisfaction among Curricular Groups. There

was no significant interaction effect of Curricular Group and teacher gender.

Data for Curricular Group by teacher experience is presented in Table 62.
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TABLE 62
The Results of the ANOVA and Scheffe for the DASS Variable Support Services:

Curricular Group by Teacher Experience

Cell Me,UlS of the DASS Variable Support Services: Curricular Group by Teacher Experience

VARIABLE ARTS PERS PROF

Low: < 7 24.3 23.3 23.0 23.8
Med: 7 to < 15 24.2 22.9 23.7 23.5
High: ;::: 15 yrs 24.4 23.8 23.5 24.0

24.3 23.3 23.4 23.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 273.28 4 68.32 4.61 .001
CURGRP 232.88 2 116.44 7.85 .000**
T EXPERIENCE 33.58 2 16.79 1.13 .323

2-way Interactions
CURGRP x T EXPERIENCE 45.25 4 11.31 .76 .550

Explained 318.52 8 39.82 2.68 .006
Residual 16689.27 1125 14.84
Total 17007.80 1133 15.01

* P s .05
** p ~ .oI

As reported previously, there were significant differences in SERV satisfaction

among Curricular Groups. There was no significant difference in SERV satisfaction

among students grouped by teacher experience, and no significant interaction effect.

Support Services by Student Characteristic Variables

Analysis of Variance was used to test whether or not there were significant

differences among student scores on the DASS subscale Support Services (SERV), when

students were grouped by Curricular Group and each of the student characteristic variables.

Data for Curricular Group by student gender is presented in Table 63.
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TABLE 63
The Results of the ANOVA and Scheffe for the DASS Variable Support Services:

Curricular Group by Student Gender

Cell Means of the DASS Variable Support Services: Curricular Group by Student Gender

VARIABLE ARTS PERS PROF

Male 23.7 23.4 23.2 23.4

Female 24.7 23.3 23.7 24.0

24.3 23.3 23.4 23.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 316.17 3 105.39 7.15 .000
CURGRP 226.18 2 113.09 7.67 .000**
GENDER 69.08 I 69.08 4.68 .031*

2-way Interactions
CURGRP x GENDER 64.23 2 32.12 2.18 .114

Explained 380.41 5 76.08 5.16 .000
Residual 16574.72 1124 14.75
Total 16955.12 1129 15.02

* p s .05
** P s .01

The Analysis of Variance revealed a significant difference between the SERV

satisfaction scores of males and females. An examination of the means indicated that

female students had higher satisfaction scores than male students. As reported previously,

there were significant differences in SERV satisfaction among Curricular Groups. There

was no significant interaction effect for Curricular Group and student gender.
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Data for Curricular Group by student ethnicity is presented in Table 64.

TABLE 64
The Results of the ANOVA and Scheffe for the DASS Variable Support Services:

Curricular Group by Student Ethnicity

Cell Means of the DASS Variable Support Services: Curricular Group by Student Ethnicity

VARIABLE ARTS PERS PROF

ETHNICITY
Asian 24.2 23.3 23.4 23.7
White 24.4 23.7 23.1 23.9
Other 24.6 22.8 24.2 23.9

24.31 23.3 23.4 23.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Main Effects 248.22 4 62.06 4.20 .002
CURGRP 234.04 2 117.02 7.93 .000**
ETHNICITY 18.82 2 9041 .64 .529

2-way Interactions
CURGRP x ETHNICITY 58.34 4 14.58 .99 0413

Explained 306.56 8 38.32 2.60 .008
Residual 16523.24 1119 14.77
Total 16829.80 1127 14.93

* p s .05
** P s .o1

The Analysis of Variance revealed no significant difference among the SERV

satisfaction scores of ethnic groups. As reported previously, there were significant

differences in SERV satisfaction among Curricular Groups. There was no significant

interaction effect for Curricular Group and student ethnicity.
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Data for Curricular Group by student education is presented in Table 65

TABLE 65
The Results of the ANOVA and Scheffe for the DASS Variable Support Services:

Curricular Group by Student Education

Cell Meansof the DASS Variable SupportServices: Curricular Group by Student Education

VARIABLE ARTS PERS PROF

EDUCATION
High School + 24.6 24.0 23.5 24.1

College Degree+ 24.5 23.0 23.3 23.7

GraduateDegree+ 23.6 23.2 23.4 23.4

24.31 23.4 23.4 23.8

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

MainEffects 323.91 4 80.98 5.50 .OOIl
CURGRP 234.47 2 117.24 7.96 .000**
EDUCATION 89.66 2 44.83 3.05 .048*

2-way Interactions
CURGRP x EDUCATION 66.32 4 16.58 1.13 .343

Explained 390.23 8 48.78 3.31 .1l0 I
Residual 16476.26 1119 14.72
Total 16866.50 1127 14.97

* p s .05
** p s .01

The analysis revealed a significant difference among students grouped by education

level. The results of the Scheffe test and examination of the means indicated that students

with less than a College degree had significantly higher satisfaction scores than students

with a graduate degree or more of education. As reported previously, there were
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significant differences in SERV satisfaction among Curricular Groups. There was no

significant interaction effect for Curricular Group and education level.

Data for Curricular Group by student age is presented in Table 66.

TABLE 66
The Results of the ANOVA and Scheffe for the DASS Variable Support Services:

Curricular Group by Student Age

Cell Means of the DASS Variable Support Services: Curricular Group by Student Age

VARIABLE ARTS PERS PROF

Younger: ~ 30 24.3 22.6 23.5 23.4
Middle: 31 - 39 23.8 22.4 23.2 23.2

Older: ::::40 24.5 24.2 23.6 24.2

24.3 23.4 23.4 23.8

SOURCE OF VARIATION

Main Effects
CURGRP
AGE

2-way Interactions
CURGRP x AGE

Explained
Residual
Total

SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

394.84 4 98.71 6.82 .OOl)
162.52 2 81.26 5.61 .004**
203.54 2 101.77 7.03 .001**

96.68 4 24.17 1.67 .155

491.52 8 61.44 4.24 .000
15071.22 1041 14.48
15562.74 1049 14.836

The analysis revealed a significant difference among students grouped by age level.

The Scheffe test and subsequent examination of means revealed that students 40 years and

older were more satisfied with SERV than students in younger age groups. As reported

previously, there were significant differences in SERV satisfaction among Curricular

Groups. There was no significant interaction effect for Curricular Group and age level.
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Physical Facilities by Contextual Field Variables

Analysis of Variance was used to test whether or not there were significant

differences among student scores on the DASS subscale Physical Facilities (PHYS), when

students were grouped by Curricular Group and each of the contextual field variables.

Data for Curricular Group by class length is presented in Table 67.

TABLE 67
The Results of the ANOVA and Scheffe for the DASS Variable Physical Facilities:

Curricular Group by Class Length

Cell Means of the DASS Variable Physical Facilities: Curricular Group by Class Length

VARIABLE ARTS PERS PROF

Short < 4 Wks 30.7 28.7 29.4 29.5

Long ~ 4 Wks 29.7 28.7 27.6 29.1

30.1 28.7 28.9 29.3

SOURCE OF VARIAnON SUM OF MEAN SIGNIF

SQUARES DF SQUARE F OFF

Main Effects 641.74 3 213.91 6.44 .000
CURGRP 592.24 2 296.12 8.92 .ooo-«
LENGTH 151.59 1 151.59 4.57 .033*

2-way Interactions
CURGRP x LENGTH 128.07 2 64.03 1.93 .146

Explained 769.81 5 153.96 4.64 .OOll
Residual 37450.16 Il28 33.20
Total 38219.98 Il33 33.73

* p:S; .05
** p s .01

There were significant differences in PHYS satisfaction among Curricular Groups

and between short and long classes. The Scheffe test indicated that the ARTS Curricular
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Group differed significantlyfrom the PERS group and the PROF group on PHYS

satisfaction. An examination of means for the groups revealed that the ARTS group had

higher satisfaction scores than the otherCurricularGroups. Note: this finding applies to

the Main Effectof CurricularGroup by PHYS satisfaction for all ANDVAS in this section.

The means also indicated that students enrolled in short classes had significantly higher

scores than students enrolled in longclasses. There was no significantinteraction effect for

Curricular Group and class length.

Data for CurricularGroup by class size is presented in Table 68.

TABLE 68
The Resultsof the ANDVA and Scheffefor the DASS VariablePhysical Facilities:

Curricular Group by Class Size

Cell Means of the DASS Variable Physical Facilities: Curricular Group by Class Size

VARIABLE ARTS PERS PROF

Small ~ 15 30.5 28.4 30.5 29.8
Large> 15 29.9 28.8 28.3 29.1

30.1 28.7 28.9 29.3

SOURCE OF VARIAnON SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 575.12 3 191.71 5.77 .001
CURGRP 469.76 2 234.88 7.07 .001**
SIZE 84.97 I 84.97 " .. .1I0,(.•:HJ

2-way Interactions
CURGRP x SIZE 193.58 2 96.79 2.92 .055

Explained 768.69 5 153.74 4.63 .000
Residual 37451.28 1128 33.20
Total 38219.98 1133 33.73

* p s .05
** P ~ JlI
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There was no significant difference between the PHYS satisfaction scores of small

and large classes, and no significant interaction effect for Curricular Group and class size.

As reported previously, there were significant differences in PHYS satisfaction among

Curricular Groups.

Data for Curricular Group by Teacher Gender is presented in Table 69.

TABLE 69
The Results of the ANOVA and Scheffe for the DASS Variable Physical Facilities:

Curricular Group by Teacher Gender

Cell Means of the DASS Variable Physical Facilities: Curricular Group by Teacher Gender

VARIABLE ARTS PERS PROF

TMale 30.4 29.0 29.9 29.9

TFemale 29.5 28.3 27.9 28.6

30.1 28.7 28.9 29.3

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES OF SQUARE F OF F

Main Effects 815.94 3 27I.9H H.22 .00ll
CURGRP 362.96 2 181.48 5.48 .004**

TGENDER 325.79 1 325.79 9.84 .llO2**

2-way Interactions
CURGRP x T GENDER 74.27 2 37.14 I.I2 .326

Explained 890.21 5 178.04 5.38 .00ll
Residual 37329.77 1128 33.09
Total 38219.98 1133 33.73

* p ~ .05
** p ~ .01

There was a significant difference between the PHYS satisfaction scores of classes

taught by male teachers, and classes taught by female teachers. An examination of means
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revealed that students taught by males had significantly higher PHYS satisfaction scores

than students taught by females. There was no significant interaction effect for Curricular

Group and teacher gender. As reported previously, there were significant differences in

PHYS satisfaction among Curricular Groups.

Data for Curricular Group by teacher experience is presented in Table 70.

TABLE 70
The Results of the ANOVA and Scheffe for the DASS Variable Physical Facilities:

Curricular Group by Teacher Experience

Cell Means of the DASS Variable Physical Facilities: Curricular Group by Teacher Experience

VARIABLE ARTS PERS PROF

Low: < 7 31.0 28.2 30.6 30.0

Med: 7to < 15 30.2 28.4 29.3 29.2

High: ~ 15 yrs 28.8 29.5 27.9 28.7

30.1 28.7 28.9 29.3

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 772.05 4 193.01 5.90 .000
CURGRP 427.29 2 213.64 6.53 .002**
T EXPERIENCE 281.90 2 140.95 4.31 .014*

2-way Interactions
CURGRP x T EXPERIENCE 658.81 4 164.70 5.04 .001*

Explained 1430.85 8 178.86 5.47 .000
Residual 36789.12 1125 32.70
Total 38219.98 1133 33.73

* p::; .05
** p ::; .01
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There were significant differences in PHYS satisfaction among students grouped by

teacher experience. The Scheffe test and subsequent examination of means indicated that

there were significantly higher satisfaction scores in classes taught by teachers with low

experience, than in classes taught by teachers with high experience. As reported

previously, there were significant differences in PHYS satisfaction among Curricular

Groups. There was also a significant interaction effect of Curricular Group and teacher

experience as illustrated in Figure 21.
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FlGURE 21. Cell Means of the DASS Variable Physical Facilities:
Curricular Group by Teacher Experience

For the PERS group, the greater the teaching experience, the higher the PHYS

satisfaction scores. However, the inverse was true for the ARTS and PROF groups. For

these groups, the lower the teaching experience, the higher the PHYS satisfaction scores.
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Physical Facilities by Student Characteristic Variables

Analysis of Variance was used to test whether or not there were significant

differences among student scores on the DASS subscale Physical Facilities (pHYS), when

students were grouped by Curricular Group and each of the student characteristic variables.

Data for Curricular Group by student gender is presented in Table 71 .

TABLE 71
The Results of the ANOVA and Scheffe for the DASS Variable Physical Facilities:

Curricular Group by Student Gender

Cell Means of the DASS VariablePhysical Facilities: CurricularGroupby StudentGender

VARIABLE

Male
Female

ARTS

29.8
30.3

30.1

PERS

29.2
28.2

28.7

PROF

28.9
28.9

28.9

29.3
29.3

29.3

5.08 .002
7.62 .001**
.19 .668

1.81 .165

3.77 .002

SOURCEOF VARIATION

Main Effects
CURGRP
GENDER

2-wayInteractions
CURGRP x GENDER

Explained
Residual
Total

* p s .05
** p:5 .01

SUM OF MEAN
SQUARES DF SQUARE

507.93 3 169.31
507.24 2 253.62

6.14 I 6.14

120.24 2 60.12

628.16 5 125.63
37432.33 1124 33.30
38060.49 1129 33.71
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The Analysis of Variance revealed no significant difference between the PHYS

satisfaction scores of males and females. As reported previously, there were significant

differences in PHYS satisfaction among Curricular Groups. There was no significant

interaction effect for Curricular Group and student gender.

Data for Curricular Group by student ethnicity is presented in Table 72.

TABLE 72
The Results of the ANOVA and Scheffe for the DASS Variable Physical Facilities:

Curricular Group by Student Ethnicity

Cell Means of the DASS Variable Physical Facilities: Curricular Group by Student Ethnicity

VARIABLE ARTS PERS PROF

ETHNICITY
Asian 30.4 28.7 29.3 29.6
White 29.5 28.5 27.2 28.7
Other 30.0 28.9 30.0 29.7

30.1 28.7 28.9 29.3

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Main Effects 668.60 4 167.15 5.01 .001
CURGRP 481.05 2 240.52 7.22 .001**
ETHNICITY 178.99 2 89.49 2.69 '()69

2-way Interactions
CURGRP x ETHNIClTY 145.01 4 36.25 1.l}9 .361

Explained 813.61 8 101.70 3.05 .002
Residual 37300.26 1119 33.33
Total 38113.87 1127 33.82

* p s .05
** p s .01
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The Analysis of Variance revealed no significant differences in the PHYS

satisfaction scores among ethnic groups. As reported previously, there were significant

differences in PHYS satisfaction among Curricular Groups. There was no significant

interaction effect for Curricular Group and student ethnicity.

Data for Curricular Group by student education is presented in Table 73

TABLE 73
The Results of the ANOVA and Scheffe for the DASS Variable Physical Facilities:

Curricular Group by Student Education

Cell Means of the DASS Variable Physical Facilities: Curricular Group by Student Education

VARIABLE ARTS PERS PROF

EDUCATION
High School + 30.2 30.2 30.4 30.3
College Degree + 30.3 28.0 28.4 29.1
GraduateDegree+ 29.5 27.9 27.7 28.5

30.1 28.7 28.9 29.3

SOURCEOF VARIATION SUM OF MEAN
SQUARES DF SQUARE

MainEffects 1036.35 4 259.09
CURGRP 500.44 2 250.22
EDUCATION 540.92 2 270.46

2-wayInteractions
CURGRP x EDUCATION 255.47 4 63.87

Explained 1291.81 8 161.48
Residual 36883.71 1119 32.96
Total 38175.52 1127 33.87

SIGNIF
F OF F

7.86 .000
7.59 .00I**
8.21 .000**

1.94 .102

4.90 .000

* p:;; .05
** p:;; .01
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The analysis revealed a significant difference among students grouped by education

level. The results of the Scheffe test and examination of the means indicated that students

with less than a college degree had significantly higher PHYS satisfaction scores than

students in groups with a college degree or more or education. As reported previously,

there were significant differences in PHYS satisfaction among Curricular Groups. There

was no significant interaction effect for Curricular Group and education level.

Data for Curricular Group by student age is presented in Table 74.

TABLE 74
The Results of the ANOVA and Scheffe for the DASS Variable Physical Facilities:

Curricular Group by Student Age

Cell Means of the DASS Variable Physical Facilities: Curricular Group by Student Age

VARIABLE ARTS PERS PROF

Younger: s 30 30.9 28.4 29.5 29.5
Middle: 31 - 39 30.1 27.3 28.0 28.7
Older: ~40 29.6 29.4 28.7 29.4

30.0 28.7 28.7 29.2

SOURCE OF VARIATION

Main Effects
CURGRP
AGE

2-way Interactions
CURGRP x AGE

Explained
Residual
Total

SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

540.63 4 135.16 4.07 .003
418.55 2 209.27 6.31 .002**
136.22 2 68.11 2.05 .129

323.67 4 80.92 2.44 .045*

864.30 8 108.04 3.26 .001
34540.46 1041 33.18
35404.76 1049 33.75

* p::;; .05
** p s .01
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The analysis revealed no significant differences among students grouped by age

level. As reported previously, there were significant differences in PHYS satisfaction

among Curricular Groups. There was a significant interaction effect for Curricular Group

and age level as illustrated in Figure 22.
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FIGURE 22. Cell Means of the DASS Variable Physical Facilities:
Curricular Group by Student Age

Students 40 years or older in the PERS group had the highest PHYS satisfaction

scores, while ARTS students in the same age group had the lowest satisfaction scores, and

PROF students in the same age group had lower satisfaction scores than PROF students 30

years or younger and higher scores than PROF students 31-39 years of age.

Summary of Findings for Hypothesis 2

A summary of the mean scores from the ANOV A and Scheffe for each of the

subscales of the DASS by Curricular Group, is presented in Table 75.
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TABLE 75
A Summary of the Mean Scores from the ANOVA and Scheffe for Each of the Subscales

of the Dimensions of Adult Student Satisfaction by Curricular Group

CURRICULAR ARTS PERS PROF
GROUP N=475 N=408 N=251

DIMENSIONS OF ADULT STUDENT SATISFACTION (DASS):

I IProgram Quality 48.1 46.2 46.7

Staff Relations 39.7 I I 38.4 39.2

Student Relations 12.3 I I 11.4 11.5

Support Services 24.3 I I 23.4 23.4

I IPhysical Facilities 30.1 28.7 28.9

Boxed values indicate groups that were significantly different at the p ~ .05 level.

The results of the analysis indicated that there were significant differences among

Curricular Groups on all five of the subscales of the Dimensions of Adult Student

Satisfaction (DASS). The Scheffe test and subsequent examination of means revealed that

with the exception of the Staff Relations dimension, the ARTS group had significantly

higher satisfaction scores than both the PERS and PROF groups. For the Staff Relations

subscale, the ARTS group had significantly higher satisfaction scores that the PERS group.

Given these results, the null sub-hypothesis relative to the finding of no significant

difference in satisfaction scores among Curricular Groups was rejected.

A summary of the mean scores from the ANOV A and Scheffe for contextual field

and student characteristic variables, by each of the subscales of the DASS, is presented in

Table 76.
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TABLE 76
A Summary of the Mean Scores from the ANOVA and Scheffe for Each of the Subscales
of the Dimensions of Adult Student Satisfaction by Contextual Field Variables and Student

Characteristic Variables

DIMENSIONS OF ADULT STUDENT SATISFACTION (DASS):

VARIABLE PROG STAFF SlUDT SERV PHYS

Class Length:

Short < 4 Wks
Long ~ 4 Wks

Class Size:
Small s 15
Large> 15

Teacher Gender:
TMale
TFemale

Teacher Experience:

Low: < 7

Med: 7 to < 15
High: ~ 15 yrs

Student Gender:

Male

Female

Student Ethnicity:
Asian
White
Other

~
~

47.3
47.0

47.0
47.3

47.1

46.2
47.6

46.9

47.2

46.8
47.6
47.3

39.3
39.0

39.6
39.0

39.1
39.2

39.2

38.9
39.2

38.9

39.3

39.0
39.4
39.2

CJ1IJ
~

12.0
11.7

11.8
11.8

11.9

11.6
11.9

1l.8
11.8

1l.8
11.7
11.9

23.8
23.8

24.0
23.7

23.9
23.6

23.8

23.5
24.0

~
~

23.7
23.9
23.9

29.5
29.1

29.8
29.1

29.9
28.6

30.0

29.2
28.7

29.3

29.3

29.5
28.7
29.7

Student Education:

High School +
College Degree +
Graduate Degree+

47.8 'I
47.1

46.2 II
39.9 I I
39.1

38.1 I I
12.1 I [ 24.2
1l.8 23.7

1l.4 II 23.4

30.3

29.1

28.5

Student Age:

Younger: s 30
Middle: 31 - 39

Older: ~ 40

46.6
47.1

47.4

39.3
38.8

39.3

11.7
11.8

11.8

23.4
23.2

24.3

29.5
28.7

29.4

Boxed values indicate groups that were significantly different at the p :::; .05 level.
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The results of the analysis indicated that there were significant differences between

the PROG and STUDT satisfaction scores of students grouped by class length. An

examination of the means revealed that for these groups, students in long classes (~ 4

weeks), had significantly higher satisfaction scores than students in short classes « 4

weeks). Therefore, the null sub-hypotheses relative to the finding of no significant

differences between short and long classes for the DASS subscales PROG and STUDT

was rejected.

The results of the analysis also indicated that there were significant differences

among the PROG and PHYS satisfaction scores of students grouped by Teacher

Experience. The Scheffe test and contrast of means revealed that in terms of PROG

satisfaction, students taught by teachers with high experience (15 or more years), had

significantly higher PROG satisfaction than those taught by teachers with medium

experience (7 to < 15 years). In terms of PHYS satisfaction, students taught by teachers

with low experience (less than 7 years), had significantly higher satisfaction scores than

those taught by teachers with high experience. Therefore, the null sub-hypotheses relative

to the finding of no significant differences in PROG and PHYS satisfaction among students

grouped by teacher experience, was rejected.

There was also a significant difference among the SERV satisfaction scores of

students grouped by student gender. An examination of the means revealed that female

students had significantly higher SERV scores than male students. Therefore, the null sub

hypothesis relative to the finding of no significant difference in SERV satisfaction between

male and female students, was rejected.

Significant differences among students grouped by education level occurred relative

to all dimensions of the DASS. The Scheffe test and contrast of means revealed that in

terms of PROG, STAFF, STUDT, and SERV satisfaction, students with less than a

college degree were more satisfied than students with a graduate degree or more of
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education. In tenus of PHYS satisfaction, students with less than a college degree were

more satisfied than students with a college degree or more of education. Given these

findings, the null sub-hypotheses relative to no significant difference in PROG, STAFF,

STUDT, SERV, and PHYS satisfaction among students grouped by education level, was

rejected.

There was also a significant difference among the SERV satisfaction scores of

students grouped by student age. The Scheffe test and contrast of means revealed that

students 40 years and older had significantly higher SERV scores than students in younger

age groups. Therefore, the null sub-hypothesis relative to the finding of no significant

difference in SERV satisfaction among students grouped by age level, was rejected.

The analysis found no significant differences in DASS satisfaction scores among

students grouped by class size and student ethnicity. There were no significant differences

among students grouped by teacher gender on each of the five DASS subscales. However,

in terms of STAFF satisfaction, when teacher gender was taken in combination with

Curricular Group, there was a significant interaction effect. Significant interaction effects

were also found for Curricular Group and Teacher Experience on PROG satisfaction,

STUDT satisfaction and PHYS satisfaction; as well as for Curricular Group and class

length on STUDT satisfaction, and Curricular Group and student age on PHYS

satisfaction.
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Hypothesis 3

Hypothesis 3 stated that there would be no significant differences among scores on

each of the five subscales of the Dimensions of Adult Student Satisfaction (DASS), when

students were grouped by Curricular Group and by high/low scores on each of the seven

subscales of the Adult Classroom Environment Scale (ACES); when controlling for the

effects of selected student characteristic and contextual field variables.

For Hypothesis 3, the subjects were divided by curricular group (PROF, PERS,

ARTS) and by high/low score levels on each of the ACES subscales. Analysis of

Covariance (ANCOVA) was used to assess and control for the effects of selected student

characteristic variables and contextual field variables on the dependent criterion measure of

satisfaction. Covariates used in the analysis included: student gender, student age, student

education level, class size, class length, teacher experience and teacher gender. Sets of

ANCOVAS were done for each of the ACES subscales to evaluate the hypothesis under

each of the dimensions of the DASS. The seven ACES subscales included: Involvement

(INVL), Affiliation (AFFL), Teacher Support (SUP), Task Orientation (TASK), Personal

Goal Attainment (PGOAL), Organization and Clarity (ORG), and Student Influence

(INFL). Covariates were taken in combination and tested to determine whether or not they

significantly contributed to the adjustment of the dependent variable (DASS) at the p ~ .05

level of significance. Main effects and interaction effects of the independent variables,

Curricular Group and high/low ACES subscale, were tested at the p ~ .05 level of

significance.

Program Ouality by Curricular Group and Involvement

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Program Quality (PROG), when

students were grouped by Curricular Group and by high/low scores on the ACES

Involvement subscale,
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Cell Means from the Analysis of Variance for Curricular Group by Involvement are

presented in Table 77. Boxed values depict where significant differences occurred at or

beyond the p =.05 level among the several means. Note: this same system was utilized

for Hypothesis 2 tables and is utilized for all Hypothesis 3 tables.

TABLE 77
Cell Means Showing the Results of the ANOV A and Scheffe Test for the

DASS Variable Program Quality: Curricular Group by Involvement

VARIABLE

LOWINVL

HIGHINVL

ARTS

45.9
50.0

48.1

PERS

44.0
48.0

46.2

PROF

45.1
48.2

46.7

45.1
48.9

47.1

There were significant differences in PROG satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher PROG satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

Involvement (lNVL) subscale. An examination of means revealed that students with high

INVL had higher satisfaction scores than students with low INVL. There was no

significant interaction effect for Curricular Group and INVL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 7l'.
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TABLE 78
The Results of the ANCOVA for the DASS Variable Program Quality: Curricular Group

by Involvement, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 839.58 7 119.94 3.19 .002
Student Gender 0.90 I 0.90 0.02 .877
Student Age 191.90 1 191.90 5.11 .024*
Educ Level 315.63 1 315.63 8.40 .004**
Size 44.23 1 44.23 1.18 .278
Length 335.09 1 335.09 8.92 .003**
T Experience 48.69 I 48.69 1.30 .255
TGender 0.05 I 0.05 D.OO .971

Main Effects 4539.95 3 1513.32 40.29 .000

CURGRP 598.54 2 299.27 7.97 .000**

INVL 4023.13 1 4023.13 107.11 .000**

2-way Interactions

CURGRP x INVL 95.02 2 47.51 1.27 .283

Explained 5474.54 12 456.21 12.15 .000

Residual 38498.16 1025 37.56

Total 43972.70 1037 42.40

* p s .05
** p s .01

Taken in combination, three of the covariates contributed significantly to the

adjustment of the dependent variable. The results indicated that there were significant

differences in PROG satisfaction among Curricular Groups and between groups with low

and high scores on INVL, even when the effects of the significant covariates of student

age, education level, and class length were controlled or partialed out by the covariance

analysis. As in the ANOVA, there was no significant interaction effect for Curricular

Group and INVL.
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Program Quality by Curricular Group and Affiliation

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Program Quality (PRQG), when

students were grouped by Curricular Group and by high/low scores on the ACES

Affiliation subscale.

Cell Means from the Analysis of Variance for Curricular Group by Affiliation are

presented in Table 79.

TABLE 79
Cell Means Showing the Results of the ANQVA and Scheffe Test for the

DASS Variable Program Quality: Curricular Group by Affiliation

VARIABLE

LOW AFFL
HIGH AFFL

ARTS

45.4

50.2

48.1

PERS

44.1

48.9

46.2

PROF

45.0

48.9

46.7

44.8

49.5

47.1

As discussed previously, there were significant differences in PROG satisfaction

among Curricular Groups, and the Scheffe test and contrast of means indicated that the

ARTS Curricular Group had significantly higher PRQG satisfaction than the PERS and the

PRQF groups.

There was a significant difference between low and high scores on the ACES

Affiliation (AFFL) subscale. An examination of means revealed that students with high

AFFL had higher satisfaction scores than students with low AFFL. There was no

significant interaction effect for Curricular Group and AFFL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table XO.
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TABLE 80
The Results of the ANCOVA for the DASS Variable Program Quality: Curricular Group

by Affiliation, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 839.58 7 119.94 3.25 .002
Student Gender 0.90 I 0.90 0.03 .876
Student Age 191.90 1 191.90 5.20 .023*
Educ Level 315.63 1 315.63 8.56 .004**
Size 44.23 1 44.23 1.20 .274
Length 335.09 1 335.09 9.09 .003**
T Experience 48.69 1 48.69 1.32 .251
TGender 0.05 1 0.05 0.00 .970

Main Effects 5327.50 3 1775.83 48.16 .000

CURGRP 264.61 2 132.31 3.59 .028*

AFFL 4810.68 1 4810.68 130.45 .000**

2-way Interactions

CURGRP x AFFL 7.03 2 3.51 0.10 .909

Explained 6174.10 12 514.51 13.95 .000

Residual 37798.60 1025 36.88

Total 43972.70 1037 42.40

* p ~ .05
** P ~ .01

The results indicated that there were significant differences in PROG satisfaction

among Curricular Groups and between groups with low and high scores on AFFL, even

when the effects of the significant covariates of student age, education level, and class

length were controlled by the covariance analysis. As in the ANOVA, there was no

significant interaction effect for Curricular Group and AFFL.
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Program Ouality by Curricular Group and Teacher Support

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Program Quality (PROG), when

students were grouped by Curricular Group and by high/low scores on the ACES Teacher

Support subscale.

Cell Means from the Analysis of Variance for Curricular Group by Teacher Support

are presented in Table Sl ,

TABLES1
Cell Means Showing the Results of the ANOVA and Scheffe Test for the
DASS Variable Program Quality: Curricular Group by Teacher Support

VARIABLE

LOW SUP
HIGH SUP

ARTS

43.5
50.6

48.1

PERS

42.4
49.3

46.2

PROF

43.2
49.5

46.7

43.0
49.9

47.1

As discussed previously, there were significant differences in PROG satisfaction

among Curricular Groups, and the Scheffe test and contrast of means indicated that the

ARTS Curricular Group had significantly higher PROG satisfaction than the PERS and the

PROF groups.

There was a significant difference between low and high scores on the ACES

Teacher Support (SUP) subscale. An examination of means revealed that students with

high SUP had higher satisfaction scores than students with low SUP. There was no

significant interaction effect for Curricular Group and SUP.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 82.
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TABLE 82
The Results of the ANCOVA for the DASS Variable Program Quality: Curricular Group
by Teacher Support, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 839.58 7 119.94 3.98 .000
Student Gender 0.90 1 0.90 0.03 .862
Student Age 191.90 1 191.90 6.37 .012*
Educ Level 315.63 I 315.63 10.48 .001**
Size 44.23 I 44.23 1.47 .226
Length 335.09 1 335.09 11.13 .001**
T Experience 48.69 1 48.69 1.62 .204
TGender 0.05 1 0.05 0.00 .967

Main Effects 12218.39 3 4072.80 135.28 .000

CURGRP 230.22 2 115.II 3.82 .022*
SUP 11701.57 I 11701.57 388.69 JlOO**

2-way Interactions

CURGRP x SUP 56.57 2 28.2LJ 0.94 .391

Explained 13114.54 12 1092.88 36.30 .000

Residual 30858.16 1025 30.11

Total 43972.70 1037 42.40

* p S; .05
** p S; .01

The results indicated that there were significant differences in PROG satisfaction

among Curricular Groups and between groups with low and high scores on SUP, even

when the effects of the significant covariates of student age, education level, and class

length were controlled by the covariance analysis. As in the ANOVA, there was no

significant interaction effect for Curricular Group and SUP.
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Program Ouality by Curricular Group and Task Orientation

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Program Quality (PROG), when

students were grouped by Curricular Group and by high/low scores on the ACES Task

Orientation (TASK) subscale.

Cell Means from the Analysis of Valiance for Curricular Group by TASK are

presented in Table 83.

TABLE 83
Cell Means Showing the Results of the ANOV A and Scheffe Test for the

DASS Variable Program Quality: Curricular Group by Task

VARIABLE

LOW TASK

HIGH TASK

ARTS

45.7

49.0

48.1

PERS

44.3

47.5

46.2

PROF

45.0

47.R

46.7

45.0

48.2

47.1

As discussed previously, there were significant differences in PROG satisfaction

among Curricular Groups, and the Scheffe test and contrast of means indicated that the

ARTS Curricular Group had significantly higher PROG satisfaction than the PERS and the

PROF groups.

There was a significant difference between low and high scores on the ACES

TASK subscale. An examination of means revealed that students with high TASK had

higher satisfaction scores than students with low TASK. There was no significant

interaction effect for Curricular Group and TASK.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 84.
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TABLE 84
The Results of the ANCOVA for the DASS Variable Program Quality: Curricular Group

by Task, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 839.58 7 119.94 3.04 .004
Student Gender 0.90 1 0.90 0.02 .880
Student Age 191.90 1 191.90 4.86 J)28*

Educ Level 315.63 1 315.63 8.00 .005**
Size 44.23 1 44.23 1.12 .290
Length 335.09 1 335.09 8.49 J)04**
T Experience 48.69 1 48.69 1.23 .267
TGender 0.05 1 0.05 0.00 .971

Main Effects 2692.38 3 897.46 22.75 .000

CURGRP 331.77 2 165.89 4.21 .015*

TASK 2175.56 I 2175.56 55.14 .000**

2-way Interactions

CURGRP x TASK 1.06 2 0.53 O.oI .987

Explained 3533.01 12 294.42 7.46 .000

Residual 40439.69 1025 39.45

Total 43972.70 1037 42.40

* p ~ .05
** p ~ .01

The results indicated that there were significant differences in PROG satisfaction

among Curricular Groups and between groups with low and high scores on TASK, even

when the effects of the significant covariates of student age, education level, and class

length were controlled by the covariance analysis. As in the ANOVA, there was no

significant interaction effect for Curricular Group and TASK.
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Program Ouality by Curricular Group and Personal Goal Attainment

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Program Quality (PROG), when

students were grouped by Curricular Group and by high/low scores on the ACES Personal

Goal Attainment (PGOAL) subscale.

Cell Means from the Analysis of Variance for Curricular Group by PGOAL are

presented in Table 85.

TABLE 85
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Program Quality: Curricular Group by PGOAL

VARIABLE

LOWPGOAL

HIGH PGOAL

ARTS

44.4

50.3

48.1

PERS

42.9

49.5

46.2

PROF

44.7

49.4

46.7

43.9

49.8

47.1

As discussed previously, there were significant differences in PROG satisfaction

among Curricular Groups, and the Scheffe test and contrast of means indicated that the

ARTS Curricular Group had significantly higher PROG satisfaction than the PERS and the

PROF groups.

There was a significant difference between low and high scores on the ACES

PGOAL subscale. An examination of means revealed that students with high PGOAL had

higher satisfaction scores than students with low PGOAL. There was no significant

interaction effect for Curricular Group and PGOAL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 86.
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TABLE 86
The Results of the ANCOV A for the DASS Variable Program Quality: Curricular Group

by PGOAL, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIAnON SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 839.58 7 119.94 3.60 .001
Student Gender 0.90 I 0.90 0.03 .869
Student Age 191.90 I 191.90 5.76 .017*
Educ Level 315.63 I 315.63 9.47 .002**
Size 44.23 I 44.23 1.33 .249
Length 335.09 I 335.09 10.06 .002**
T Experience 48.69 1 48.69 1.46 .227
TGender 0.05 1 0.05 0.00 .969

Main Effects 8832.87 3 2944.29 88.38 .OUO

CURGRP 230.13 2 115.06 3.45 .032*

PGOAL 8316.05 I 8316.05 249.62 .000**

2-way Interactions

CURGRP x PGOAL 153.!H 2 76.50 2.30 .101

Explained 9825.46 12 818.79 24.58 .000

Residual 34147.25 1025 33.31

Total 43972.70 1037 42.40

* p s .05
** p ~ .01

The results indicated that there were significant differences in PROG satisfaction

among Curricular Groups and between groups with low and high scores on POOAL, even

when the effects of the significant covariates of student age, education level, and class

length were controlled by the covariance analysis. As in the ANOVA, there was no

significant interaction effect for Curricular Group and POOAL.
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Program Ouality by Curricular Group and Organization and Clarity

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Program Quality (PROG), when

students were grouped by Curricular Group and by high/low scores on the ACES

Organization and Clarity (ORG) subscale.

Cell Means from the Analysis of Variance for Curricular Group by ORG are

presented in Table 'il,?

TABLE 87
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Program Quality: Curricular Group by ORG

VARIABLE

LOWORG

HIGH ORG

ARTS

43.4
51.0

48.1

PERS

42.1

50.0

46.2

PROF

43.1
50.3

46.7

42.8

50.5

47.1

As discussed previously, there were significant differences in PROG satisfaction

among Curricular Groups, and the Scheffe test and contrast of means indicated that the

ARTS Curricular Group had significantly higher PROG satisfaction than the PERS and the

PROF groups.

There was a significant difference between low and high scores on the ACES ORG

subscale. An examination of means revealed that students with high ORG had higher

satisfaction scores than students with low ORG. There was no significant interaction effect

for Curricular Group and ORG.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table xx,
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TABLE 88
The Results of the ANCOVA for the DASS Variable Program Quality: Curricular Group

by ORG, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIAnON SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 849.85 7 121.41 4.46 .000
Student Gender 1.63 1 1.63 0.06 .807
Student Age 189.47 1 189.47 6.97 .008**
Educ Level 322.97 1 322.97 11.87 .001**
Size 45.53 1 45.53 1.67 .196
Length 333.81 1 333.81 12.27 .000**
T Experience 53.35 I 53.35 1.96 .162
TGender 0.02 1 0.02 0.00 .978

Main Effects 15215.23 3 5071.75 186.44 .000

CURGRP 152.52 2 76.26 2.80 .061

ORG 14704.95 I 14704.95 540.57 .000**

2-way Interactions

CURGRP x ORG 42.45 2 21.22 0.78 .459

Explained 16107.53 12 1342.29 49.34 .000

Residual 27937.21 1027 27.20

Total 44044.74 1039 42.39

* p s .05
** p s .01

The results indicated that there were significant differences in PROG satisfaction

between groups with low and high scores on ORG, even when the effects of the significant

covariates of student age, education level, and class length were controlled by the

covariance analysis. However, significant differences among Curricular Groups found in

the ANOV A were eliminated when the student characteristic and contextual field variables

were controlled by the covariance. As in the ANOV A, there was no significant interaction

effect for Curricular Group and ORG.
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Program Quality by Curricular Group and Student Influence

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Program Quality (PRQG), when

students were grouped by Curricular Group and by high/low scores on the ACES Student

Influence (INFL) subscale.

Cell Means from the Analysis of Variance for Curricular Group by INFL are

presented in Table 89.

TABLE 89
Cell Means Showing the Results of the ANQVA and Scheffe Test for the

DASS Variable Program Quality: Curricular Group by INFL

VARIABLE

LOW !NFL

HIGH INFL

ARTS

47.1

48.9

48.1

PERS

45.2

47.0

46.2

PROF

46.8

46.7

46.7

46.3

47.7

47.1

As discussed previously, there were significant differences in PROG satisfaction

among Curricular Groups, and the Scheffe test and contrast of means indicated that the

ARTS Curricular Group had significantly higher PROG satisfaction than the PERS and the

PRQF groups.

There was a significant difference between low and high scores on the ACES INFL

subscale. An examination of means revealed that students with high INFL had higher

satisfaction scores than students with low INFL. There was no significant interaction

effect for Curricular Group and INFL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 90.
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TABLE 90
The Results of the ANCOV A for the DASS Variable Program Quality: Curricular Group

by INFL, Adjusted by Student Characteristic and Contextual Field Variables

SOURCEOF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 839.58 7 119.94 2.95 .005
StudentGender 0.90 I 0.90 0.02 .881
Student Age 191.90 I 191.90 4.72 ,(130*
Educ Level 315.63 I 315.63 7.77 .005**
Size 44.23 I 44.23 1.09 .297
Length 335.09 I 335.09 8.24 .004**
T Experience 48.69 I 48.69 1.20 .274
TGender 0.05 I 0.05 0.00 .972

MainEffects 1220.36 3 406.79 10.0I .000
CURGRP 497.89 2 248.94 6.12 .002**
INFL 703.54 I 703.54 17.31 .000**

2-way Interactions
CURGRP x INFL 247.78 2 123.89 3.05 .048*

Explained 2307.71 12 192.31 4.73 .000
Residual 41664.99 1025 40.65
Total 43972.70 1037 42.40

* p::; .05
** p::; .01

The results indicated that there were significant differences in PROG satisfaction

among Curricular Groups and between groups with low and high scores on INFL, even

when the effects of the significant covariates of student age, education level, and class

length were controlled by the covariance analysis. However, unlike the findings of the

ANOV A, there was a significant interaction effect for Curricular Group and INVL.
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Figure 23 shows the adjusted cell means of the ANCOVA
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FIGURE 23. Adjusted Cell Means of the DASS Variable Program Quality:
Curricular Group by Student Influence

As illustrated, ARTS and PERS students with higher influence had higher PROG

satisfaction than students in the same groups with lower influence. However, the inverse

was true for the PROF group. PROF students with higher influence had lower PROG

satisfaction than students in the same group with lower influence, when the effects of the

significant covariates of student age, education level, and class length were controlled by

the covariance analysis..

Summary of Findings for Sub-Hypothesis 3: Satisfaction with Program Ouality

A Summary of the Cell Means and Results from the ANOVA and ANCOVA for the

DASS Variable Program Quality is presented in Table 91.
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TABLE 91
A Summary of the Cell Means and Results from the ANOVA and ANCOVA

for the DASS Variable Program Quality: by Curricular Group and
High/Low Scores on Each of the Subscales of the ACES

DASS ACES PROCEDURE CURRICULAR GROUP: ACES SCORE:
SUBSCALE SUBSCALE ARTS PERS PROF LOW I-DGH

PROG INVL ANOVA +

I I
+

PROG INVL ANCOVA + +

PROG AFFL ANOVA +

I I
+

PROG AFFL ANCOVA + +

PROG SUP ANOVA +

I I
+

PROG SUP ANCOVA + +

PROG TASK ANOVA +

I I
+

PROG TASK ANCOVA + +

PROG PGOAL ANOVA +

I I
+

PROG PGOAL ANCOVA + +

PROG ORG ANOVA +

I
+

PROG ORG ANCOVA + +

PROG INFL ANOVA + II +
PROG INFL ANCOVA + +

+ == Highersatisfaction - == Lower satisfaction
Boxed valuesindicategroups that weresignificantlydifferent at the p:S; .OS level.

The results of the ANOV A indicated that there were significant differences among

Curricular Groups on satisfaction with Program Quality (PROG). The Scheffe test and

subsequent contrast of means revealed that the ARTS group had significantly higher PROG

satisfaction scores than both the PERS and PROF groups. The ANOVA also indicated that

there were significant differences between students grouped by high and low scores on all
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seven of the ACES subscales. Examination of the means revealed that in all cases, students

with high scores on the ACES subscales had higher PROG satisfaction scores than

students with low scores on the ACES subscales.

Sets of ANCOVAS were done for each of the ACES subscales to assess and

control for the effects of selected student characteristic variables and contextual field

variables. With the exception of the analysis involving the ACES subscale Organization

and Clarity (ORG), the ANOV A findings of significant differences among Curricular

Groups and between high and low scores on the ACES subscales were confirmed, even

when the effects of the significant covariates of student age, education level, and class

length were controlled by the covariance analysis.

In the case of the ANCOVA for Curricular Group by ORG, the results indicated

that there were significant differences in PROG satisfaction between groups with low and

high scores on ORG. There were no significant differences found among Curricular

Groups at the .05 level. However, the ANCOVA produced an F value with a probability

of .06, and therefore approached the significance decision point.

Finally, unlike the findings of the ANOVA, the ANCOVA produced a significant

interaction effect for Curricular Group and Student Influence (INFL). ARTS and PERS

students with higher INFL had higher PROG satisfaction than students in the same groups

with lower INFL. However, the inverse was true for the PROF group.

Given these results, the null sub-hypothesis relative to the finding of no significant

differences in PROG satisfaction scores among students grouped by Curricular Group and

by high/low scores on each of the seven subscales of the ACES, was rejected.
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Staff Relations by Curricular Group and Involvement

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Staff Relations (STAFF), when

students were grouped by Curricular Group and by high/low scores on the ACES

Involvement subscale.

Cell Means from the Analysis of Variance for Curricular Group by Involvement are

presented in Table 92.

TABLE 92
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Staff Relations: Curricular Group by Involvement

VARIABLE

LOWINVL
HIGHINVL

ARTS

38.0
41.2

39.7

PERS

37.0
39.6

38.4

PROF

38.5
40.0

39.3

37.8
40.3

39.1

There were significant differences in STAFF satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher STAFF satisfaction than the PERS group.

There was a significant difference between low and high scores on the ACES

Involvement (INVL) subscale. An examination of means revealed that students with high

INVL had higher satisfaction scores than students with low INVL. There was no

significant interaction effect for Curricular Group and INVL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 93.
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TABLE 93
The Results of the ANCOVA for the DASS Variable Staff Relations: Curricular Group by

Involvement, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 771.81 7 110.26 2.84 .006
Student Gender 0.17 I 0.17 0.00 .948
Student Age 211.41 I 211.41 5.44 .020*
Educ Level 469.97 I 469.97 12.09 .001**
Size 40.62 I 40.62 1.05 .307
Length 77.32 I 77.32 1.99 .159
T Experience 1.48 1 1.48 0.04 .845
TGender 3.75 I 3.75 0.10 .756

Main Effects 2137.45 3 712.48 18.32 .000

CURGRP 298.44 2 149.22 3.84 .022*

INVL 1868.29 I 1868.29 48.05 .000**

2-way Interactions

CURGRP x INVL 138.32 2 69.16 1.78 .169

Explained 3047.58 12 253.97 6.53 .000

Residual 39857.13 1025 38.89

Total 42904.71 1037 41.37

* p s .05
** p s .01

Taken in combination, two of the covariates contributed significantly to the

adjustment of the dependent variable. The results indicated that there were significant

differences in STAFF satisfaction among Curricular Groups and between groups with low

and high scores on INVL, even when the effects of the significant covariates of student age

and education level were controlled by the covariance analysis. As in the ANOVA, there

was no significant interaction effect for Curricular Group and INVL.
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Staff Relations by Curricular Group and Affiliation

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Staff Relations (STAFF), when

students were grouped by Curricular Group and by high/low scores on the ACES

Affiliation subscale.

Cell Means from the Analysis of Variance for Curricular Group by Affiliation are

presented in Table 94.

TABLE 94
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Staff Relations: Curricular Group by Affiliation

VARIABLE

LOW AFFL
HIGH AFFL

ARTS

37.5
41.4

39.7

PERS

36.8

40.4

38.4

PROF

37.5
41.5

39.3

37.2
41.1

39.1

There were significant differences in STAFF satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher STAFF satisfaction than the PERS group.

There was a significant difference between low and high scores on the ACES

Affiliation (AFFL) subscale. An examination of means revealed that students with high

AFFL had higher satisfaction scores than students with low AFFL. There was no

significant interaction effect for Curricular Group and AFFL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table lJ5.
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TABLE 95
The Results of the ANCOVA for the DASS Variable Staff Relations: Curricular Group by

Affiliation, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 771.81 7 110.26 2.93 .005
Student Gender 0.17 1 0.17 0.00 .947
Student Age 211.41 1 211.41 5.62 .018*
Educ Level 469.97 1 469.97 12.50 .000**
Size 40.62 1 40.62 1.08 .299
Length 77.32 1 77.32 2.06 .152
T Experience 1.48 1 1.48 0.04 .843
TGender 3.75 1 3.75 0.10 .752

Main ElTects 3588.97 3 1196.32 31.82 .000

CURGRP 139.92 2 69.96 1.86 .156

AFFL 3319.81 1 3319.81 88.29 .000**

2-way Interactions
CURGRP x AFFL 1.58 2 0.79 0.02 .979

Explained 4362.36 12 363.53 9.67 .000

Residual 38542.35 1025 37.60

Total 42904.71 1037 41.37

* p:::; .05
** p:::; .01

The results indicated that there were significant differences in STAFF satisfaction

between groups with low and high scores on AFFL, even when the effects of the

significant covariates of student age and education level were controlled by the covariance

analysis. However, significant differences among Curricular Groups found in the ANOVA

were eliminated when the student characteristic and contextual field variables were

controlled by the covariance. As in the ANOVA, there was no significant interaction effect

for Curricular Group and AFFL.
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Staff Relations by Curricular Group and Teacher Support

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Staff Relations (STAFF), when

students were grouped by Curricular Group and by high/low scores on the ACES Teacher

Support subscale.

Cell Means from the Analysis of Variance for Curricular Group by Teacher Support

are presented in Table 96.

TABLE 96
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Staff Relations: Curricular Group by Teacher Support

VARIABLE

LOW SUP

HIGH SUP

ARTS

36.3

41.6

39.7

PERS

36.2

40.3

38.4

PROF

36.5
41.4

39.3

36.3

41.1

39.1

There were no significant differences in STAFF satisfaction among Curricular

Groups. There was a significant difference between low and high scores on the ACES

Teacher Support (SUP) subscale. An examination of means revealed that students with

high SUP had higher satisfaction scores than students with low SUP. There was no

significant interaction effect for Curricular Group and SUP.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 97.
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TABLE 97
The Results of the ANCOVA for the DASS Variable Staff Relations: Curricular Group by

Teacher Support, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 771.81 7 110.26 3.14 .003
Student Gender 0.17 1 0.17 0.01 .945
Student Age 211.41 1 211.41 6.02 .014*
Educ Level 469.97 1 469.97 13.38 .000**
Size 40.62 1 40.62 1.16 .282
Length 77.32 1 77.32 2.20 .138
T Experience 1.48 1 1.48 0.04 .837
TGender 3.75 1 3.75 lUI .744

Main Effects 6073.13 3 2024.38 57.65 .000

CURGRP 117.31 2 58.65 1.67 .189

SUP 5803.97 1 5803.97 165.29 .000**

2-way Interactions

CURGRPx SUP 67.55 2 33.77 0.96 .383

Explained 6912.48 12 576.04 16.41 .000
Residual 35992.22 1025 35.11

Total 42904.71 1037 41.37

* p s .05
** p ~ .01

The results indicated that there were significant differences between groups with

low and high scores on SUP, even when the effects of the significant covariates of student

age and education level were controlled by the covariance analysis. As in the ANDVA,

there were no significant differences in STAFF satisfaction among Curricular Groups, and

no significant interaction effect for Curricular Group and SUP.
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Staff Relations by Curricular Group and Task Orientation

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Staff Relations (STAFF), when

students were grouped by Curricular Group and by high/low scores on the ACES Task

Orientation (TASK) subscale.

Cell Means from the Analysis of Variance for Curricular Group by TASK are

presented in Table 98.

TABLE 98
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Staff Relations: Curricular Group by Task

VARIABLE

LOW TASK
HIGH TASK

ARTS

37.8
40.5

39.7

PERS

36.3
39.8

38.4

PROF

37.6
40.2

39.3

37.1
40.2

39.1

There were no significant differences in STAFF satisfaction among Curricular

Groups. There was a significant difference between low and high scores on the ACES

TASK subscale. An examination of means revealed that students with high TASK had

higher satisfaction scores than students with low TASK. There was no significant

interaction effect for Curricular Group and TASK.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table <}<}.
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TABLE 99
The Results of the ANCOVA for the DASS Variable Staff Relations: Curricular Group by

Task, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 771.81 7 110.26 2.84 .006
Student Gender 0.17 I OJ7 0.00 .948
Student Age 211.41 I 211041 5044 .020*
Educ Level 469.97 I 469.97 12.10 .001**
Size 40.62 I 40.62 1.05 .307
Length 77.32 I 77.32 1.99 .151.)
T Experience 1048 1 1048 0.04 .845
TGender 3.75 I 3.75 0.10 .756

Main Effects 2281.93 3 760.64 19.58 .000

CURGRP 151.87 2 75.93 1.95 .142

TASK 2012.77 I 2012.77 51.80 .000**

2-way Interactions

CURGRP x TASK 26.08 2 13.04 0.34 .715

Explained 3079.82 12 256.65 6.61 .000

Residual 39824.89 1025 38.85

Total 42904.71 1037 41.37

* p ~ .05
** p ~ .01

The results indicated that there were significant differences between groups with

low and high scores on TASK, even when the effects of the significant covariates of

student age and education level were controlled by the covariance analysis. As in the

ANOVA, there were no significant differences in STAFF satisfaction among Curricular

Groups, and no significant interaction effect for Curricular Group and TASK.
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Staff Relations by Curricular Group and Personal Goal Attainment

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Staff Relations (STAFF), when

students were grouped by Curricular Group and by high/low scores on the ACES Personal

Goal Attainment (PGOAL) subscale.

Cell Means from the Analysis of Variance for Curricular Group by PGOAL are

presented in Table 100.

TABLE 100
Cell Means Showing the Results of the ANOV A and Scheffe Test for the

DASS Variable Staff Relations: Curricular Group by PGOAL

VARIABLE

LOW PGOAL

HIGH PGOAL

ARTS

36.4
41.7

39.7

PERS

36.3

40.5

38.4

PROF

36.9

42.3

39.3

36.5
41.4

39.1

There were significant differences in STAFF satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher STAFF satisfaction than the PERS group.

There was a significant difference between low and high scores on the ACES

PGOAL subscale. An examination of means revealed that students with high PGOAL had

higher satisfaction scores than students with low PGOAL. There was no significant

interaction effect for Curricular Group and PGOAL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 101.
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TABLE 101
The Results of the ANCOVA for the DASS Variable Staff Relations: Curricular Group by

PGOAL, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 771.81 7 110.26 3.15 .003
Student Gender 0.17 1 0.17 0,01 .945
Student Age 211.41 1 211.41 6.04 .014*
Educ Level 469.97 1 469.97 13.43 .0llO**
Size 40.62 1 40.62 1.16 .282
Length 77.32 I 77.32 2.21 .138
T Experience 1.48 1 1.48 0.04 .837
TGender 3.75 1 3.75 0.11 .743

Main Effects 6229.89 3 2076.63 59.33 .000

CURGRP 185.47 2 92.73 2.65 .071

PGOAL 5960.74 1 5960.74 170.30 .000**

2-way Interactions

CURGRP x PGOAL 26.31 2 13.15 0.38 .687

Explained 7028.01 12 585.67 16.73 .0llO

Residual 35876.70 1025 35.00

Total 42904.71 1037 41.37

* p ~ .05
** P ~ .01

There was a significant difference between groups with low and high scores on

PGOAL, even when the effects of the significant covariates of student age and education

level were controlled by the covariance analysis. However, significant differences among

Curricular Groups found in the ANOVA were eliminated when the student characteristic

and contextual field variables were controlled by the covariance. As in the ANOV A, there

was no significant interaction effect for Curricular Group and PGOAL.
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Staff Relationsby CurricularGroupand Organization and Clarity

Analysisof Variancewas initially used to test whether or not there was a significant

difference between student scores on the DASS subscaleStaff RelationsCSTAFF), when

students were grouped by CurricularGroup and by high/low scores on the ACES

Organization and Clarity (ORG) subscale.

Cell Meansfrom the Analysis of Variancefor CurricularGroup by ORG are

presented in Table 102.

TABLE 102
Cell MeansShowingthe Results of the ANOVA and Scheffe Test for the

DASS Variable StaffRelations: Curricular Group by ORG

VARIABLE

LOWORG

HIGH ORG

ARTS

36.4
41.7

39.7

PERS

35.9

40.7

38.4

PROF

36.5

42.0

39.3

36.2

41.5

39.2

There were significantdifferences in STAFF satisfactionamong Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS CurricularGroup had

significantlyhigher STAFF satisfaction than the PERS group.

There was a significantdifference between low and high scores on the ACES ORG

subscale, An examination of meansrevealed that students with high ORG had higher

satisfactionscores than students with low ORG. There was no significant interaction effect

for Curricular Group and ORG.

Analysis of Covariance was thenperformed to assess whether or not there were

significantdifferences between student scores when the effects of student characteristic and

contextual field variableswere controlled. Data from this analysis is presented in Table

103.
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TABLE 103
The Results of the ANCOVA for the DASS Variable Staff Relations: Curricular Group by

ORG, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 780.85 7 111.55 3.28 .002
StudentGender 0.38 I 0.38 0.01 .916
Student Age 209.31 I 209.31 6.15 .013*
Educ Level 474.04 I 474.04 13.93 .000**
Size 41.57 I 41.57 1.22 .269
Length 79.71 I 79.71 2.34 .126
T Experience 2.03 I 2.03 0.06 .807
TGender 4.75 I 4.75 0.14 .709

Main Effects 7227.80 3 2409.27 70.80 .000
CURGRP 126.02 2 63.01 1.85 .157
ORG 6967.27 I 6967.27 204.75 .000**

2-way Interactions
CURGRP x ORG 1.13 2 0.56 0.02 .984

Explained 8009.78 12 667.48 19.62 .000
Residual 34946.72 1027 34.03
Total 42956.50 1039 41.34

* p S; .05
** P S; .01

The results indicated that there were significant differences in STAFF satisfaction

between groups with low and high scores on ORG, even when the effects of the significant

covariates of student age and education level were controlled by the covariance analysis.

However, significant differences among Curricular Groups found in the ANOVA were

eliminated when the student characteristic and contextual field variables were controlled by

the covariance. As in the ANOVA, there was no significant interaction effect for Curricular

Group and ORG.
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Staff Relations by Curricular Group and Student Influence

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Staff Relations (STAFF), when

students were grouped by Curricular Group and by high/low scores on the ACES Student

Influence (INFL) subscale.

Cell Means from the Analysis of Variance for Curricular Group by INFL are

presented in Table 104.

TABLE 104
Cell Means Showing the Results of the ANOV A and Scheffe Test for the

DASS Variable Staff Relations: Curricular Group by INFL

VARIABLE

LOW INFL
HIGH INFL

ARTS

38.6
40.6

39.7

PERS

38.1

38.7

38.4

PROF

39.6

39.0

39.3

38.6
39.6

39.1

There were significant differences in STAFF satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher STAFF satisfaction than the PERS group.

There was a significant difference between low and high scores on the ACES INFL

subscale. An examination of means revealed that students with high INFL had higher

satisfaction scores than students with low [NFL. There was also a significant interaction

effect for Curricular Group and INFL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table

105.
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TABLE 105
The Results of the ANCOVA for the DASS Variable Staff Relations: Curricular Group by

INFL, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIAnON SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covarintes 771.81 7 110.26 2.75 .008
Student Gender 0.17 I 0.17 0.00 .949
Student Age 211.41 I 211.41 5.28 .022*
Educ Level 469.97 I 469.97 11.73 .001**
Size 40.62 I 40.62 1.01 .314
Length 77.32 I 77.32 1.93 .165
T Experience 1.48 I 1.48 0.04 .848
TGender 3.75 1 3.75 0.09 .760

Main Effects 660.99 3 220.33 5.50 .001

CURGRP 258.34 2 129.17 3.22 .040*

INFL 391.83 I 391.83 9.78 .002**

2-way Interactions

CURGRP x INFL 391.86 2 195.93 4.89 .008**

Explained 1824.65 12 152.05 3.79 .000

Residual 41080.05 1025 40.08

Total 42904.71 1037 41.37

* p::; .05
** p::; .01

The results indicated that there were significant differences in STAFF satisfaction

among Curricular Groups and between groups with low and high scores on INFL, even

when the effects of the significant covariates of student age and education level were

controlled by the covariance analysis. Additionally, consistent with the findings of the

ANOV A, there was a significant interaction effect for Curricular Group and INVL.
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Figure 24 shows the adjusted cell means of the ANCOVA.
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FIGURE 24. Adjusted Cell Means of the DASS Variable Staff Relations:
Curricular Group by Student Influence

As illustrated, ARTS and PERS students with higher influence had higher STAFF

satisfaction than students in the same groups with lower influence. However, the inverse

was true for the PROF group. PROF students with higher influence had lower STAFF

satisfaction than PROF students with lower influence.

Summary of Findings for Sub-Hypothesis 3: Satisfaction with Staff Relations

A Summary of the Cell Means and Results from the ANOVA and ANCOVA for the

DASS Variable Staff Relations is presented in Table 106.
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TABLE 106
A Summary of the Cell Means and Results from the ANOV A and ANCOVA
for the DASS Variable Staff Relations: by Curricular Group and High/Low

Scores on Each of the Subscales of the ACES

DASS ACES PROCEDURE CURRICULAR GROUP: ACES SCORE:
SUBSCALE SUBSCALE ARTS PERS PROF LOW I-llGH

STAFF INVL ANOYA + +
STAFF INVL ANCOYA + +

STAFF AFFL ANOYA + :I +
STAFF AFFL ANCOYA + +

STAFF SUP ANOYA + +
STAFF SUP ANCOYA + +

STAFF TASK ANOYA + +
STAFF TASK ANCOYA +

STAFF PGOAL ANOYA [-+I--] +
STAFF PGOAL ANCOYA + +

STAFF ORG ANOYA C+I==:J +
STAFF ORG ANCOYA + +

STAFF INFL ANOYA + +
STAFF INFL ANCOYA + +

+ =Higher satisfaction - =Lower satisfaction
Boxed values indicate groups that were significantly different at the p :::; .05 level.

The results of the ANOV A indicated that there were significant differences among

Curricular Groups on satisfaction with Staff Relations (STAFF) when students were

grouped by Curricular Group and the ACES subscales INVL, AFFL, PGOAL, ORG, and

INFL. The Scheffe test and subsequent contrast of means revealed that the ARTS group

had significantly higher STAFF satisfaction scores than the PERS group. The ANOV A

IX2



also indicated that there were significant differences between students grouped by high and

low scores on all seven of the ACES subscales. Examination of the means revealed that in

all cases, students with high scores on the ACES subscales had higher STAFF satisfaction

scores than students with low scores on the ACES subscales.

Sets of ANCOVAS were done for each of the ACES subscales to assess and

control for the effects of selected student characteristic variables and contextual field

variables. The ANOVA findings of significant differences between high and low scores on

the ACES subscales were confirmed, even when the effects of the significant covariates of

student age and education level were controlled by the covariance analysis. However,

significant differences in STAFF satisfaction among Curricular Groups were found only

when students were grouped by Curricular Group and the ACES subscales INVL and

INFL.

Finally, like the ANOV A, the ANCOVA produced a significant interaction effect for

Curricular Group and Student Influence (INFL). ARTS and PERS students with higher

INFL had higher STAFF satisfaction than students in the same groups with lower INFL.

However, the inverse was true for the PROF group.

Given these results, the null sub-hypothesis relative to the finding of no significant

differences in STAFF satisfaction scores among students grouped by Curricular Group and

by high/low scores on each of the seven subscales of the ACES, was rejected.
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Student Relations by Curricular Group and Involvement

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Student Relations (STUDT),

when students were grouped by Curricular Group and by high/low scores on the ACES

Involvement subscale.

Cell Means from the Analysis of Variance for Curricular Group by Involvement are

presented in Table 107.

TABLE 107
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Student Relations: Curricular Group by Involvement

VARIABLE

LOWINVL
HIGHINVL

ARTS

11.84

12.62

12.3

PERS

11.11

11.68

11.4

PROF

11.34

11.70

IU

11.47

12.08

11.80

There were significant differences in STUDT satisfaction among Curricular

Groups, and the Scheffe test and contrast of means indicated that the ARTS Curricular

Group had significantly higher STUDT satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

Involvement (INVL) subscale. An examination of means revealed that students with high

INVL had higher satisfaction scores than students with low INVL. There was no

significant interaction effect for Curricular Group and INVL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 108.
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TABLE 108
The Results of the ANCOVA for the DASS Variable Student Relations: Curricular Group

by Involvement, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 265.05 7 37.86 7.98 .000
Student Gender 0.00 1 0.00 0.00 .996
Student Age 39.67 1 39.67 8.36 .004**
Educ Level 52.19 1 52.19 11.00 .001**
Size 104.34 1 104.34 21.99 .000**
Length 140.83 1 140.83 29.68 .000**
T Experience 4.67 1 4.67 0.98 .322
TGender 1.78 1 1.78 0.38 .540

Main Effects 197.26 3 65.75 13.86 .000

CURGRP 94.93 2 47.46 10.00 .000**

INVL 107.67 1 107.67 22.69 .000**

2-way Interactions

CURGRP x INVL 12.76 2 6.38 1.34 .261

Explained 475.06 12 39.59 8.34 .000

Residual 4863.64 1025 4.75

Total 5338.70 1037 5.15

* p s .05
** P s .01

Taken in combination, four of the covariates contributed significantly to the

adjustment of the dependent variable. The results indicated that there were significant

differences in STUDT satisfaction among Curricular Groups and between groups with low

and high scores on INVL, even when the effects of the significant covariates of student age,

education level, class size, and class length were controlled by the covariance analysis. As

in the ANOV A, there was no significant interaction effect for Curricular Group and INVL.
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Student Relations by Curricular Group and Affiliation

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Student Relations (STUDT),

when students were grouped by Curricular Group and by high/low scores on the ACES

Affiliation subscale.

Cell Means from the Analysis of Variance for Curricular Group by Affiliation are

presented in Table 109.

TABLE 109
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Student Relations: Curricular Group by Affiliation

VARIABLE

LOW AFFL

HIGH AFFL

ARTS

11.2
13.1

12.3

PERS

10.3
12.8

11.4

PROF

10.6
12.7

Il.s

10.7
12.9

11.8

There were significant differences in STUDT satisfaction among Curricular

Groups, and the Scheffe test and contrast of means indicated that the ARTS Curricular

Group had significantly higher STUDT satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

Affiliation (AFFL) subscale. An examination of means revealed that students with high

AFFL had higher satisfaction scores than students with low AFFL. There was no

significant interaction effect for Curricular Group and AFFL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table

110.
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TABLE 110
The Results of the ANCOVA for the DASS Variable Student Relations: Curricular Group

by Affiliation, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF :MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 265.05 7 37.86 9.96 .000
StudentGender 0.00 I 0.00 0.00 .995
Student Age 39.67 I 39.67 10.44 .001**
Educ Level 52.19 I 52.19 13.73 .000**
Size 104.34 I 104.34 27.45 .000**
Length 140.83 I 140.83 37.05 .000**
T Experience 4.67 I 4.67 1.23 .268
TGender 1.78 I 1.78 0.47 .494

Main Effects 1166.78 3 388.93 102.32 .000
CURGRP 41.14 2 20.57 5.41 .005**
AFFL 1077.20 I 1077.20 283.40 .000**

2-wayInteractions
CURGRP x AFFL 10.84 2 5.42 1.43 .241

Explained 1442.67 12 120.22 31.63 .000
Residual 3896.03 1025 3.80
Total 5338.70 1037 5.15

* p s .05
** p::; .01

The results indicated that there were significant differences in STUDT satisfaction

among Curricular Groups and between groups with low and high scores on AFFL, even

when the effects of the significant covariates of student age, education level, class size, and

class length were controlled by the covariance analysis. As in the ANOVA, there was no

significant interaction effect for Curricular Group and AFFL.
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Student Relations by Curricular Group and Teacher Support

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Student Relations (STUDT),

when students were grouped by Curricular Group and by high/low scores on the ACES

Teacher Support subscale.

Cell Means from the Analysis of Variance for Curricular Group by Teacher Support

are presented in Table Ill.

TABLE III
Cell Means Showing the Results of the ANOVA and Scheffe Test for the
DASS Variable Student Relations: Curricular Group by Teacher Support

VARIABLE ARTS PERS PROF

LOW SUP

HIGH SUP

11.3

12.8
10.7
12.0

10.8
12.1

11.0

12.4

11.8ll.511.412.3 [ -..J

There were significant differences in STUDT satisfaction among Curricular

Groups, and the Scheffe test and contrast of means indicated that the ARTS Curricular

Group had significantly higher STUDT satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

Teacher Support (SUP) subscale. An examination of means revealed that students with

high SUP had higher satisfaction scores than students with low SUP. There was no

significant interaction effect for Curricular Group and SUP.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 112.
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TABLE 112
The Results of the ANCOV A for the DASS Variable Student Relations: Curricular Group

by Teacher Support, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIAnON SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 265.05 7 37.86 8.65 .000
StudentGender 0.00 I 0.00 0.00 .996
Student Age 39.67 1 39.67 9.06 .003**
EducLevel 52.19 I 52.19 11.92 .001**
Size 104.34 I 104.34 23.84 .000**
Length 140.83 I 140.83 32.17 .000**
T Experience 4.67 1 4.67 1.07 .302
TGender 1.78 1 1.78 0.41 .523

MainEffects 584.55 3 194.85 44.51 .000

CURGRP 62.04 2 31.02 7.09 .001**

SUP 494.96 1 494.96 113.06 .000**

2-wayInteractions
CURGRP x SUP 1.96 2 0.98 0.22 .800

Explained 851.55 12 70.96 16.21 .000

Residual 4487.15 1025 4.38

Total 5338.70 1037 5.15

* p s .05
** Ps .01

The results indicated that there were significant differences in STUDT satisfaction

among Curricular Groups and between groups with low and high scores on SUP, even

when the effects of the significant covariates of student age, education level, class size, and

class length were controlled by the covariance analysis. As in the ANOVA, there was no

significant interaction effect for Curricular Group and SUP.



Student Relations by Curricular Group and Task Orientation

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Student Relations (STUDT),

when students were grouped by Curricular Group and by high/low scores on the ACES

Task Orientation (TASK) subscale.

Cell Means from the Analysis of Variance for Curricular Group by TASK are

presented in Table 113.

TABLE 113
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Student Relations: Curricular Group by Task

VARIABLE

LOW TASK

HIGH TASK

ARTS

11.6
12.5

12.3

PERS

10.8

11.8

11.4

PROF

11.2
11.7

11.5

11.2
12.1

11.8

There were significant differences in STUDT satisfaction among Curricular

Groups, and the Scheffe test and contrast of means indicated that the ARTS Curricular

Group had significantly higher STUDT satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

TASK subscale. An examination of means revealed that students with high TASK had

higher satisfaction scores than students with low TASK. There was no significant

interaction effect for Curricular Group and TASK.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 114.
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TABLE 114
The Results of the ANCOV A for the DASS Variable Student Relations: Curricular Group

by Task, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 265.05 7 37.86 8.00 .000
Student Gender 0.00 1 0.00 0.00 .996
Student Age 39.67 I 39.67 8.38 .004**
Educ Level 52.19 I 52.19 11.03 .001**
Size 104.34 I 104.34 22.05 .000**
Length 140.83 I 140.83 29.76 .000**
T Experience 4.67 I 4.67 0.99 .321
TGender 1.78 1 1.78 0.38 .539

Main Effects 217.82 3 72.61 15.35 .000

CURGRP 69.71 2 34.85 7.37 .001**

TASK 128.24 I 128.24 27.10 .000**

2-way Interactions

CURGRP x TASK 5.80 2 2.90 0.61 .542

Explained 488.68 12 40.72 8.61 .0Ol)

Residual 4850.03 1025 4.73

Total 5338.70 1037 5.15

* p:::; .05
** p s .0I

The results indicated that there were significant differences in STUDT satisfaction

among Curricular Groups and between groups with low and high scores on TASK, even

when the effects of the significant covariates of student age, education level, class size, and

class length were controlled by the covariance analysis. As in the ANOV A, there was no

significant interaction effect for Curricular Group and TASK.
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Student Relations by Curricular Group and Personal Goal Attainment

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Student Relations (STUDT),

when students were grouped by Curricular Group and by high/low scores on the ACES

Personal Goal Attainment (PGOAL) subscale.

Cell Means from the Analysis of Variance for Curricular Group by PGOAL are

presented in Table 115.

TABLE 115
Cell Means Showing the Results of the ANOV A and Scheffe Test for the

DASS Variable Student Relations: Curricular Group by PGOAL

VARIABLE

LOW PGOAL
HIGH PGOAL

ARTS

11.2

12.9

12.3

PERS

10.6

12.3

11.4

PROF

10.8
12.4

11.5

10.9

12.6

11.8

There were significant differences in STUDT satisfaction among Curricular

Groups, and the Scheffe test and contrast of means indicated that the ARTS Curricular

Group had significantly higher STUDT satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

PGOAL subscale. An examination of means revealed that students with high PGOAL had

higher satisfaction scores than students with low PGOAL. There was no significant

interaction effect for Curricular Group and PGOAL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 116.
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TABLE 116
The Results of the ANCOVA for the DASS Variable Student Relations: Curricular Group

by PGOAL, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 265.05 7 37.86 9.01 .000
Student Gender 0.00 I 0.00 0.00 .995
Student Age 39.67 I 39.67 9.44 .002**
Educ Level 52.19 I 52.19 12.41 .000**
Size 104.34 I 104.34 24.82 .000**
Length 140.83 I 140.83 33.49 .1)00**
T Experience 4.67 I 4.67 1.11 .292
TGender 1.78 I 1.78 0.42 .515

Main Effects 762.67 3 254.23 60.46 .000

CURGRP 51.32 2 25.66 6.10 .002**

PGOAL 673.09 I 673.09 160.08 .000**

2-way Interactions

CURGRP x PGOAL 1.23 2 0.61 0.15 .864

Explained 1028.95 12 85.75 20.39 .000

Residual 4309.75 1025 4.21

Total 5338.70 1037 5.15

* p s .05
** p s .01

The results indicated that there were significant differences in STUDT satisfaction

among Curricular Groups and between groups with low and high scores on PGOAL, even

when the effects of the significant covariates of student age, education level, class size, and

class length were controlled by the covariance analysis. As in the ANOVA, there was no

significant interaction effect for Curricular Group and PGOAL.
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Student Relations by Curricular Group and Organization and Clarity

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Student Relations (STUDT),

when students were grouped by Curricular Group and by high/low scores on the ACES

Organization and Clarity (ORG) subscale.

Cell Means from the Analysis of Variance for Curricular Group by ORG are

presented in Table 117.

TABLE 117
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Student Relations: Curricular Group by ORG

VARIABLE

LOWORG

HIGH ORG

ARTS

11.2

12.9

12.3

PERS

10.6

12.2

11.4

PROF

10.8

12.3

11.5

10.9

12.5

11.8

There were significant differences in STUDT satisfaction among Curricular

Groups, and the Scheffe test and contrast of means indicated that the ARTS Curricular

Group had significantly higher STUDT satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES ORG

subscale. An examination of means revealed that students with high ORG had higher

satisfaction scores than students with low ORG. There was no significant interaction effect

for Curricular Group and ORG.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table

11X.
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TABLE 118
The Results of the ANCOVA for the DASS Variable Student Relations: Curricular Group

by ORG, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 267.04 7 38.15 9.04 .000
Student Gender 0.00 I 0.00 0.00 .986
Student Age 39.69 I 39.69 9.40 .002**
Educ Level 52.80 I 52.80 12.51 .000**
Size 104.40 I 104.40 24.73 .000**
Length 142.08 I 142.08 33.66 .000**
T Experience 4.78 I 4.78 1.13 .287
TGender 1.87 I 1.87 0.44 .506

Main Effects 739.78 3 246.59 58.42 .000

CURGRP 53.16 2 26.58 6.30 .002**
ORG 649.26 I 649.26 153.82 .000**

2-way Interactions

CURGRP x ORG 0.91 2 0.45 0.1 I .898

Explained 1007.73 12 83.98 19.90 .000
Residual 4334.83 1027 4.22

Total 5342.55 1039 5.14

* p:O:; .05
** P :0:; .01

The results indicated that there were significant differences in STUDT satisfaction

among Curricular Groups and between groups with low and high scores on ORG, even

when the effects of the significant covariates of student age, education level, class size, and

class length were controlled by the covariance analysis. As in the ANOVA, there was no

significant interaction effect for Curricular Group and ORG.
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Student Relations by Curricular Group and Student Influence

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Student Relations (STUDT),

when students were grouped by Curricular Group and by high/low scores on the ACES

Student Influence (INFL) subscale.

Cell Means from the Analysis of Variance for Curricular Group by !NFL are

presented in Table 119.

TABLE 119
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Student Relations: Curricular Group by !NFL

VARIABLE

LOWINFL
HIGH INFL

ARTS

12.1
12.4

12.3

PERS

10.9
11.8

11.4

PROF

11.4

11.6

11.5

11.5
12.0

11.8

There were significant differences in STUDT satisfaction among Curricular

Groups, and the Scheffe test and contrast of means indicated that the ARTS Curricular

Group had significantly higher STUDT satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES INFL

subscale. An examination of means revealed that students with high INFL had higher

satisfaction scores than students with low INFL. There was also a significant interaction

effect for Curricular Group and INFL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table

120.
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TABLE 120
The Results of the ANCOVA for the DASS Variable Student Relations: Cunicular Group

by INFL, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 265.05 7 37.86 7.95 .000
Student Gender 0.00 1 0.00 0.00 .996
Student Age 39.67 1 39.67 8.33 .004**
Educ Level 52.19 1 52.19 10.96 .001**
Size 104.34 1 104.34 21.90 .000**
Length 140.83 1 140.83 29.56 .000**
T Experience 4.67 1 4.67 0.98 .323
TGender 1.78 1 1.78 0.37 .541

Main Effects 172.85 3 57.62 12.09 .000

CURGRP 86.86 2 43.43 9.12 .000**

INFL 83.26 1 83.26 17.48 .000**

2-way Interactions

CURGRP x INFL 17.46 2 8.73 1.83 .161

Explained 455.36 12 37.95 7.97 .000

Residual 4883.35 1025 4.76

Total 5338.70 1037 5.15

* p s .OS
** p:5 .01

The results indicated that there were significant differences in STUDT satisfaction

among Curricular Groups and between groups with low and high scores on INFL, even

when the effects of the significant covariates of student age, education level, class size, and

class length were controlled by the covariance analysis. Unlike the ANOYA however,

there was no significant interaction effect for Cunicular Group and INFL.
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Summary of Findings for Sub-Hypothesis 3: Satisfaction with Student Relations

A Summary of the Cell Means and Results from the ANOV A and ANCOVA for the

DASS Variable Student Relations is presented in Table 121.

TABLE 121
A Summary of the Cell Means and Results from the ANOVA and ANCOVA

for the DASS Variable Student Relations: by Curricular Group and
High/Low Scores on Each of the Subscales of the ACES

DASS ACES PROCEDURE
SUBSCALE SUBSCALE

CURRICULAR GROUP:
ARTS PERS PROF

ACES SCORE:
LOW HIGH

STUDT
STUDT

STUDT
STUDT

STUDT
STUDT

STUDT
STUDT

STUDT
STUDT

STUDT
STUDT

STUDT
STUDT

INVL

INVL

AFFL
AFFL

SUP
SUP

TASK
TASK

PGOAL
PGOAL

ORG
ORG

INFL
INFL

ANOVA
ANCOVA

ANOVA
ANCOVA

ANOVA
ANCOVA

ANOVA
ANCOVA

ANOVA
ANCOVA

ANOVA
ANCOVA

ANOVA
ANCOVA

+
+

+
+

+
+

+
+

+
+

+
+

+
+

+
+

+
+

+
+

+
+

+
+

+
+

+
+

+ = Higher satisfaction - = Lower satisfaction
Boxed values indicate groups that were significantly different at the p :::; .05 level.
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The results of the ANOVA indicated that there were significant differences among

Curricular Groups on satisfaction with Student Relations (STUDT). The Scheffe test and

subsequent contrast of means revealed that the ARTS group had significantly higher

STUDT satisfaction scores than both the PERS and PROF groups. The ANOV A also

indicated that there were significant differences between students grouped by high and low

scores on all seven of the ACES subscales. Examination of the means revealed that in all

sets of analyses, students with high scores on the ACES subscales had higher STUDT

satisfaction scores than students with low scores on the ACES subscales.

Sets of ANCOVAS were done for each of the ACES subscales to assess and

control for the effects of selected student characteristic variables and contextual field

variables. In all sets of analyses, the ANOVA findings of significant differences among

Curricular Groups and between high and low scores on the ACES subscales were

sustained, even when the effects of the significant covariates of student age, education

level, class size, and class length were controlled by the covariance analysis.

Finally, while the ANOVA, produced a significant interaction effect for Curricular

Group and Involvement (INVL), this finding was not confirmed when the effects of

significant covariates were controlled by the ANCOVA.

Given these results, the null sub-hypothesis relative to the finding of no significant

differences in STUDT satisfaction scores among students grouped by Curricular Group

and by high/low scores on each of the seven subscales of the ACES, was rejected.
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Support Services by Curricular Group and Involvement

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Support Services (SERV), when

students were grouped by Curricular Group and by high/low scores on the ACES

Involvement subscale.

Cell Means from the Analysis of Variance for Curricular Group by Involvement are

presented in Table 122.

TABLE 122
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Support Services: Curricular Group by Involvement

VARIABLE

LOWINVL
HIGHINVL

ARTS

23.5

25.0

24.3

PERS

22.5

24.0

23.3

PROF

22.7

24.1

23.4

23.0

24.5

23.8

There were significant differences in SERV satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher SERV satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

Involvement (INVL) subscale. An examination of means revealed that students with high

INVL had higher satisfaction scores than students with low INVL. There was no

significant interaction effect for Curricular Group and INVL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 123.
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TABLE 123
The Results of the ANCOVA for the DASS Variable Support Services: Curricular Group

by Involvement, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 517.12 7 73.87 5.33 .000
Student Gender 66.74 I 66.74 4.82 .028*
Student Age 349.18 I 349.18 25.20 .000**
Educ Level 97.69 I 97.69 7.05 .008**
Size 0.02 I 0.02 0.00 .972
Length 0.25 I 0.25 0.02 .894
T Experience 0.01 I 0.01 0.00 .983
TGender 51.65 I 51.65 3.73 .054

Main Effects 650.95 3 216.98 15.66 .000

CURGRP 110.23 2 55.11 3.98 .019*

INVL 554.57 I 554.57 40.03 .000**

2-way Interactions

CURGRP x INVL 6.12 2 3.06 0.22 .802

Explained 1174.l8 12 97.85 7.06 .000

Residual 14201.41 1025 13.86

Total 15375.59 1037 14.83

* p ~ .05
** p ~ .01

The results indicated that there were significant differences in SERV satisfaction

among Curricular Groups and between groups with low and high scores on INVL, even

when the effects of the significant covariates of student gender, student age, and education

level were controlled by the covariance analysis. As in the ANOVA, there was no

significant interaction effect for Curricular Group and lNVL.
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Support Services by Curricular Group and Affiliation

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Support Services (SERV), when

students were grouped by Curricular Group and by high/low scores on the ACES

Affiliation subscale.

Cell Means from the Analysis of Variance for Curricular Group by Affiliation are

presented in Table 124.

TABLE 124
Cell Means Showing the Results of the ANOV A and Scheffe Test for the

DASS Variable Support Services: Curricular Group by Affiliation

VARIABLE

LOW AFFL

HIGH AFFL

ARTS

23.2

25.1

24.3

PERS

22.5

24.4

23.3

PROF

22.5

24.6

23.4

22.8

24.8

23.8

There were significant differences in SERV satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher SERV satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

Affiliation (AFFL) subscale. An examination of means revealed that students with high

AFFL had higher satisfaction scores than students with low AFFL. There was no

significant interaction effect for Curricular Group and AFFL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 125.
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TABLE 125
The Results of the ANCOVA for the DASS Variable Support Services: Curricular Group

by Affiliation, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 517.12 7 73.87 5.48 .000
StudentGender 66.74 1 66.74 4.95 .026*
Student Age 349.18 1 349.18 25.91 .000**
Educ Level 97.69 1 97.69 7.25 .007**
Size 0.02 1 0.02 0.00 .972
Length 0.25 1 0.25 0.02 .892
T Experience 0.01 1 om 0.00 .983
TGender 51.65 1 51.65 3.83 .051

Main Effects 1040.96 3 346.99 25.74 .000
CURGRP 48.16 2 24.08 1.79 .168
AFFL 944.58 1 944.58 70.08 .000**

2-way Interactions
CURGRP x AFFL 1.78 2 0.89 0.07 .936

Explained 1559.86 12 129.99 9.64 .000
Residual 13815.74 1025 13.48
Total 15375.59 1037 14.83

* p s .05
** p $; .01

The results indicated that there were significant differences in SERV satisfaction

between groups with low and high scores on AFFL, even when the effects of the

significant covariates of student gender, student age, and education level were controlled by

the covariance analysis. However, significant differences among Curricular Groups found

in the ANOVA were eliminated when the student characteristic and contextual field

variables were controlled by the covariance. As in the ANOVA, there was no significant

interaction effect for Curricular Group and AFFL.
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Support Services by Curricular Group and Teacher Support

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Support Services (SERV), when

students were grouped by Curricular Group and by high/low scores on the ACES Teacher

Support subscale.

Cell Means from the Analysis of Variance for Curricular Group by Teacher Support

are presented in Table 126.

TABLE 126
Cell Means Showing the Results of the ANOVA and Scheffe Test for the
DASS Variable Support Services: Curricular Group by Teacher Support

VARIABLE

LOW SUP

HIGH SUP

ARTS

22.8

25.1

24.3

PERS

22.0

24.4

23.3

PROF

21.8

24.7

23.4

22.3

24.8

23.8

There were significant differences in SERV satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher SERV satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

Teacher Support (SUP) subscale. An examination of means revealed that students with

high SUP had higher satisfaction scores than students with low SUP. There was no

significant interaction effect for Curricular Group and SUP.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 127.
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TABLE 127
The Results of the ANCOVA for the DASS Variable Support Services: Curricular Group

by Teacher Support, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 517.12 7 73.87 5.70 .000
Student Gender 66.74 1 66.74 5.15 .023*
Student Age 349.18 1 349.18 26.96 .000**
Educ Level 97.69 I 97.69 7.54 .006**
Size 0.02 I 0.02 0.00 .971
Length 0.25 I 0.25 0.02 .890
T Experience O.ol I om 0.00 .983
TGender 51.65 1 51.65 3.99 .046*

Main Effects 1581.51 3 527.17 40.70 .000

CURGRP 52.87 2 26.43 2.04 .130

SUP 1485.13 1 1485.13 114.65 .000**

2-way Interactions

CURGRPx SUP 0.04 2 OJ)2 0.00 .998

Explained 2098.67 12 174.89 13.50 .000

Residual 13276.92 1025 12.95

Total 15375.59 1037 14.83

* p s .05
** p::;; .01

The results indicated that there were significant differences in SERV satisfaction

between groups with low and high scores on SUP, even when the effects of the significant

covariates of student gender, student age, education level, and teacher gender were

controlled by the covariance analysis. However, significant differences among Curricular

Groups found in the ANOVA were eliminated when the student characteristic and

contextual field variables were controlled by the covariance. As in the ANOVA, there was

no significant interaction effect for Curricular Group and SUP.
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Support Services by Curricular Group and Task Orientation

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Support Services (SERV), when

students were grouped by Curricular Group and by high/Iow scores on the ACES Task

Orientation (TASK) subscale.

Cell Means from the Analysis of Variance for Curricular Group by TASK are

presented in Table 128.

TABLE 128
Cell Means Showing the Results of the ANDV A and Scheffe Test for the

DASS Variable Support Services: Curricular Group by Task

VARIABLE

LOW TASK
HIGH TASK

ARTS

23.6

24.6

24.3

PERS

22.3
24.0

23.3

PROF

22.8
23.8

23.4

22.9

24.2

23.8

There were significant differences in SERV satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher SERV satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

TASK subscale. An examination of means revealed that students with high TASK had

higher satisfaction scores than students with low TASK. There was no significant

interaction effect for Curricular Group and TASK.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 129.
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TABLE 129
The Results of the ANCOVA for the DASS Variable Support Services: Curricular Group

by Task, Adjusted by Student Characteristic and Contextual Field Variables

SOURCEOF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 517.12 7 73.87 5.25 .000
StudentGender 66.74 1 66.74 4.75 .030*
Student Age 349.18 1 349.18 24.83 .000**
Educ Level 97.69 I 97.69 6.95 .009**
Size 0.02 1 0.02 0.00 .972
Length 0.25 1 0.25 0.02 .895
T Experience om 1 0.01 0.00 .983
TGender 51.65 I 51.65 3.67 .056

MainEffects 431.31 3 143.77 10.22 .000
CURGRP 65.29 2 32.65 2.32 .099
TASK 334.93 1 334.93 23.82 .000**

2-wayInteractions
CURGRP x TASK 13.90 2 6.95 0.49 .610

Explained 962.33 12 80.19 5.70 .000
Residual 14413.27 1025 14.06
Total 15375.59 1037 14.83

* p s .05
**p~.Ol

The results indicated that there were significant differences in SERV satisfaction

between groups with low and high scores on TASK, even when the effects of the

significant covariates of student gender, student age, and education level were controlled by

the covariance analysis. However, significant differences among Curricular Groups found

in the ANOVA were eliminated when the student characteristic and contextual field

variables were controlled by the covariance. As in the ANOVA, there was no significant

interaction effect for Curricular Group and TASK.
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Support Services by Curricular Group and Personal Goal Attainment

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Support Services (SERV), when

students were grouped by Curricular Group and by high/low scores on the ACES Personal

Goal Attainment (PGOAL) subscale.

Cell Means from the Analysis of Variance for Curricular Group by PGOAL are

presented in Table 130.

TABLE 130
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Support Services: Curricular Group by PGOAL

VARIABLE

LOW PGOAL

HIGH PGOAL

ARTS

23.0

25.1

24.3

PERS

22.0

24.6

23.3

PROF

22.3

25.0

23.4

22.4

24.9

23.8

There were significant differences in SERV satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher SERV satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

PGOAL subscale. An examination of means revealed that students with high PGOAL had

higher satisfaction scores than students with low PGOAL. There was no significant

interaction effect for Curricular Group and PGOAL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 131.
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TABLE 131
The Results of the ANCOVA for the DASS Variable Support Services: Curricular Group

by PGOAL, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIAnON SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 517.12 7 73.87 5.71 .000
Student Gender 66.74 1 66.74 5.16 .023*
Student Age 349.18 1 349.18 27.00 .000**
Educ Level 97.69 I 97.69 7.55 .006**
Size 0.02 I 0.02 n.oo .971
Length 0.25 I 0.25 0.02 .890
T Experience 0.01 I 0.01 0.00 .983
TGender 51.65 I 51.65 3.99 .046*

Main Effects 1587.75 3 529.25 40.93 .000

CURGRP 37.47 2 18.74 1.45 .235

PGOAL 1491.37 I 1491.37 115.32 .000**

2-way Interactions

CURGRP x PGOAL 15.31 2 7.66 0.59 .553

Explained 2120.18 12 176.68 13.66 .000

Residual 13255.41 1025 12.93

Total 15375.59 1037 14.83

* p s .05
** p:::; .01

The results indicated that there were significant differences in SERV satisfaction

between groups with low and high scores on PGOAL, even when the effects of the

significant covariates of student gender, student age, education level, and teacher gender

were controlled by the covariance analysis. However, significant differences among

Curricular Groups found in the ANOVA were eliminated when the student characteristic

and contextual field variables were controlled by the covariance. As in the ANOV A, there

was no significant interaction effect for Curricular Group and PGOAL.
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Support Services by Curricular Group and Organization and Clarity

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Support Services (SERV), when

students were grouped by Curricular Group and by high/low scores on the ACES

Organization and Clarity (ORG) subscale.

Cell Means from the Analysis of Variance for Curricular Group by ORG are

presented in Table 132.

TABLE 132
Cell Means Showing the Results of the ANOV A and Scheffe Test for the

DASS Variable Support Services: Curricular Group by ORG

VARIABLE

LOWORG

HIGH ORG

ARTS

22.5
25.4

24.3

PERS

21.6
25.0

23.3

PROF

21.6
25.3

23.4

21.9
25.2

23.8

There were significant differences in SERV satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher SERV satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES ORG

subscale. An examination of means revealed that students with high ORG had higher

satisfaction scores than students with low ORG. There was no significant interaction effect

for Curricular Group and ORG.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 133.
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TABLE 133
The Results of the ANCOVA for the DASS Variable Support Services: Curricular Group

by ORG, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 520.38 7 74.34 6.31 .000
Student Gender 68.26 I 68.26 5.80 .016*
Student Age 348.27 I 348.27 29.58 .000**
Educ Level 98.70 I 98.70 8.38 .004**
Size 0.02 I 0.02 0.00 .964
Length 0.27 I 0.27 0.02 .879
T Experience 0.03 I 0.03 0.00 .963
TGender 53.18 I 53.18 4.52 .034*

Main Effects 2748.88 3 916.29 77.83 .000

CURGRP 26.26 2 13.13 1.12 .328

ORG 2653.61 I 2653.61 225.40 .000**

2-way Interactions
CURGRP x ORG 23.65 2 11.82 1.00 .367

Explained 3292.90 12 274.41 23.31 .000

Residual 12090.79 1027 11.77

Total 15383.69 1039 14.81

* p:;; .05
** p s .01

The results indicated that there were significant differences in SERV satisfaction

between groups with low and high scores on ORG, even when the effects of the significant

covariates of student gender, student age, education level, and teacher gender were

controlled by the covariance analysis. However, significant differences among Curricular

Groups found in the ANOVA were eliminated when the student characteristic and

contextual field variables were controlled by the covariance. As in the ANOV A, there was

no significant interaction effect for Curricular Group and ORO.

211



Support SelVices by Curricular Group and Student Influence

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Support Services (SERV), when

students were grouped by Curricular Group and by high/low scores on the ACES Student

Influence (INFL) subscale.

Cell Means from the Analysis of Variance for Curricular Group by INFL are

presented in Table 134.

TABLE 134
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Support Services: Curricular Group by INFL

VARIABLE

LOW INFL
HIGH INFL

ARTS

24.1
24.5

24.3

PERS

23.1
23.5

23.3

PROF

23.6
23.3

23.4

23.6
23.9

23.8

There were significant differences in SERV satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher SERV satisfaction than the PERS and the PROF groups.

There was no significant difference between low and high scores on the ACES

INFL subscale, and no significant interaction effect for Curricular Group and INFL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 135.
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TABLE 135
The Results of the ANCOVA for the DASS Variable Support Services: Curricular Group

by INFL, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 517.12 7 73.87 5.15 .000
Student Gender 66.74 I 66.74 4.66 .031*
Student Age 349.18 I 349.18 24.35 .000**
Educ Level 97.69 I 97.69 6.81 .009**
Size 0.02 I 0.02 0.00 .973
Length 0.25 I 0.25 0.02 .896
T Experience 0.01 I om 0.00 .984
TGender 51.65 I 51.65 3.60 .058

Main Effects 134.55 3 44.85 3.13 .ozs
CURGRP 94.56 2 47.28 3.30 .037*

INFL 38.17 1 38.17 2.66 .103

2-way Interactions

CURGRP x INFL 26.87 2 13.43 0.94 .392

Explained 678.53 12 56.54 3.94 .000

Residual 14697.06 1025 14.34

Total 15375.59 1037 14.83

* p ~ .05
** P s .01

The results indicated that there were significant differences in SERV satisfaction

among Curricular Groups, even when the effects of the significant covariates of student

gender, student age, and education level were controlled by the covariance analysis. As in

the ANOV A, there was no significant difference between groups with low and high scores

on INFL, and no significant interaction effect for Curricular Group and INFL.
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Summary of Findings for Sub-Hypothesis 3: Satisfaction with Support Services

A Summary of the Cell Means and Results from the ANOVA and ANCOVA for the

DASS Variable Support Services is presented in Table 136.

TABLE 136
A Summary of the Cell Means and Results from the ANOVA and ANCOVA

for the DASS Variable Support Services: by Curricular Group and
High/Low Scores on Each of the Subscales of the ACES

DASS ACES PROCEDURE CURRICULAR GROUP: ACES SCORE:
SUBSCALE SUBSCALE ARTS PERS PROF LOW HIGH

SERV INVL ANOVA

I
+

I II I +
SERV INVL ANCOVA + +

SERV AFFL ANOVA L:::::~::::::I:::: :~:::::: :::::::::::::<::::J I I +
SERV AFFL ANCOVA + +

SERV SUP ANOVA [ + :::J I I +
SERV SUP ANCOVA + +

SERV TASK ANOVA C~ ..I ......::_~_ ...:__J I I +
SERV TASK ANCOVA + +

SERV PGOAL ANOVA c::~::=[:: -:= :::::::::: ~:=J I I +
SERV PGOAL ANCOVA + +

SERV ORG ANOVA ~I:"~"":---] I I +
SERV ORG ANCOVA + +

SERV INFL ANOVA

I
+ +

SERV INFL ANC0VA + +

+ = Higher satisfaction - = Lowersatisfaction
Boxed values indicate groups that were significantly different at the p ~ .05 level.
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The results of the ANOVA indicated that there were significant differences among

Curricular Groups on satisfaction with Support Services (SERV) when students were

grouped by Curricular Group and each of the seven ACES subscales. The Scheffe test and

subsequent contrast of means revealed that the ARTS group had significantly higher SERV

satisfaction scores than both the PERS and PROF groups. With the exception of the

Student Influence (INFL) subscale, the ANOVA also indicated that there were significant

differences between students grouped by high and low scores on the ACES subscales.

Examination of the means revealed that for these cases, students with high scores on the

ACES subscales had higher SERV satisfaction scores than students with low scores on the

ACES subscales,

Sets of ANCOVAS were done for each of the ACES subscales to assess and

control for the effects of selected student characteristic variables and contextual field

variables. The ANOV A findings of significant differences between high and low scores on

the ACES subscales were confirmed, even when the effects of the significant covariates

were controlled by the covariance analysis. However, significant differences in SERV

satisfaction among Curricular Groups were found only when students were grouped by

Curricular Group and the ACES subscales INVL and INFL. Finally, like the ANOV A, the

ANCOVA produced no significant interaction effects.

Given these results, the null sub-hypothesis relative to the finding of no significant

differences in SERV satisfaction scores among students grouped by Curricular Group and

by high/low scores on each of the seven subscales of the ACES, was rejected.
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Physical Facilities by Curricular Group and Involvement

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Physical Facilities (pHYS), when

students were grouped by Curricular Group and by high/low scores on the ACES

Involvement subscale.

Cell Means from the Analysis of Variance for Curricular Group by Involvement are

presented in Table 137.

TABLE 137
Cell Means Showing the Results of the ANOV A and Scheffe Test for the

DASS Variable Physical Facilities: Curricular Group by Involvement

VARIABLE

LOW INVL
I-llGH INVL

ARTS

29.2
30.9

30.1

PERS

27.9

29.2

28.7

PROF

28.8

29.0

28.9

28.7
29.9

29.3

There were significant differences in PHYS satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher PHYS satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

Involvement (INVL) subscale. An examination of means revealed that students with high

INVL had higher satisfaction scores than students with low INVL. There was no

significant interaction effect for Curricular Group and fNVL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 13K
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TABLE 138
The Results of the ANCOVA for the DASS Variable Physical Facilities: Curricular Group

by Involvement, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 1673.94 7 239.14 7.47 .000
Student Gender 5.17 1 5.17 0.16 .688
Student Age 256.68 1 256.68 8.02 .005**
Educ Level 490.38 1 490.38 15.32 .000**
Size 141.80 1 141.80 4.43 .036*
Length 26.73 1 26.73 0.84 .361
T Experience 253.81 1 253.81 7.93 .005**
TGender 597.42 1 597.42 18.66 .000**

Main Effects 714.52 3 238.17 7.44 .000

CURGRP 252.58 2 126.29 3.94 .020*

INVL 479.77 1 479.77 14.99 .000**

2-way Interactions

CURGRP x INVL 105.44 2 52.72 1.65 .193

Explained 2493.90 12 207.83 6.49 .000
Residual 32817.69 1025 32.02

Total 35311.59 1037 34.05

* p:::; .05
** p s .01

Taken in combination, five of the covariates contributed to the adjustment of the

dependent variable. In addition to student age, education level, and class size, teacher

experience and gender were significant covariates for the first time in Hypothesis 3

analyses. The results indicated that there were significant differences in PHYS satisfaction

among Curricular Groups and between groups with low and high scores on INVL, even

when the effects of the significant covariates were controlled. As in the ANOV A, there

was no significant interaction effect for Curricular Group and INVL.
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Physical Facilities by Curricular Group and Affiliation

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Physical Facilities (PHYS), when

students were grouped by Curricular Group and by high/low scores on the ACES

Affiliation subscale.

Cell Means from the Analysis of Variance for Curricular Group by Affiliation are

presented in Table 139.

TABLE 139
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Physical Facilities: Curricular Group by Affiliation

VARIABLE

LOW AFFL

HIGH AFFL

ARTS

29.2

30.8

30.1

PERS

27.5

30.1

28.7

PROF

27.6

30.6

28.9

28.1

30.5

29.3

There were significant differences in PHYS satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher PHYS satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

Affiliation (AFFL) subscale. An examination of means revealed that students with high

AFFL had higher satisfaction scores than students with low AFFL. There was no

significant interaction effect for Curricular Group and AFFL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 140.
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TABLE 140
The Results of the ANCOVA for the DASS Variable Physical Facilities: Curricular Group

by Affiliation, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 1673.94 7 239.14 7.68 .000
Student Gender 5.17 1 5.17 0.17 .684
Student Age 256.68 1 256.68 8.24 .004**
Educ Level 490.38 1 490.38 15.74 .000**
Size 141.80 1 141.80 4.55 .033*
Length 26.73 1 26.73 0.86 .355
T Experience 253.81 I 253.81 8.15 .004**
TGender 597.42 I 597.42 19.17 .000**

Main Effects 1654.88 3 551.63 17.70 .000

CURGRP 139.86 2 69.93 2.24 .107
AFFL 1420.13 1 1420.13 45.58 .O()O**

2-way Interactions

CURGRP x AFFL 45.43 2 22.72 0.73 .483

Explained 3374.25 12 281.19 9.02 .000

Residual 31937.34 1025 31.16
Total 35311.59 1037 34.05

* p s .05
** P s .01

The results indicated that there were significant differences in PHYS satisfaction

between groups with low and high scores on AFFL, even when the effects of the

significant covariates of student age, education level, class size, teacher experience, and

teacher gender were controlled. However, significant differences among Curricular

Groups found in the ANOVA were eliminated when the student characteristic and

contextual field variables were controlled by the covariance. As in the ANOV A, there was

no significant interaction effect for Curricular Group and AFFL.

219



Physical Facilities by Curricular Group and Teacher Support

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Physical Facilities (PHYS), when

students were grouped by Curricular Group and by high/low scores on the ACES Teacher

Support subscale.

Cell Means from the Analysis of Variance for Curricular Group by Teacher Support

are presented in Table 141.

TABLE 141
Cell Means Showing the Results of the ANOV A and Scheffe Test for the
DASS Variable Physical Facilities: Curricular Group by Teacher Support

VARIABLE

LOW SUP

HIGH SUP

ARTS

28.8

30.8

30.1

PERS

27.6

29.6

28.7

PROF

27.3

30.1

28.9

27.9

30.2

29.3

There were significant differences in PHYS satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher PHYS satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

Teacher Support (SUP) subscale. An examination of means revealed that students with

high SUP had higher satisfaction scores than students with low SUP. There was no

significant interaction effect for Curricular Group and SUP.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 142.
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TABLE 142
The Results of the ANCOVA for the DASS Variable Physical Facilities: Curricular Group

by Teacher Support, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 1673.94 7 239.14 7.63 .000
Student Gender 5.17 1 5.17 0.17 .685
Student Age 256.68 1 256.68 8.19 .004**
Educ Level 490.38 1 490.38 15.65 .000**
Size 141.80 1 141.80 4.53 .034*
Length 26.73 1 26.73 0.85 .356
T Experience 253.81 1 253.81 8.10 .005**
TGender 597.42 1 597.42 19.07 .000**

Main Effects 1518.03 3 506.01 16.15 .000

CURGRP 161.93 2 80.97 2.58 .076

SUP 1283.29 1 1283.29 40.95 .000**

2-way Interactions

CURGRPx SUP 0.53 2 0.27 0.01 .992

Explained 3192.51 12 266.04 8.49 .000

Residual 32119.09 1025 31.34

Total 35311.59 1037 34.05

* p s .05
** p s .01

The results indicated that there were significant differences in PHYS satisfaction

between groups with low and high scores on SUP, even when the effects of the significant

covariates of student age, education level, class size, teacher experience, and teacher gender

were controlled by the covariance analysis. However, significant differences among

Curricular Groups found in the ANOV A were eliminated when the student characteristic

and contextual field variables were controlled by the covariance. As in the ANOV A, there

was no significant interaction effect for Curricular Group and SUP.
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Physical Facilities by Curricular Group and Task Orientation

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Physical Facilities (pHYS), when

students were grouped by Curricular Group and by high/low scores on the ACES Task

Orientation (TASK) subscale.

Cell Means from the Analysis of Variance for Curricular Group by TASK are

presented in Table 143.

TABLE 143
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Physical Facilities: Curricular Group by Task

VARIABLE

LOW TASK

HIGH TASK

ARTS

29.3

30.4

30.1

PERS

27.0
29.8

28.7

PROF

27.9

29.5

28.9

28.0~
30.0

29.3

There were significant differences in PHYS satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher PHYS satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

TASK subscale. An examination of means revealed that students with high TASK had

higher satisfaction scores than students with low TASK. There was no significant

interaction effect for Curricular Group and TASK.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 144.
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TABLE 144
The Results of the ANCOVA for the DASS Variable Physical Facilities: Curricular Group

by Task, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 1673.94 7 239.14 7.52 .000
Student Gender 5.17 I 5.17 0.16 .687
Student Age 256.68 I 256.68 8.07 .005**
Educ Level 490.38 I 490.38 15.41 .000**
Size 141.80 I 141.80 4.46 '()35*

Length 26.73 I 26.73 0.84 .360
T Experience 253.81 I 253.81 7.98 .005**
TGender 597.42 I 597.42 18.77 .000**

Main Effects 915.28 3 305.09 9.59 .000

CURGRP 163.16 2 81.58 2.56 .078

TASK 680.54 I 680.54 21.39 .000**

2-way Interactions

CURGRP x TASK 104.35 2 52.18 1.64 .195

Explained 2693.58 12 224.47 7.05 .000

Residual 32618.01 1025 31.82

Total 35311.59 1037 34.05

* p:;; .05
** p s .01

The results indicated that there were significant differences in PHYS satisfaction

between groups with low and high scores on TASK, even when the effects of the

significant covariates of student age, education level, class size, teacher experience, and

teacher gender were controlled by the covariance analysis. However, significant

differences among Curricular Groups found in the ANOV A were eliminated when the

student characteristic and contextual field variables were controlled by the covariance. As

in the ANOV A, there was no significant interaction effect for Curricular Group and TASK.
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Physical Facilities by Curricular Group and Personal Goal Attainment

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Physical Facilities (pHYS), when

students were grouped by Curricular Group and by high/low scores on the ACES Personal

Goal Attainment (PGOAL) subscale.

Cell Means from the Analysis of Variance for Curricular Group by PGOAL are

presented in Table 145.

TABLE 145
Cell Means Showing the Results of the ANOV A and Scheffe Test for the

DASS Variable Physical Facilities: Curricular Group by PGOAL

VARIABLE

LOWPGOAL
HIGH PGOAL

ARTS

28.7

30.9

30.1

PERS

27.2

30.1

28.7

PROF

27.2

31.2

28.9

27.7

30.7

29.3

There were significant differences in PHYS satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher PHYS satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES

PGOAL subscale. An examination of means revealed that students with high PGOAL had

higher satisfaction scores than students with low PGOAL. There was no significant

interaction effect for Curricular Group and PGOAL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 146.
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TABLE 146
The Results of the ANCOVA for the DASS Variable Physical Facilities: Curricular Group

by PGOAL, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OFF

Covariates 1673.94 7 239.14 7.88 .000
Student Gender 5.17 1 5.17 0.17 .680
Student Age 256.68 1 256.68 8.46 ,(104**

Educ Level 490.38 I 490.38 16.16 .000**
Size 141.80 I 141.80 4.67 .031*
Length 26.73 I 26.73 0.88 .348
T Experience 253.81 I 253.81 8.37 .004**
TGender 597.42 I 597.42 19.69 .000**

Main Effects 2486.71 3 828.90 27.32 .000

CURGRP 130.64 2 65.32 2.15 .117

PGOAL 2251.97 1 2251.97 74.22 .000**

2-way Interactions

CURGRP x PGOAL 49.52 2 24.76 0.82 .443

Explained 4210.17 12 350.85 11.56 .000

Residual 31101.42 1025 30.34

Total 35311.59 1037 34.05

* p ~ .05
** P s .01

The results indicated that there were significant differences in PHYS satisfaction

between groups with low and high scores on PGOAL, even when the effects of the

significant covariates of student age, education level, class size, teacher experience, and

teacher gender were controlled by the covariance analysis. However, significant

differences among Curricular Groups found in the ANOVA were eliminated when the

student characteristic and contextual field variables were controlled by the covariance. As

in the ANOV A, there was no significant interaction effect for Curricular Group and

PGOAL.
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Physical Facilities by Curricular Group and Organization and Clarity

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Physical Facilities (pHYS), when

students were grouped by Curricular Group and by high/low scores on the ACES

Organization and Clarity (ORG) subscale.

Cell Means from the Analysis of Variance for Curricular Group by ORa are

presented in Table 147.

TABLE 147
Cell Means Showing the Results of the ANOV A and Scheffe Test for the

DASS Variable Physical Facilities: Curricular Group by ORG

VARIABLE

LOWORG

HIGH ORG

ARTS

27.9

31.4

30.1

PERS

27,5

29.8

28.7

PROF

27.2

30.6

28.9

27.6

30.7

29.3

There were significant differences in PHYS satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher PHYS satisfaction than the PERS and the PROF groups.

There was a significant difference between low and high scores on the ACES ORG

subscale. An examination of means revealed that students with high ORa had higher

satisfaction scores than students with low ORG. There was no significant interaction effect

for Curricular Group and ORG.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 148.
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TABLE 148
The Results of the ANCOVA for the DASS Variable Physical Facilities: Curricular Group

by ORG, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES DF SQUARE F OF F

Covariates 1675.18 7 239.31 7.96 .000
Student Gender 5.19 I 5.19 0.17 .678
Student Age 256.27 I 256.27 8.53 .004**
Educ Level 489.03 I 489.03 16.27 .000**
Size 142.04 I 142.04 4.73 .030*
Length 27.72 I 27.72 0.92 .337
T Experience 254.38 I 254.38 8.47 .004**
TGender 598.67 I 598.67 19.92 .000**

Main Effects 2734.96 3 911.65 30.34 .000

CURGRP 119.45 2 59.72 1.99 .138

ORG 2504.91 I 2504.91 83.35 .000**

2-way Interactions

CURGRP x ORG 46.99 2 23.50 0.78 .458

Explained 4457.13 12 371.43 12.36 .000

Residual 30862.77 1027 30.05

Total 35319.90 1039 33.99

* p ~ .05
** p s .01

The results indicated that there were significant differences in PHYS satisfaction

between groups with low and high scores on ORG, even when the effects of the significant

covariates of student age, education level, class size, teacher experience, and teacher gender

were controlled by the covariance analysis. However, significant differences among

Curricular Groups found in the ANOVA were eliminated when the student characteristic

and contextual field variables were controlled by the covariance. As in the ANaYA, there

was no significant interaction effect for Curricular Group and ORG.
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Physical Facilities by Curricular Group and Student Influence

Analysis of Variance was initially used to test whether or not there was a significant

difference between student scores on the DASS subscale Physical Facilities (pHYS), when

students were grouped by Curricular Group and by high/low scores on the ACES Student

Influence (INFL) subscale.

Cell Means from the Analysis of Variance for Curricular Group by INFL are

presented in Table 149.

TABLE 149
Cell Means Showing the Results of the ANOVA and Scheffe Test for the

DASS Variable Physical Facilities: Curricular Group by INFL

VARIABLE

LOWINFL
HIGH INFL

ARTS

29.8

30.3

30.1

PERS

28.8

28.6

28.7

PROF

29.6

28.4

28.9

29.4

29.3

29.3

There were significant differences in PHYS satisfaction among Curricular Groups,

and the Scheffe test and contrast of means indicated that the ARTS Curricular Group had

significantly higher PHYS satisfaction than the PERS and the PROF groups.

There was no significant difference between low and high scores on the ACES

INFL subscale, and no significant interaction effect for Curricular Group and INFL.

Analysis of Covariance was then performed to assess whether or not there were

significant differences between student scores when the effects of student characteristic and

contextual field variables were controlled. Data from this analysis is presented in Table 150.
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TABLE 150
The Results of the ANCOVA for the DASS Variable Physical Facilities: Curricular Group

by INFL, Adjusted by Student Characteristic and Contextual Field Variables

SOURCE OF VARIATION SUM OF MEAN SIGNIF
SQUARES OF SQUARE F OF F

Covariates 1673.94 7 239.14 7.36 .000
Student Gender 5.17 1 5.17 0.16 .690
Student Age 256.68 1 256.68 7.89 .005**
Educ Level 490.38 1 490.38 15.08 .000**
Size 141.80 1 141.80 4.36 .037*
Length 26.73 I 26.73 0.82 .365
T Experience 253.81 1 253.81 7.81 .005**
TGender 597.42 1 597.42 18.37 .000**

Main Effects 242.91 3 80.97 2.49 JI5lJ

CURGRP 233.28 2 116.64 3.59 .028*
INFL 8.16 1 8.16 0.25 .616

2-way Interactions

CURGRP x INFL 68.22 2 34.11 1.05 .351

Explained 1985.07 12 165.42 5.09 .000
Residual 33326.52 1025 32.51

Total 35311.59 1037 34.05

* p s .05
** p::; .01

The results indicated that there were significant differences in PHYS satisfaction

among Curricular Groups, even when the effects of the significant covariates of student

age, education level, class size, teacher experience, and teacher gender were controlled by

the covariance analysis. As in the ANOYA, there was no significant difference between

groups with low and high scores on INFL, and no significant interaction effect for

Curricular Group and INFL.
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Summary of Findings for Sub-Hypothesis 3: Satisfaction with Physical Facilities

A Summary of the Cell Means and Results from the ANOVA and ANCOVA for the

DASS Variable Physical Facilities is presented in Table 151.

TABLE 151
A Summary of the Cell Means and Results from the ANOVA and ANCOVA

for the DASS Variable Physical Facilities: by Curricular Group and
High/Low Scores on Each of the Subscales of the ACES

DASS ACES PROCEDURE CURRICULAR GROUP: ACES SCORE:
SUBSCALE SUBSCALE ARTS PERS PROF LOW HIGH

IIPHYS INVL ANOVA + +
PHYS INVL ANCOVA + +

PHYS AFFL ANOVA [:::::~::::::::[:::::::::::::: ::: :::::::::::::J I
+

PHYS AFFL ANCOVA + +

PHYS SUP ANOVA +

I
+

PHYS SUP ANCOVA + +

PHYS TASK ANOVA L....~......I ......:......_...........~.......J I
+

PHYS TASK ANCOVA + +

PHYS PGOAL ANOVA [~~]~.__- ...._...::=1 I
+

PHYS PGOAL ANCOVA + +

PHYS ORG ANOVA ~""'I- -........_..-:-.]
I

+-_........-
PHYS ORG ANCOVA + +

PHYS INFL ANOVA + +
PHYS INFL ANCOVA + +

+ = Higher satisfaction - = Lower satisfaction
Boxed values indicate groups that were significantly different at the p ~ .05 level.
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The results of the ANOVA indicated that there were significant differences among

Curricular Groups on satisfaction with Physical Facilities (PHYS) when students were

grouped by Curricular Group and each of the seven ACES subscales. The Scheffe test and

subsequent contrast of means revealed that the ARTS group had significantly higher PHYS

satisfaction scores than both the PERS and PROF groups. With the exception of the

Student Influence (INFL) subscale, the ANOVA also indicated that there were significant

differences between students grouped by high and low scores on the ACES subscales.

Examination of the means revealed that for these cases, students with high scores on the

ACES subscales had higher PHYS satisfaction scores than students with low scores on the

ACES subscales.

Sets of ANCOVAS were done for each of the ACES subscales to assess and

control for the effects of selected student characteristic variables and contextual field

variables. The ANOV A findings of significant differences between high and low scores on

the ACES subscales were confirmed, even when the effects of the significant covariates of

student age, education level, class size, teacher experience, and teacher gender were

controlled by the covariance analysis. However, significant differences in PHYS

satisfaction among Curricular Groups were found only when students were grouped by

Curricular Group and the ACES subscales INVL and INFL. Finally, like the ANOVA, the

ANCOVA produced no significant interaction effects.

Given these results, the null sub-hypothesis relative to the finding of no significant

differences in PHYS satisfaction scores among students grouped by Curricular Group and

by high/low scores on each of the seven subscales of the ACES, was rejected.
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Hypothesis 4

Multiple Regression Analysis was used to investigate whether a selected set of

variables (student motivation as measured by the EPS, student classroom environment as

measured by the ACES, class size and length, and teacher experience), could explain

significant amounts of variance in student satisfaction. For each of the three Curricular

Groups and the total sample, five step-wise Multiple Regression procedures were

conducted utilizing the subscales of the Dimensions of Adult Student Satisfaction (DASS)

as the criterion. The DASS measures of satisfaction were: Program Quality, Staff

Relations, Student Relations, Support Services, and Physical Facilities.

Each regression equation was evaluated for significance in predicting the criterion

variable by computing the summary statistic multiple R. If the R was significant for the

first predictor variable, it was retained and each of the remaining predictor variables was

evaluated in a step-wise procedure. This procedure selects the most relevant variable and

continues to add and/or delete variables, testing each addition for significance against the

specification that it is accounting for significant variance in the criterion measure. For this

investigation, predictor variables must have achieved a p =.05 or better contribution in the

prediction.

Table 152(a-c) presents the results of the step-wise multiple regression analysis

indicating significant predictors for the various dimensions of student satisfaction for each

of the three Curricular Groups. The number of steps required to produce the prediction

equation, the predictor variables, R, R-square, B values, and Beta weights are reported.
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TABLE 152(a)
The Results of the Stepwise Multiple Regression Analysis Indicating Significant Predictors for Each of the Five

Dimensions of Adult Student Satisfaction (DASS) by Curricular Group

GROUP ARTS R R2 B BETA PERS R R2 B BETA PROF R R2 B BETA
N=462 N=398 N=239

Satisfaction with Program Quality (DASS: PROG)

STEP
1 ACES: ORG .75 .56 .76 ,47 ACES: ORG .67 ,45 .57 .36 ACES: ORG .68 ,46 .90 .51
2 ACES: SUP .77 .60 .56 .22 ACES: SUP .71 .50 .66 .25 ACES:AFFL .69 ,48 .16 .10
3 ACES: PGOAL .78 .61 .36 .15 ACES: PGOAL .72 .52 ,47 .21 ACES: TASK .70 ,49 ,49 .11

tv 4 LENGTH .79 .62 .17 .09 EPS: STlM .73 .53 -.18 -.10 ACES: SUP .71 .50 .34 .13
w 5 ACES: INVL .79 .62 .18 .07 (Constant) 4.78 (Constant) 1.12w

6 EPS: SOC .79 .63 .08 .06
(Constant) -4.25

Satisfaction with Staff Relations (DASS: STAFF REL)

STEP
1 ACES: ORG .53 .28 .36 .23 ACES: PGOAL .44 .20 .67 .31 ACES: ORG .49 .24 .61 .34
2 ACES: PGOAL .59 .35 .69 .29 ACES: SUP .48 .23 .37 .15 ACES: AFFL .55 .30 .32 .20
3 ACES: INVL .60 .36 .29 .12 ACES: TASK .50 .25 .50 .11 ACES: PGOAL .56 .30 .32 .15
4 EPS: FAM .61 .37 .19 .09 ACES: INVL .51 .26 .36 .15 (Constant) 4.85
5 SIZE .61 .38 .05 .08 ACES: INFL .52 .27 -.21 -.10
6 ACES: SUP .62 .38 .31 .12 (Constant) 11.27

(Constant) -2.60



TABLE 152(b)
The Results of the Stepwise Multiple Regression Analysis Indicating Significant Predictors for Each of the Five

Dimensions of Adult Student Satisfaction (DASS) by Curricular Group (Con't)

GROUP ARTS R R2 B BETA PERS R R2 B BETA PROF R R2 B BETA

Satisfaction with Student Relations (DASS: STUDT REL)

STEP
1 ACES: AFFL .52 .28 .20 .32 ACES: AFFL .59 .35 .27 .44 ACES:AFFL .56 .31 .23 .42
2 ACES: PGOAL .57 .32 .15 .18 ACES: ORG .61 .38 .07 .13 ACES: ORG .59 .34 .16 .26
3 ACES: ORG .58 .34 .09 .17 LENGTH .62 .39 .08 .12 EPS: SOC .60 .36 .09 .20
4 EPS: SOC .60 .36 .05 .13 ACES: PGOAL .63 .40 .09 .11 EPS: COM .62 .38 -.10 -.20
5 LENGTH .61 .37 .08 .11 (Constant) 1.18 LENGTH .63 .40 -.09 -.14

N
VJ (Constant) .59 (Constant) 1.70
~

Satisfaction with Support Services (DASS: SERV)

STEP
1 ACES: ORG .46 .22 .28 .31 ACES: ORG .45 .20 .28 .30 ACES: ORG .52 .27 .52 .46
2 EPS: COM .49 .24 .20 .21 ACES: PGOAL .49 .24 .30 .24 ACES:AFFL .54 .30 .18 .18
3 ACES: PGOAL .51 .26 .26 .19 (Constant) 7.86 (Constant) 1.08
4 ACES: INVL .52 .27 .17 .13
5 EPS: ADV .52 .28 -.08 -.11

(Constant) 4.41



TABLE 152(c)
The Results of the Stepwise Multiple Regression Analysis Indicating Significant Predictors for Each of the Five

Dimensions of Adult Student Satisfaction (DASS) by Curricular Group (Can't)

GROUP ARTS R R2 B BETA PERS R R2 B BETA PROF R R2 B BETA

Satisfaction with Physical Facilities (DASS: PHYS)

STEP
1 ACES:ORG .34 .12 040 .08 ACES: TASK .28 .08 .79 .22 ACES: AFFL .35 .12 .38 .24
2 TEXP .38 .14 -.12 .03 ACES: PGOAL .34 .12 .38 .21 ACES: ORG Al .16 042 .24
3 ACES: PGOAL .40 .16 .29 .11 (Constant) 17.11 ACES: !NFL .43 .18 -.28 -.14
4 EPS: FAM .42 .17 .20 .08 SIZE .44 .20 -.05 -.14
5 SIZE .43 .18 .05 .02 (Constant) 12.35

tv
(Constant) 7.95~
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The first column of Table 152 (a-c) indicates the step at which each of the variables

entered the equation. In terms of student satisfaction with Program Quality, Organization

and Clarity (ORG) entered first for all Curricular Groups. Teacher Support (SUP) was

entered at the second step for the ARTS and PERS groups, while Affiliation (AFFL) was

entered for the PROF group. Personal Goal Attainment (PGOAL) was entered at the third

step for the ARTS and PERS groups, while Task Orientation (TASK) was entered for the

PROF group. All groups differed on the variable entered at the fourth step; class length

was entered for ARTS, Social Stimulation (STIM) was entered for the PERS, and Teacher

Support was entered for the PROF. For the PERS and PROF groups, no additional

variables were included after the fourth step while for the ARTS group, an additional two

variables were entered in to the equation, Student Involvement (INVL) and Social Contact

(SOC).

The coefficient of multiple correlation (R) which is an index of the accuracy of the

prediction equation, exceeded .70 for all groups. The square of the coefficient of multiple

correlation (R2 ) is an indicator of the relative strength of the prediction equation at each

step, and overall when all of the variables are entered into the equation. Taken together, the

six variables in the equation developed for the ARTS group accounted for 63% of the total

variance of the predictors of satisfaction with Program Quality. Of this 63%, ORG

accounted for about 56% of the variance, SUP accounted for approximately 4%, and each

of the remaining variables accounted for I% or less of the variance.

For the PERS group, the four predictors accounted for approximately 53% of the

total variance. Of this total, ORG accounted for about 45% of the variance, SUP accounted

for about 5%, GOAL accounted for about 2%, and STIM account for about 1%. For the

PROF group, the four predictors accounted for approximately 50% of the total variance.

Of this 50%, ORG accounted for about 46% of the variance, AFFL about 2%, and TASK

and SUP accounted for about 1% of the variance.
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An examination of the regression coefficients (B) indicated that an inverse

relationship occurred in the case of Social Stimulation (STIM) for the PERS group. The

effect of the inverse relationship in this case is that STIM lowered satisfaction scores while

the other variables in the equation raised them.

Since the nonstandardized regression coefficients have different measurement scales

and are not comparable to each other, Beta Weights, which are the standardized (Z-score)

form of the regression coefficients were calculated to permit possible comparison of

variables to each other in terms of their effect on the independent measure. However, care

should be exercised in making inference since the values of the Beta coefficients are

contingent upon the other predictor variables in the equation and therefore, "do not, in any

absolute sense reflect the importance of the various independent variables." (SPSS, 19XX,

p.39).

In terms of student satisfaction with Staff Relations (STAFF), ORO entered first

for the ARTS and PROF groups, while POOAL entered first for the PERS group. AFFL

and POOAL were entered at the second and third steps for the PROF group, and no

additional variables were included for this group. For the PERS group, SUP, TASK,

INVL, and Student Influence (INFL) entered into the prediction equation in steps 2 through

5. For the ARTS group, POOAL, INVL, Family Togetherness (FAM), class size, and

SUP entered into the prediction equation in steps 2 through 6. Inverse relationships

occurred in the case of INFL for the PERS group. The coefficient of multiple correlation

(R) ranged from .52 (PERS) to .62 (ARTS).

For all groups, AFFL was entered into the prediction equation at the first step for

student satisfaction with Student Relations (STUDT). ORO and class length were

variables included in the prediction equations for all groups. Social Contact (SOC) was

also included in the prediction equations of the ARTS and PROF groups. The coefficient

of multiple correlation (R) ranged from .61 (ARTS) to .63 (PERS and PROF). Inverse
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relationships occurred in the case of Communication Improvement (COM) for the PROF

group, and although class length was a variable included in the prediction equations for all

groups, an inverse relationship occurred only for the PROF group. For this group, class

length had the effect of lowering satisfaction scores while for the other groups it had the

effect of raising scores. This finding was similiar to the significant interaction effect found

for Curricular Group and class length on STUDT satisfaction in Hypothesis 2. In the

ANOVA, ARTS and PERS students in long classes had significantly higher STUDT

satisfaction scores than ARTS and PERS students in short classes. However, PROF

students in long classes had lower STUDT satisfaction scores than those in short classes.

For all groups, ORO was entered into the prediction equation at the first step for

student satisfaction with Support Services (SERV). For the PERS group, POOAL entered

at the second step while for the PROF group, AFFL entered second. No additional

variables were included for these groups after the second step. For the ARTS group, an

additional three variables entered into the equation, POOAL, INVL, and ADV. An inverse

relationship occurred in the case of ADV for the ARTS group. The coefficient of multiple

correlation (R) ranged from .54 (PROF) to .49 (PERS).

In terms of student satisfaction with physical facilities (PHYS), the three Curricular

Groups differed in the variables entered in all steps of their respective prediction equations.

Only two variables were included in the equation for the PERS group (TASK, POOAL),

while the PROF group had four, (AFFL, ORO, INFL, and class size), and the ARTS

group five, (ORO, teacher experience, POOAL, FAM, and class size). Inverse

relationships occurred in the case of teacher experience, INFL, and class length. The

coefficient of multiple correlation (R) ranged from .34 (PERS) to .44 (PROF).

The Multiple Regression analysis in this section indicated that significant

relationships occurred between the ACES, EPS, and selected contextual field variables, and

the DASS criterion measures of student satisfaction. The relative importance of predictor
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variables was indicated by a step-wise procedure for each Curricular Group. The null

hypothesis that there was no set of variables which could account for a significant amount

of variance in student satisfaction scores as measured by the Dimensions of Adult Student

Satisfaction, was rejected.

Summary

The purpose of Chapter 4 was to present the findings of the study. To place the

findings in perspective, it also provided descriptive statistics pertaining to the student

characteristic and contextual field variables, the data from the scores on the Educational

Participation Scale (EPS) and Adult Classroom Environment Scale (ACES), and student

satisfaction scores on the Dimensions of Adult Student Satisfaction (DASS). The three

instruments utilized in the study were analyzed using Principal Components Factor

Analysis, and internal consistency reliability estimates were computed.

Descriptive Statistics for Contextual Field and Student Characteristic Variables

Data for each of the three Curricular Groups, Arts and Leisure (ARTS), Personal

Development (PERS), and Professional Development (PROF), as well as the total group,

was analyzed. The largest Curricular Group was ARTS (42%), while the second largest

was PERS (36%), and the smallest was PROF (22%).

In terms of class length, the statistics reflected the basic nature of the noncredit

curriculum offered by the College. Professional Development classes were generally

shorter in length when compared to the other Curricular Group offerings, and Art and

Leisure classes were generally longer in length. The number of large classes exceeded the

number of small classes for all Curricular Groups, and the percentage of large classes was

70% or higher, with small classes accounting for less than 30% for all groups.

For the total sample, 58% of instructors were male while 42% were female.

However, the majority of instructors for the PROF group were female while for the ARTS
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and PERS groups, the majority of instructors were male. Teacher experience was the highest

for the PROF group, with a mean of 12.5 years.

In terms of student characteristics, 62% of students in the ARTS group and 58% of

the students in the PERS group were females. The PROF group was nearly equally

divided between males and females. In terms of student age, the overall mean for the

sample was 42 years. The PROF group had the lowest mean age (36 years), as compared

to the PERS group (43 years), and ARTS group (45 years). The ethnicity of students was

predominantly Asian. For the total sample, 58% of students were Asian, 30% were White,

and 6% were Hawaiian. The remaining 6% were Black, Hispanic, Pacific Islanders, or

classified themselves as not belonging to any of the other groups. In terms of education,

mean years and percentages of educational level were fairly consistent among the Curricular

Groups. Students in the study had a relatively high level of education with fewer than 8%

without some college work, and at least 67% with an undergraduate degree.

Factor Analysis and Reliability Results

Factorial validity evaluations were conducted on the Dimensions of Adult Student

Satisfaction (DASS), the Education Participation Scale (EPS), and the Adult Classroom

Environment Scale (ACES). Principal Components Factor Analysis was used to verify the

stability of the factor structure of each instrument, and Varimax orthogonal rotation was

used to produce the final structure.

For the DASS, A five factor solution was examined and selected because it

provided better-defined factors with a reasonable number of items, and a meaningful

interpretation of the data. The five factors were defined as Program Quality (PROG), Staff

Relations (STAFF), Student Relations (STUDT), Support Services (SERV), and Physical

Facilities (PHYS).

For the EPS, CCECS factor loadings confirmed the seven factor structure of

participation reported by Boshier: Communication Improvement (COM), Social Contact
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(SOC), Educational Preparation (EDUC), Professional Advancement (ADV), Family

Togetherness (FAM), Social Stimulation (STIM), and Cognitive Interest (COG).

For the ACES, the most meaningful and interpretable solution consisted of seven

factors defined as: Involvement (INVL), Affiliation (AFFL), Teacher Support (SUP),

Task Orientation (TASK), Personal Goal Attainment (PGOAL), Organization and Clarity

(ORG), and Student Influence (INFL).

Internal consistency reliability evaluations were conducted for all three instruments.

The overall reliability (alpha) was .96 for the DASS, .92 for the EPS, and .90 for the

ACES.

Hypothesis 1

The first hypothesis sought to determine if there was a set of discrete variables

(student characteristic, student motivation, and student classroom environment variables)

that would result in a non-chance classification of continuing education students into the

three different Curricular Groups. A Discriminant Analysis procedure was utilized which

took the seven EPS subscales, the seven ACES subscales, and the student characteristic

variables in combination to determine whether students could be classified into the three

groups.

The analysis found that a significant separation was possible among the three

Curricular Groups. The separation was based on the utilization of two functions which

produced a significant difference beyond the p s .01 level. Given that a significant

separation among groups was possible, each of the variables was entered in step-wise

fashion to evaluate its potency in making the separation between groups. In the first step,

the EPS subscale Professional Advancement was identified as the most potent predictor. In

subsequent steps, all subscales of the EPS entered, with the exception of EDUC.

Significant ACES variables which were entered included TASK, PGOAL, SUP, INVL,

and INFL. ACES variables AFFL and ORG, were not entered. All four student
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characteristic variables were identified as significant predictors and included student age,

ethnicity, gender, and education. None of the 15 variables utilized were removed during

subsequent steps once it had been entered, and each achieved a p =.01 or better

contribution in the prediction of group membership. Overall, the EPS variables appeared to

be the most potent discriminators in separating the three groups which would seem

reasonable, given the relationship between reasons for participation and course curricula.

The most accurate membership prediction was for the Arts and Leisure group

(77%), followed by the Professional group (69%), and the Personal Development group

(57%). Of the total 1036 cases, 702 or 68% were correctly classified. All predictions far

exceeded the 33% probability that students would be classified correctly by chance and the

hypothesis relative to the nonchance classification of subjects into the three Curricular

Groups was accepted.

Hypothesis 2

Hypothesis 2 was designed to test if there were significant differences among

scores on each of the five subscales of the Dimensions of Adult Student Satisfaction

(Program Quality, Staff Relations, Student Relations, Support Services, Physical

Facilities) when students were grouped by Curricular Group and each of the contextual

field and student characteristic variables.

The results of the analysis indicated that there were significant differences among

Curricular Groups on all five of the subscales of the Dimensions of Adult Student

Satisfaction (DASS). The Scheffe test and subsequent examination of means revealed that

with the exception of the Staff Relations dimension (STAFF), the ARTS group had

significantly higher satisfaction scores than both the PERS and PROF groups. For the

STAFF subscale, the ARTS group had significantly higher satisfaction scores that the

PERS group. Given these results, the null sub-hypothesis relative to the finding of no

significant difference in satisfaction scores among Curricular Groups was rejected.

242



In terms of contextual field and student characteristic variables, the findings

indicated that there were significant differences between the Program Quality (PROG) nd

Student Relations (STUDT) satisfaction scores of students grouped by class length, and the

null sub-hypotheses relative to the finding of no significant differences between short and

long classes for the DASS subscales PROG and STUDT, was rejected. The results of the

analysis also indicated that there were significant differences among the PROG and

Physical Facilities (pHYS) satisfaction scores of students grouped by Teacher Experience.

The Scheffe test and contrast of means revealed that in terms of PROG satisfaction,

students taught by teachers with high experience (15 or more years), had significantly

higher PROG satisfaction than those taught by teachers with medium experience (7 to < 15

years). In terms of PHYS satisfaction, students taught by teachers with low experience

(less than 7 years), had significantly higher satisfaction scores than those taught by teachers

with high experience. Therefore, the null sub-hypotheses relative to the finding of no

significant differences in PROG and PHYS satisfaction among students grouped by teacher

experience, was rejected.

There was also a significant difference among the Support Services (SERV)

satisfaction scores of students grouped by student gender, with female students having

significantly higher SERV scores than male students. Therefore, the null sub-hypothesis

relative to the finding of no significant difference in SERV satisfaction between male and

female students, was rejected.

Significant differences among students grouped by education level occurred relative

to all dimensions of the DASS. The Scheffe test and contrast of means revealed that in

terms of PROG, STAFF, STUDT, and SERV satisfaction, students with less than a

college degree were more satisfied than students with a graduate degree or more of

education. In terms of PHYS satisfaction, students with less than a college degree were

more satisfied than students with a college degree or more of education. Given these
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findings, the null sub-hypotheses relative to no significant difference in PROG, STAFF,

STUDT, SERV, and PHYS satisfaction among students grouped by education level, was

rejected.

There was also a significant difference among the SERV satisfaction scores of

students grouped by student age. The Scheffe test and contrast of means revealed that

students 40 years and older had significantly higher SERV scores than students in younger

age groups. Therefore, the null sub-hypothesis relative to the finding of no significant

difference in SERV satisfaction among students grouped by age level, was rejected.

The analysis found no significant differences in DASS satisfaction scores among

students grouped by class size and student ethnicity. There were no significant differences

among students grouped by teacher gender on each of the five DASS subscales. However,

in terms of STAFF satisfaction, when teacher gender was taken in combination with

Curricular Group, there was a significant interaction effect. Significant interaction effects

were also found for Curricular Group and Teacher Experience on PROG satisfaction,

STUDT satisfaction and PHYS satisfaction; as well as for Curricular Group and class

length on STUDT satisfaction, and Curricular Group and student age on PHYS

satisfaction.

fupothesis 3

Hypothesis 3 stated that there would be no significant differences among scores on

each of the five subscales of the Dimensions of Adult Student Satisfaction (DASS), when

students were grouped by Curricular Group and by high/low scores on each of the seven

subscales of the Adult Classroom Environment Scale (ACES); when controlling for the

effects of selected student characteristic and contextual field variables.

For Hypothesis 3, the subjects were divided by curricular group (PROF, PERS,

ARTS) and by high/low score levels on each of the ACES subscales. Analysis of

Covariance (ANCOVA) was used to assess and control for the effects of selected student
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characteristic variables and contextual field variables on the dependent criterion measure of

satisfaction. Covariates used in the analysis included: student gender, student age, student

education level, class size, class length, teacher experience and teacher gender. Sets of

ANCOVAS were done for each of the ACES subscales to evaluate the hypothesis under

each of the dimensions of the DASS.

Summary of Findings for Sub-Hypothesis 3: Satisfaction with Program Ouality

Sets of ANCOVAS were done for each of the ACES subscales to assess and

control for the effects of selected student characteristic variables and contextual field

variables. With the exception of the analysis involving the,ACES subscale Organization

and Clarity (ORG), the ANOV A findings of significant differences among the PROG

satisfaction scores of students grouped by Curricular Group and high/low scores on the

ACES subscales were confirmed, even when the effects of the significant covariates of

student age, education level, and class length were controlled by the covariance analysis.

In the case of the ANCOV A for Curricular Group by ORG, the results indicated

that there were significant differences in PROG satisfaction between groups with low and

high scores on ORG. There were no significant differences found among Curricular

Groups at the .05 level. However, the ANCOV A produced an F value with a probability

of .06, and therefore approached the significance decision point.

Unlike the findings of the ANOVA, the ANCOVA produced a significant

interaction effect for Curricular Group and Student Influence (INFL). ARTS and PERS

students with higher INFL had higher PROG satisfaction than students in the same groups

with lower [NFL. However, the inverse was true for the PROF group.

Given these results, the null sub-hypothesis relative to the finding of no significant

differences in PROG satisfaction scores among students grouped by Curricular Group and

by high/low scores on each of the seven subscales of the ACES, was rejected.
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Summary of Findings for Sub-Hypothesis 3: Satisfaction with Staff Relations

Sets of ANCOVAS were done for each of the ACES subscales to assess and

control for the effects of selected student characteristic variables and contextual field

variables. The ANOVA findings of significant differences between the STAFF satisfaction

scores of students grouped by high/low scores on the ACES subscales were confirmed,

even when the effects of the significant covariates of student age and education level were

controlled by the covariance analysis. However, significant differences in STAFF

satisfaction among Curricular Groups were found only when students were grouped by

Curricular Group and the ACES subscales INVL and INFL.

Like the ANOVA, the ANCOVA produced a significant interaction effect for

Curricular Group and Student Influence (INFL). ARTS and PERS students with higher

INFL had higher STAFF satisfaction than students in the same groups with lower INFL.

However, the inverse was true for the PROF group.

Given these results, the null sub-hypothesis relative to the finding of no significant

differences in STAFF satisfaction scores among students grouped by Curricular Group and

by high/low scores on each of the seven subscales of the ACES, was rejected.

Summary of Findings for Sub-Hypothesis 3: Satisfaction with Student Relations

Sets of ANCOVAS were done for each of the ACES subscales to assess and

control for the effects of selected student characteristic variables and contextual field

variables. In all sets of analyses, the ANOV A findings of significant differences in

STUDT satisfaction scores among Curricular Groups and between high and low scores on

the ACES subscales were confirmed, even when the effects of the significant covariates of

student age, education level, class size, and class length were controlled by the covariance

analysis.
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While the ANOV A, produced a significant interaction effect for Curricular Group

and Involvement (INVL), this finding was not confirmed when the effects of significant

covariates were controlled by the ANCOVA.

The null sub-hypothesis relative to the finding of no significant differences in

STUDT satisfaction scores among students grouped by Curricular Group and by high/low

scores on each of the seven subscales of the ACES, was rejected.

Summary of Findings for Sub-Hypothesis 3: Satisfaction with Support Services

Sets of ANCOVAS were done for each of the ACES subscales to assess and

control for the effects of selected student characteristic variables and contextual field

variables. The ANOV A findings of significant differences between high and low scores on

the ACES subscales were confirmed, even when the effects of the significant covariates

student gender, age, and education level were controlled by the covariance analysis.

However, significant differences in SERV satisfaction among Curricular Groups were

found only when students were grouped by Curricular Group and the ACES subscales

Involvement (INVL) and INFL. Finally, like the ANOVA, the ANCOV A produced no

significant interaction effects.

Given these results, the null sub-hypothesis relative to the finding of no significant

differences in SERV satisfaction scores among students grouped by Curricular Group and

by high/low scores on each of the seven subscales of the ACES, was rejected.

Summary of Findings for Sub-Hypothesis 3: Satisfaction with Physical Facilities

Sets of ANCOVAS were done for each of the ACES subscales to assess and

control for the effects of selected student characteristic variables and contextual field

variables. The ANOV A findings of significant differences in the PHYS satisfaction scores

of students grouped by high/low scores on the ACES subscales were confirmed, even

when the effects of the significant covariates of student age, education level, class size,
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teacher experience, and teacher gender were controlled by the covariance analysis.

However, significant differences in PHYS satisfaction among Curricular Groups were

found only when students were grouped by Curricular Group and the ACES subscales

INVL and INFL. Finally, like the ANOVA, the ANCOVA produced no significant

interaction effects.

Given these results, the null sub-hypothesis relative to the finding of no significant

differences in PHYS satisfaction scores among students grouped by Curricular Group and

by high/low scores on each of the seven subscales of the ACES, was rejected.

Hypothesis 4

Multiple Regression Analysis was used to investigate whether a selected set of

variables (student motivation as measured by the EPS, student classroom environment as

measured by the ACES, class size and length, and teacher experience), could explain

significant amounts of variance in student satisfaction. For each of the three Curricular

Groups, five step-wise Multiple Regression procedures were conducted utilizing the

subscales of the Dimensions of Adult Student Satisfaction (DASS).

In terms of student satisfaction with Program Quality (PROG), Organization and

Clarity entered first for all Curricular Groups. Teacher Support was entered at the second

step for the ARTS and PERS groups, while Affiliation was entered for the PROF group.

Personal Goal Attainment was entered at the third step for the ARTS and PERS groups,

while Task Orientation was entered for the PROF group. All groups differed on the

variable entered at the fourth step; class length was entered for the ARTS, Social

Stimulation was entered for the PERS, and Teacher Support was entered for the PROF

groups. For the PERS and PROF groups, no additional variables were included after the

fourth step while for the ARTS group, an additional two variables were entered in to the

equation, Involvement and Social Contact.
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In terms of student satisfaction with Staff Relations (STAFF), Organization and

Clarity entered first for the ARTS and PROF groups, while Personal Goal Attainment

entered first for the PERS group. Affiliation and Personal Goal Attainment were entered at

the second and third steps for the PROF group, and no additional variables were included

for this group. For the PERS group, Teacher Support, Task Orientation, Involvement, and

Student Influence entered into the prediction equation in steps 2 through 5. For the ARTS

group, Personal Goal Attainment, Involvement, Family Togetherness, class size, and

Teacher Support entered into the prediction equation in steps 2 through 6.

For all groups, Affiliation was entered into the prediction equation at the first step

for student satisfaction with Student Relations (STUDT). Organization and Clarity and

class length were variables included in the prediction equations for all groups. Social

Contact was also included in the prediction equations of the ARTS and PROF groups.

Although class length was a variable included in the prediction equations for all groups, an

inverse relationship occurred only for the PROF group. For this group, class length had

the effect of lowering satisfaction scores while for the other groups it had the effect of

raising scores.

For all groups, Organization and Clarity was entered into the prediction equation at

the first step for student satisfaction with Support Services. For the PERS group, Personal

Goal Attainment entered at the second step while for the PROF group, Affiliation entered

second. No additional variables were included for these groups after the second step. For

the ARTS group, an additional three variables entered into the equation, Personal Goal

Attainment, Involvement, and Professional Advancement.

In terms of student satisfaction with physical facilities, the three Curricular Groups

differed in the variables entered at all steps of their respective prediction equations. Only two

variables were included in the equation for the PERS group (Task Orientation, and Personal

Goal Attainment), while the PROF group had four, (Affiliation, Organization and Clarity,
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Student Influence, and class size), and the ARTS group five, (Organization and Clarity,

Teacher Experience, Personal Goal Attainment, Family Togetherness, and class size).

The Multiple Regression analysis in this section indicated that significant

relationships occurred between the ACES, EPS, and selected contextual field variables, and

the DASS criterion measures of student satisfaction. The relative importance of predictor

variables was indicated by a step-wise procedure for each Curricular Group. The null

hypothesis that there was no set of variables which could account for a significant amount

of variance in student satisfaction scores as measured by the Dimensions of Adult Student

Satisfaction, was rejected.
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CHAPTERS

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Introduction

This chapter summarizes the first three chapters of the study, reviewing the research

problem, the theoretical framework, and the hypotheses which were tested. It also

summarizes the major findings discussed in Chapter 4. Conclusions derived from the

study as well as recommendations are provided.

Summary of Chapter I

Chapter I provided background information and identified the problem to be

addressed by the study. It presented the basic rationale and theoretical framework behind

the investigation. The purpose of the study was described and set forth in a series of

research questions, followed by specific hypotheses to be tested. Finally, the definitions

associated with the investigation were detailed as well as the limitations and assumptions of

the study.

Identification of the problem to be studied focused on the need to develop ways of

evaluating program effectiveness that yield meaningful results for administrators,

educators, and the various constituencies they serve. While it was recognized that

measurements such as the number of students served were important indicators of

performance, its was asserted that more adequate measures of program effectiveness

relative to the quality and responsiveness of services were needed. The rationale for the

use of satisfaction as such a criterion, was that it might provide a multifaceted and more

appropriate measure of performance for noncredit continuing education programs.

The theoretical framework underlying the study was based upon the work of field

theorist Kurt Lewin. Resting upon the underpinnings provided by field theory, Vroom's

expectancy theory provided a means for conceptualizing satisfaction as an outcome of the
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characteristics, motivations, and expectations an individual brings into the situation, in

interaction with the learning process he or she experiences in the field or classroom

environment. From the perspective of a process model, the subjective assessment about

the instrumentality of the experience in satisfying needs was seen as determining

satisfaction, and ultimately influencing future expectations and perceived valences of

outcomes.

The basic research questions attempted to determine whether certain motivational

and classroom environment factors have an effect on student satisfaction. The functional

relationships between student motivation, student classroom environment, and student

satisfaction, were investigated for each of three major Curricular Groups: Arts and Leisure

Programs (ARTS), Personal Development Programs (PERS), and Professional

Development Programs (PROF). Besides the three Curricular Groups, additional variables

that may affect satisfaction as an outcome were investigated. These included student

characteristic variables of gender, age, and level of education, and contextual field variables

such as size and length of class, and teacher gender and years of teaching experience.

The first hypothesis of the study was designed to investigate whether it was

possible to classify students into the three Curricular Groups, based on their characteristics,

reasons for participation, and perceptions of their classroom environment. The second

hypothesis concerned itself with differences in student satisfaction. Specifically, it

investigated whether students differed significantly in their perceptions of satisfaction when

grouped by selected student characteristic and course contextual variables. The third

hypothesis investigated whether certain classroom environment variables such as level of

student involvement or perceptions of teacher support, have an impact on student

satisfaction. Finally, the fourth hypothesis investigated whether it was possible to identify

a set of variables that could help predict student satisfaction.
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In addition to the limitations of the sample and lack of experimental control over

confounding factors, the limitations of written instruments in the measurement of student

satisfaction, motivation, and perceptions about the learning process, were recognized.

Summary of Chapter 2

Chapter 2 provided a review of the literature for the three principal aspects of the

study: adult student motivation, the classroom environment, and student satisfaction. A

short history outlining the development of these three fields of study and a summarization

of some of the relevant literature was provided.

The study built upon the work of researchers like Boshier (1971, 1977, 1991)

whose main interest was the development of a way of describing adult students in terms of

their motivation to participate. The pioneer in this stream of research was Houle (1961)

who studied the motivational orientations of adult students as early as 1960.

The study also built upon the work of the more psychodynamically oriented field

theorists like Pace (1964) and Stern (1970) who were interested in the learning

environment, and in particular, theorists like Moos (1976, 1979) who studied the

classroom environment. Researchers like Darkenwald (19X7) furthered this line of inquiry

by extending the research effort into the realm of adult education.

Finally, the study sought to expand upon the work of educators and administrators

like Hendry (1983) who sought to better understand student satisfaction in order to

improve the educational experience of the adult learner.

Summary of Chapter 3

Chapter 3 presented a detailed description of the research design. The population

used in the study, sample and sampling procedures, procedures utilized in gathering the

data, instrumentation, and the statistical procedures used in testing the hypotheses were

presented and described.
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The study utilized an expostfacto design. A stratified factorial analysis was

incorporated into the design because it made it possible to analyze the effects of certain

factors (e.g., classroom environment) on the dependent variable (satisfaction). Stratification

by curricular group was also utilized so that the factors that determine outcome could be

more accurately specified, both main effects and interactional.

A stratified random sample of the population was studied. Data was collected in the

University of Hawaii's College of Continuing Education and Community Service. Students

were surveyed in their classrooms on the last day of their course. Responses from 1180

students enrolled in noncredit classes were subsequently utilized in the data analysis.

A description was provided for each of the instruments used in the study: the

Dimensions of Adult Student Satisfaction, the Education Participation Scale, and the Adult

Classroom Environment Scale. The principal statistical procedures employed in the study

were described and included Principal Components Factor Analysis, Discriminant Function

Analysis, Analysis of Variance, Analysis of Covariance, and Multiple Regression.

Discriminant Function Analysis was utilized to investigate whether students could be

classified into the three Curricular Groups. Wilks' Lambda was subsequently used to test

the hypothesis of no significant difference among the three groups and a step-wise

procedure was initiated to evaluate the relative contribution of each of the variables in

separating the groups.

Analysis of Variance was used to evaluate the null hypotheses relative to Hypotheses

2. Analysis of Covariance was used in the analyses for Hypothesis 3 in order to assess and

control for the effects of selected student characteristic variables and contextual field

variables on the dependent criterion measure of satisfaction. Main effects and interactions

were tested at the .05 level of significance. Appropriate multiple comparison tests were

used to determine where significant differences occurred.
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The study also utilized Multiple Regression Analysis to investigate the extent to

which variation in student satisfaction could bepredicted on the basis of a selected set of

independent variables including contextual field variables, and measures of motivation and

classroom climate. While this type of analysis cannot reveal causal relationships, it can

point to significant relationships between the independent variables and the criterion, and

provide a basis for understanding a complex phenomenon like satisfaction.

Summary of Chapter 4

Chapter 4 presented the results of testing the major hypotheses of the study. To

place the findings in perspective, it also included descriptive statistics pertaining to the

student characteristic and contextual field variables, the data from the scores on the

Education Participation Scale (EPS), and Adult Classroom Environment Scale (ACES),

and student satisfaction scores on the Dimensions of Adult Student Satisfaction (DASS).

Principal Components Factor Analysis was used to verify the stability of the factor

structure of the DASS, EPS, and ACES scales, and Varimax orthogonal rotation was used

to produce the final structure. For the DASS, a five factor solution was selected and

included Program Quality (PROG), Staff Relations (STAFF), Student Relations (STUDT),

Support Services (SERV), and Physical Facilities (pHYS).

For the EPS, CCECS factor loadings confirmed the seven factor structure of

participation reported by Boshier: Communication Improvement (COM), Social Contact

(SOC), Educational Preparation (EDUC), Professional Advancement (ADV), Family

Togetherness (FAM), Social Stimulation (STIM), and Cognitive Interest (COG).

For the ACES, a seven factor structure was selected and consisted of: Involvement

(lNVL), Affiliation (AFFL), Teacher Support (SUP), Task Orientation (TASK), Personal

Goal Attainment (PGOAL), Organization and Clarity (ORG), and Student Influence

(INFL).
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Internal consistency reliability evaluations were conducted for all three instruments.

The overall reliability (alpha) was .96 for the DASS, .92 for the EPS, and .90 for the

ACES.

Hypothesis 1

The first hypothesis sought to determine if there was a set of discrete variables

(student characteristic, student motivation, and student classroom environment variables)

that would result in a non-chance classification of continuing education students into the

three different Curricular Groups. A Discriminant Analysis procedure was utilized which

took the seven EPS subscales, the seven ACES subscales, and the student characteristic

variables in combination to determine whether students could be classified into the three

groups.

The analysis found that a significant separation was possible among the three

Curricular Groups beyond the p ::; .01 level. Each of the variables was entered in step-wise

fashion to evaluate its potency in making the separation between groups. The EPS variables

appeared to be the most potent discriminators in separating the three groups. Significant

ACES variables which were entered included TASK, PGOAL, SUP, INVL, and INFL.

ACES variables AFFL and ORG, were not entered. All four student characteristic variables

were identified as significant predictors and included student age, ethnicity, gender, and

education. The most accurate membership prediction was for the ARTS group (77%),

followed by the PROF group (69%), and the PERS group (57%). Of the total 1036 cases,

702 or 6R% were correctly classified. All predictions far exceeded the 33% probability that

students would be classified correctly by chance and the hypothesis relative to the

nonchance classification of subjects into the three Curricular Groups was accepted.

Hypothesis 2

Hypothesis 2 was designed to test if there were significant differences among scores

on each of the five subscales of the Dimensions of Adult Student Satisfaction (Program
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Quality, Staff Relations, Student Relations, Support Services, Physical Facilities) when

students were grouped by Curricular Group and each of the contextual field and student

characteristic variables.

The results of the analysis indicated that there were significant differences among

Curricular Groups on all five of the subscales of the Dimensions of Adult Student

Satisfaction (DASS). The Scheffe test and subsequent examination of means revealed that

with the exception of STAFF satisfaction, the ARTS group had significantly higher

satisfaction scores than both the PERS and PROF groups. For the STAFF subscale, the

ARTS group had significantly higher satisfaction scores that the PERS group. Given these

results, the null sub-hypothesis relative to the finding of no significant difference in

satisfaction scores among Curricular Groups was rejected.

In terms of contextual field and student characteristic variables, the findings

indicated that there were significant differences between the PROG and STUDT satisfaction

scores of students grouped by class length, and the null sub-hypotheses relative to the

finding of no significant differences between short and long classes was rejected. The

results of the analysis also indicated that there were significant differences among the PROG

and PHYS satisfaction scores of students grouped by Teacher Experience. The Scheffe test

and contrast of means revealed that in terms of PROG satisfaction, students taught by

teachers with high experience (15 or more years), had significantly higher PROG

satisfaction than those taught by teachers with medium experience (7 to < 15 years). In

terms of PHYS satisfaction, students taught by teachers with low experience (less than 7

years), had significantly higher satisfaction scores than those taught by teachers with high

experience. Therefore, the null sub-hypotheses relative to the finding of no significant

differences in PROG and PHYS satisfaction among students grouped by teacher experience,

was rejected.
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There was also a significant difference among the SERV satisfaction scores of

students grouped by student gender, with female students having significantly higher SERV

scores than male students. Therefore, the null sub-hypothesis relative to the finding of no

significant difference in SERV satisfaction between male and female students, was rejected.

Significant differences among students grouped by education level occurred relative

to all dimensions of the DASS. The Scheffe test and contrast of means revealed that in

terms of PROG, STAFF, STUDT, and SERV satisfaction, students with less than a college

degree were more satisfied than students with a graduate degree or more of education. In

terms of PHYS satisfaction, students with less than a college degree were more satisfied

than students with a college degree or more of education. Given these findings, the null

sub-hypotheses relative to no significant difference in PROG, STAFF, STUDT, SERV, and

PHYS satisfaction among students grouped by education level, was rejected.

There was also a significant difference among the SERV satisfaction scores of

students grouped by student age. The Scheffe test and contrast of means revealed that

students 40 years and older had significantly higher SERV scores than students in younger

age groups. Therefore, the null sub-hypothesis relative to the finding of no significant

difference in SERV satisfaction among students grouped by age level, was rejected.

The analysis found no significant differences in DASS satisfaction scores among

students grouped by class size and student ethnicity. There were no significant differences

among students grouped by teacher gender on each of the five DASS subscales. However,

in terms of STAFF satisfaction, when teacher gender was taken in combination with

Curricular Group, there was a significant interaction effect. Significant interaction effects

were also found for Curricular Group and Teacher Experience on PROG satisfaction,

STUDT satisfaction and PHYS satisfaction. Finally, significant interaction effects were

found for Curricular Group and class length on STUDT satisfaction, and Curricular Group

and student age on PHYS satisfaction.
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Hypothesis 3

Hypothesis 3 stated that there would be no significant differences among scores on

each of the five subscales of the Dimensions of Adult Student Satisfaction (DASS), when

students were grouped by Curricular Group and by high/low scores on each of the seven

subscales of the Adult Classroom Environment Scale (ACES); when controlling for the

effects of selected student characteristic and contextual field variables.

For Hypothesis 3, the subjects were divided by curricular group (PROF, PERS,

ARTS) and by high/low score levels on each of the ACES subscales. Analysis of

Covariance (ANCOVA) was used to assess and control for the effects of selected student

characteristic variables and contextual field variables on the dependent criterion measure of

satisfaction. Covariates used in the analysis included: student gender, student age, student

education level, class size, class length, teacher experience and teacher gender. Sets of

ANCOV AS were done for each of the ACES subscales to evaluate the hypothesis under

each of the dimensions of the DASS.

With the exception of the analysis involving the ACES subscale ORG, the

ANCOV A found significant differences among the PROG satisfaction scores of students

grouped by Curricular Group and high/low scores on the ACES, even when the effects of

the significant covariates of student age, education level, and class length were controlled.

Given these results, the null sub-hypothesis relative to the finding of no significant

differences in PROG satisfaction scores among students grouped by Curricular Group and

by high/low scores on each of the seven subscales of the ACES, was rejected.

In the case of the ANCOV A for Curricular Group by ORG, the results indicated

that there were significant differences in PROG satisfaction between groups with low and

high scores on ORG. There were no significant differences found among Curricular

Groups at the .05 level. The ANCOVA also produced a significant interaction effect for

Curricular Group and INFL. ARTS and PERS students with higher INFL had higher
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PROG satisfaction than students in the same groups with lower INFL. However, the

inverse was true for the PROF group.

The ANCOVA found significant differences between the STAFF satisfaction scores

of students grouped by high/low scores on the ACES subscales, even when the effects of

the significant covariates of student age and education level were controlled. However,

significant differences in STAFF satisfaction among Curricular Groups were found only

when students were grouped by Curricular Group and the ACES subscales INVL and

INFL. The ANCOVA also produced a significant interaction effect for Curricular Group

and INFL. ARTS and PERS students with higher INFL had higher STAFF satisfaction

than students in the same groups with lower INFL. However, the inverse was true for the

PROF group. Given these results, the null sub-hypothesis relative to the finding of no

significant differences in STAFF satisfaction scores among students grouped by Curricular

Group and by high/low scores on each of the seven subscales of the ACES, was rejected.

In all sets of analyses, the ANCOVA found significant differences in STUDT

satisfaction scores among Curricular Groups and between high and low scores on the

ACES subscales, even when the effects of the significant covariates of student age,

education level, class size, and class length were controlled. Therefore, the null sub

hypothesis relative to the finding of no significant differences in STUDT satisfaction scores

among students grouped by Curricular Group and by high/low scores on each of the seven

subscales of the ACES, was rejected.

The ANCOVA found significant differences between the SERV satisfaction scores

of students grouped by high/low scores on the ACES subscales, even when the effects of

the significant covariates student gender, age, and education level were controlled.

However, significant differences in SERV satisfaction among Curricular Groups were

found only when students were grouped by Curricular Group and the ACES subscales

INVL and INFL. Given these results, the null sub-hypothesis relative to the finding of no
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significant differences in SERV satisfaction scores among students grouped by Curricular

Group and by high/low scores on each of the seven subscales of the ACES, was rejected.

The ANCOV A found significant differences between the PHYS satisfaction scores

of students grouped by high/low scores on the ACES subscales, even when the effects of

the significant covariates of student age, education level, class size, teacher experience, and

teacher gender were controlled by the covariance analysis. However, significant

differences in PHYS satisfaction among Curricular Groups were found only when students

were grouped by Curricular Group and the ACES subscales INVL and INFL. Given these

results, the null sub-hypothesis relative to the finding of no significant differences in PHYS

satisfaction scores among students grouped by Curricular Group and by high/low scores

on each of the seven subscales of the ACES, was rejected.

Hypothesis 4

Multiple Regression Analysis was used to investigate the final hypothesis to

determine whether the selected set of variables (student motivation as measured by the

EPS, student classroom environment as measured by the ACES, class size and length, and

teacher experience), could explain significant amounts of variance in student satisfaction.

For each of the three Curricular Groups, five step-wise Multiple Regression procedures

were conducted utilizing each of the subscales of the Dimensions of Adult Student

Satisfaction (DASS). Taken together, the first two variables in the equations developed for

all groups accounted for most of the total variance of the predictors of satisfaction, with

variables entered in subsequent steps accounting for 2% or less of the variance.

In terms of student satisfaction with Program Quality (PROG), ORG entered first

for all Curricular Groups. SUP was entered at the second step for the ARTS and PERS

groups, while AFFL was entered for the PROF group. In terms of student satisfaction

with Staff Relations (STAFF), ORG entered first for the ARTS and PROF groups, while

PGOAL entered first for the PERS group. PGOAL entered at the second step for the
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ARTS group, SUP entered for the PERS group, and AFFL entered for the PROF group.

For all groups, AFFL was entered into the prediction equation at the first step for student

satisfaction with Student Relations (STUDT). POOAL entered at the second step for the

ARTS group, while ORO entered for both the PERS and PROF groups. Although class

length was a variable included in the prediction equations for all groups, an inverse

relationship occurred only for the PROF group. For this group, class length had the effect

of lowering satisfaction scores while for the other groups it had the effect of raising scores.

For all groups, ORO was entered into the prediction equation at the first step for

student satisfaction with Support Services (SERV). For the PERS group, POOAL entered

at the second step while for the PROF group, AFFL entered second. No additional

variables were included for these groups after the second step. In terms of student

satisfaction with Physical Facilities (pHYS), the three Curricular Oroups differed in the

variables entered at all steps of their respective prediction equations. ORO and teacher

experience entered in the first two steps for the ARTS group, TASK and POOAL entered

for the PERS group (with no other variables entering for this group), and AFFL and ORO

entered for the PROF group.

The Multiple Regression analysis in this section indicated that significant

relationships occurred between the ACES, EPS, and selected contextual field variables, and

the DASS criterion measures of student satisfaction. The relative importance of predictor

variables was indicated by a step-wise procedure for each Curricular Group. The null

hypothesis that there was no set of variables which could account for a significant amount

of variance in student satisfaction scores as measured by the Dimensions of Adult Student

Satisfaction, was rejected.
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Conclusions

Introduction

This study provided a laboratory for studying learners who voluntarily participate in

the learning experience, and who are primarily motivated by the desire to satisfy the need to

know, unaffected by grades or the requirements of a degree program.

One of the major barriers to progress in the development of theory is the lack of

clearly delineated constructs and factors. In the field of adult education, progress has been

facilitated by the work of researchers like Hendry (1983), and a relatively clear criterion

measure has been developed in the construct of adult learner satisfaction. Theory building

has also been facilitated by the work of researchers like Moos (1976) and Darkenwald

(1987) who have utilized field theory to provide theoretical constructs for understanding the

classroom environment, and tools for measuring environmental factors such as the level of

teacher support, the opportunities for affiliation, the emphasis on task, the organization and

clarity of instruction, the orientation towards personal goals, and the amount of student

influence and involvement in the learning situation.

This study focused on the phenomenon of satisfaction and related it to the

theoretical constructs developed within field theory. More specifically, it attached great

importance to the interaction of the individual and the environment, and the relationship of

the interaction to perceived valences of outcomes. Utilizing field theory constructs

measured by psychometrically sophisticated instruments, this study was successful in

relating the interaction of the adult learner in a classroom environment to the outcome of

satisfaction, and therefore contributes a unique perspective for educators and administrators

in the field of adult education.

Student Characteristics and Motivation

The theoretical model presented in the first Chapter proposed that students come to

class with their own unique characteristics, particular needs that drive them to participate,
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and expectations about satisfaction to be gained from their participation that is based upon

their previous learning experiences. The first phase of this study developed a basis for

classifying a student body that was participating in a program with a very broad

curriculum. By utilizing the concepts developed in typological research on the adult

learner, it advanced the findings of previous studies by first dividing students into

curricular groups, and then specifying the demographic characteristics and motives for

participation that defined these groups. It was assumed that this classification would

provide a means for better understanding the characteristics and motivations of a diverse

student population, and thereby provide important typological information for program

administrators. Such a typology would provide essential information to administrators

about the needs and interests of their students, so that they could make informed decisions

about programs and policies.

In summarizing several studies on adult learners, Cross (l9X 1) reported that

demographic information about students has been found to be significantly related to such

factors as student participation. For example, age has been of particular interest to

researchers because of the changes in learning needs which occur over various life stages.

"Younger people tend to be pursuing credentials and laying the groundwork for later career

specialization; those in the age ranges of 25 to 45 are concentrating largely on occupational

and professional training for career advancement; and those 50 and older are beginning to

prepare for the use of leisure time." (Cross, 1981; p. 57).

The findings revealed that each Curricular Group had a distinctive set of student

characteristics and reasons for participation, and no single variable adequately described

anyone group. This is similar to the finding of Morstain and Smart (1977) reported

earlier, and confirms their conclusion that grouping adult students on the basis of

demographic characteristics alone lacks precision in describing them. Motivations in
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combination with student characteristics were powerful discriminators among groups, and

the results showed significant variation across different groupings of learners.

More specifically, all four student characteristic variables included in this study

(gender, age, ethnicity, and educational level), were identified as significant discriminators

among the three Curricular Groups. In examining student characteristics within groups,

the data confirmed the predominant findings in the literature (See Cross, 1981; Knox,

1980; & Peterson, 1979). Participants in all groups tended to be relatively highly educated,

most with at least some college experience. Older students participated with greater

frequency in personal development and enrichment courses while a larger proportion of

younger students participated in professional courses. More females participated than

males, except in professional courses where it appears that males and females were equally

motivated by the need for professional development. In terms of ethnicity, this study

basically reflected a composition unique to Hawaii, and the majority of participants (88%),

categorized themselves as being either Asian or White.

In terms of motivation, the results validated Boshier's (1991) adult learner typology

and the effectiveness of the Education Participation Scale in differentiating among a diverse

group of students with varying reasons for participating in continuing education. The results

also supported Boshier's conclusion that the motivational factors in adult education are

somewhat more complex than the simple tripartite scheme conceptualized by Houle.

The findings indicated that the Education Participation Scale was useful in defining

the salient differences in the motivations for participation among defined Curricular Groups,

and provided constructs for understanding student motivation that could be related to

variation in satisfaction in subsequent analyses. These included the extent to which students

participated to improve communication skills, to obtain more education and training, to

advance or maintain their professional careers, to enhance the quality of their family life, to

socialize with others, to participate in meaningful and enjoyable activities, and to satisfy
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cognitive interests. The findings also provided some indication of the relative importance of

these constructs or factors in discriminating among the three Curricular Groups.

Classroom Environment: The Field of the Adult Learner

Much of the research in the field has focused on the identification of the

characteristics of students who participate in educational activities, and on the development

of psychometrically sound instrumentation for measuring the reasons for their participation.

Almost no research in adult education has focused on understanding the classroom

environment, the relationship of the environment to learner motivations, and the

environment's impact on outcomes such as satisfaction.

This study demonstrated the usefulness of the Adult Classroom Environment Scale

in measuring variability in students' perceptions of their classroom environments. Just as

the Education Participation Scale was useful in defining the salient differences in

motivations for participation among defined Curricular Groups, the Adult Classroom

Environment Scale was useful in defining the salient differences in the classroom

environments experienced by students in the three groups. The results indicated that

students in Curricular Groups with identifiable characteristics and patterns of motivation,

preferred particular kinds of classroom environments which emphasized a different mix of

the environmental domains conceptualized by Moos (1976). The findings also provided a

conceptual framework for understanding the various dimensions of the classroom

environment and some indication of the relative importance of these dimensions in

discriminating among the three Curricular Groups.

Although this study provided basic demographic data and empirically validated

Boshier's (1991) Education Participation Scale and Darkenwald's (1987) Adult Classroom

Environment Scale with a relatively large sample of students from Hawaii, the emphasis of

the investigation was on the application of this research to formulating a better

understanding of student satisfaction. While the initial analyses focused on the
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characteristics and motivations students bring to the learning field and on defining the field

itself by the various components of the classroom environment, subsequent analyses

focused on the impact these variables may have on satisfaction. Thus the final analyses

were concerned with understanding the phenomenon of satisfaction, which the field

theorists viewed as the interactive outcome of the learning experience.

Satisfaction: The Outcome of the Interaction of the Learner in the Field

The results of this study indicated that the Dimensions of Adult Student Satisfaction

was an internally consistent measure of student satisfaction. Overall, the results confirmed

Hendry's conceptualization of the multi-dimensional nature of satisfaction. Although

Curricular Groups shared some similarities which might be expected, the analyses revealed

differences among groups, as well as among the various dimensions of satisfaction. Thus,

the findings give considerable theoretical support for viewing satisfaction as a complex

phenomenon. The findings also suggested that the development of satisfaction is not

uniform across Curricular Groups, and given the differences in characteristics, motivations,

and classroom environments among the groups, it would appear that satisfaction is specific

and complex, and therefore a simple uni-dimensional conception is inadequate.

The results confirmed previous findings in the literature (Bean and Bradley, 1980;

Pervin, 1967; & Rubin, 1967) which suggested a significant relationship between student

characteristics and satisfaction. The findings also suggested that while certain student

characteristic and contextual field variables may be significantly related to satisfaction, the

impact of motivation for participation and what is experienced in the classroom

environment have such a strong effect on satisfaction that the strength of the impact

persists, even when the effects of student and contextual field variables are statistically

controlled.

The findings provided some suggestions about which dimensions of the classroom

environment might enhance or inhibit various dimensions of satisfaction. Previous studies
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have indicated that learning environments may have differential impacts on students (Hearn,

1985; May, 1985; Morstain, 1977), but little if any research has been done in adult

education which has linked specific dimensions of the classroom environment to specific

indices of student satisfaction. For example, findings from this investigation suggested that

classes that emphasized organization and supportive student/teacher relationships, had a

positive impact on student satisfaction with program quality. However, the results also

indicated that some emphasis on all environmental domains facilitates positive outcomes and

as suggested by Moos (1980), a single-minded emphasis on only one domain may have

negative effects. For instance, while organization and teacher support may be of key

importance in the learning situation, class discussions and other such opportunities for

students to interact with one another may also be important components in a satisfying

learning experience.

The findings also suggested that certain types of learning environments may be more

satisfying to students with certain types of learning motivations, who seek to satisfy their

needs in particular kinds of classes. For instance, while emphasis on task may encourage

cognitive growth for some students participating in personal development classes, it may

have a negative impact on other students who may be participating in leisure activities for

social purposes.

The results validated the importance of understanding the classroom environment,

and suggested that such an understanding could be a useful tool in helping teachers

understand the field dynamics of their classrooms from the students' viewpoint. While

teachers may have little control over who they teach and such variables as scheduling and

logistical arrangements, they do have the opportunity to improve the environment of their

classroom and in doing so, may significantly improve the learning experience of their

students.

268



An interesting finding of the study was the significant differences in satisfaction with

Program Quality among students grouped by teacher experience. Although the assumption

is sometimes made that more experienced teachers are better able to provide their students

with a satisfying learning experience, such a simple assumption was not totally supported

by the findings of this study. Perhaps relatively inexperienced teachers are more

enthusiastic and motivated, and therefore create a more satisfying learning environment. In

any case, the relative importance of the classroom environment on student satisfaction

suggests that what the student experiences in the classroom may have an important and

unique influence on satisfaction beyond that created by differences in student characteristics

and motivation, or differences in teacher experience. Thus, it may be possible to enhance

student satisfaction through purposeful practices designed to enhance the quality of the

classroom environment.

I believe that while the findings of this study confirmed some of the assumptions

commonly held by practitioners in the field, it also pointed towards ways that might

improve the quality of the educational experience we provide to our students.

Fundamentally, the findings revealed that there can be no substitute for providing adults

with a learning experience that is well-organized and clearly delivered. The findings

suggested that students value the opportunity to interact with others while learning, even in

instances in which they may be participating for career and job-related purposes rather than

for social reasons. The findings also identified some of the more subtle components that

may be essential ingredients for a satisfying learning experience, and may have the potential

for assisting educators in making more discriminating decisions about the design and

delivery of continuing education programs. These include other components of the

classroom environment such as the support and encouragement the teacher directs towards

students, the emphasis placed on task and learning objectives, and the extent to which

students can pursue individual goals, influence course content, and are actively involved in
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class activities. The findings also suggested that contextual or situational variables such as

class length and size, and the experience of the teacher, may also have a significant impact

on the learning experience.

Relationship of Findings to the Theoretical Framework

In applying the theoretical framework of the expectancy model of student satisfaction

to the present investigation, it was posited that students come to class with various needs.

These needs are aroused by tensions or imbalances within the individual which drive the

person to action. Each student has expectations about how their participation will lead

towards a particular outcome. On the basis of his or her experience, the student makes a

judgment about the instrumentality of the participation in satisfying needs. This subjective

measurement determines feelings of satisfaction and ultimately influences future

expectations and perceived valences of outcomes. (See Figure 1).

This investigation found that for students participating in arts and leisure courses,

the desire to socialize with others and to participate in meaningful and enjoyable activities

with others were key motivating factors. For students participating in personal development

type courses, the need to improve communication skills, the desire to supplement one's

education or to enhance relationships with family members were key motivating factors.

For both of these groups, the need to pursue topics of intellectual interest were important

motivators, while for students participating in professional development activities, the need

to maintain skills or advance in one's career were the key motivating factors.

The theoretical model also assumed that each student has expectations about how

their participation will lead towards a particular outcome and makes a judgment about the

instrumentality of the participation in satisfying needs. In considering age as well as

educational level, it seems appropriate to conclude that the students who were participating

in the noncredit classes of this study were experienced learners. Thus, it is reasonable to

assume that they came to class with certain well-founded personal expectations that were
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based on their previous learning experiences. The findings revealed that on the various

dimensions of satisfaction, students with less educational experience were more satisfied

than students with an advanced degree. This confmns the importance of this component of

the model and seems to suggest that experienced consumers of education bring higher

expectations into the classroom than less experienced learners, and may therefore be more

difficult to satisfy.

Other characteristics students bring into the learning field were also investigated, as

were contextual variables which might have an impact on the interaction in the field, such as

length of class and gender of the teacher. The results indicated that teacher gender did not

have a significant impact on satisfaction. When students were grouped by ethnicity, (Asian,

White, Other), there were no significant differences among groups on measures of

satisfaction. In terms of student gender, the results indicated that female students were more

satisfied with support services than male students. As one might expect, the length of class

had an impact on students' satisfaction with the quality of the program and opportunities for

affiliation, while interestingly, class size appeared to have no significant impact on student

satisfaction.

In terms of the learning process involving the interaction of the person in the field,

the model proposed that the student influences and is influenced by the environment.

Multiple Regression Analysis provided a powerful multivariate method for investigating the

interaction of environment variables, and the analysis confirmed the basic conceptualization

and significance of the interaction on satisfaction. Classroom environment variables were

the most potent predictors of satisfaction. In terms of student satisfaction with Program

Quality and Support Services, the amount of organization and clarity experienced in the

classroom environment was the most salient of predictor variables. This finding would

seem to support the importance Vroom and others have attached to providing structure in a

way that clarifies the way people can go about meeting their particular needs and achieving
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anticipated rewards. The extent to which teachers were supportive, and the opportunities

students perceived for accomplishing their personal goals were also salient predictors of

student satisfaction. Similar to findings in the workplace, these results support the

importance of the teacher showing consideration to students and attention to their personal

needs and goals. Affiliation was also a potent predictor of satisfaction, particularly on the

Student Relations dimension. This finding may reflect the critical importance opportunities

to affiliate with others have on an individual's satisfaction with the experience of influencing

and being influenced by one's environment.

The expectancy model utilized for this investigation assumed that students seek to

satisfy needs, and make reasoned judgments about the instrumentality of various options in

satisfying their needs. In determining the valence of their participation, students consider

the relative attraction of direct outcomes such as learning how to use a computer, as well as

more indirect outcomes such as a pay raise that might result from learning computer skills.

The model provided a theoretical basis for shifting the analytical emphasis away from

general student demographics and classification of motives to focus attention on what needs

learners might hope to satisfy by participating in courses, how learners perceive their

learning environments, an indication of how environmental components in interaction effect

the perception of value gained from participation, and ultimately how satisfaction with the

experience might affect future expectations and participation. While this investigation was

limited to the measurement of satisfaction and was not able to assess the impact of other

perceived "value added" direct and indirect outcomes of participation, it was successful in

relating perceived components of the environment to measures of student satisfaction with

the learning experience, and in so doing, provides insights into how satisfaction occurs,

and how students' perception of satisfaction is inhibited or enhanced within the classroom

environment.

272



Recommendations

In a self-support situation, the bottom line is that sufficient revenues from course

fees must be generated to cover the expenses of providing the programs. However, the

measurement of program effectiveness must always move beyond this basic criterion to the

learner, and such considerations as his or her feelings of satisfaction with the learning

experience. Our success as educators and administrators depends upon our ability to

identify and meet the needs of a wide spectrum of learners. Programming that is driven

solely by its ability to generate income overlooks important needs and the fundamental

aesthetics of learning.

This study demonstrated that collecting data on students is within the reach of most

organizations and even if carried out on a limited basis, can provide meaningful information

on program effectiveness. Particularly for noncredit programs where there are few

admission requirements and forms to fill out prior to attendance, information that may be

collected on students is often overlooked. More work is needed to help administrators to

not only identify the salient characteristics of their particular student population, and the

relationship those characteristics may have to the classroom experience and satisfaction

but also in assisting them in developing feasible ways for collecting and managing data.

More work is also needed on refining the instruments we use to collect data. We

have made significant progress in conceptualizing the multiple domains of the classroom

environment and the findings clearly indicate that there is a strong relationship between the

environment and satisfaction. However, we are still in the early stages of developing factor

specific instrumentation. As a first step, an improved scale might add additional items to

reinforce the factors that currently have less than five or six items. More work is also

needed if we are to have tools that more adequately measure the diverse learning

environments experienced by adults.
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Additional research might also focus on defining dimensions of satisfaction that are

appropriate to target populations. That is, we need additional work in developing indices

of satisfaction that differentiate among and are appropriate for, the broad spectrum of adult

learners and learning environments. Additionally, the interrelationships among the various

dimensions of satisfaction need exploration. So for instance, further investigation might

seek to determine whether dissatisfaction with support services has an adverse effect on

satisfaction with program quaiity.

Given the diversity of adult learners, another area of investigation might focus on

exploring whether student needs and motivations are changing over time. Additionally, a

more discriminating look at the participation patterns in various curricular groupings might

reveal more complex patterns of participation. As an example, additional analysis might

show a predominance of males in certain technological or scientific areas while in other

areas such as education and health, a predominance of females. Future studies might also

explore differences between students participating in continuing education programs to

maintain and update professional skills, as compared to students who participate in order to

prepare for career changes.

For the College of Continuing Education, more in-depth studies on the

characteristics of teachers and the particular competencies they bring into the learning

situation might provide an important component in a more comprehensive understanding of

student satisfaction. Further exploration of student and environmental characteristics that

are significantly related to satisfaction might also be of value, and might include such

variables as student status (new or returning), and the effects of varying course fees.

Additional investigations within Curricular Groups might also compare the satisfaction of

various segments to better understand their particular needs, such as the special needs of

engineers as compared to other professionals. Studies that compare credit students with
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noncredit students might also be useful in identifying and better understanding the special

characteristics and particular needs of these two groups.

Finally, given the fact that at least for the present investigation, measurable

constructs were related to an important and meaningful dependent variable, further studies

with adult students in other target learning environments and institutions are called for in

order to extend and confirm these important findings,

Implications for Practice

Evaluating program effectiveness is difficult in higher education because of the

complexities involved. However, as discussed earlier, public educational institutions do

formulate goals and objectives, and become deeply committed to them. They are also held

accountable by Federal agencies, legislators, governors, state coordinating bodies, boards

of trustees, and the public. Therefore, the problem of measuring performance must be

solved in ways that can yield meaningful results for administrators, educators, and the

various constituencies they serve.

While there is no one methodology or single criterion that will allow us to

absolutely measure the effectiveness of the programs we provide, we can assess important

outcomes like student satisfaction, and empirically investigate the functional relationship

between outcomes and variables such as motivation and classroom environment. We can

use the results of these analyses to evaluate the strengths and weaknesses of our programs,

and to guide us in effecting improvements that will be of benefit to the diverse adult

learners that we serve. If we are able to understand how we may have gotten to where we

are today in satisfying the needs and aspirations of our students, then perhaps we will have

the vision and inspiration for contemplating what we might yet become, and where we

might go in the tomorrow's ahead of us.
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APPENDIX: Study Variables

Independent Variables: Student motivation variables were measured by the Education

Participation Scale (EPS). Student classroom environment variables were measured by the

Adult Classroom Environment Scale (ACES). Student characteristic variables and were

measured by the CCECS Continuing Education Survey, and the contextual field variables

were determined on the basis of programmatic data. Dependent Variables: There were five

dependent variables, the components of satisfaction as measured by the Dimensions of

Adult Student Satisfaction (DASS).

Student Characteristic Variables
(as measured by the CCECS Continuing
Education Survey, CES):

1. Student Gender
2. Age
3. Ethnicity
4. Education Level

Contextual Field Variables:

1. Class Length
2. Class Size
3. Teacher Gender
4. Teacher Experience

Student Satisfaction (as measured by the
Dimensions of Adult Student
Satisfaction, DASS)

1. Program Quality (PROG)
2. Staff Relations (STAFF)
3. Student Relations (STUDT)
4. Support Services (SERV)
5. Physical Facilities (PHYS)
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Student Motivation Variables
(as measured by the Education
Participation Scale, EPS)

1. Communication Improvement (COM)
2. Social Contact (SOC)
3. Educational Preparation (EDUC)
4. Professional Advancement (ADV)
5. Family Togetherness (FAM)
6. Social Stimulation (STIM)
7. Cognitive Interest (COG)

Classroom Environment Variables
(as measured by the Adult Classroom
Environment Scale, ACES)

1. Involvement (lNVL)
2 Affiliation (AFFL)
3. Teacher Support (SUP)
4. Task Orientation (TASK)
5. Personal Goal Attainment (PGOAL)
6. Organization and Clarity (ORG)
7. Student Influence (INFL)
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