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_ Statement of the Problem

The incidence of course drops of undergraduate students at

Oregon State University has become a common phenomenon and a

cause for administrative and student concern. Despite limited efforts

to reduce course drops at the University, no attempt has been made to

determine who the students are and why they fail to complete courses

for which they have registered. This study, therefore, examined

characteristics of undergraduates who dropped and completed courses

and the characteristics and rationale(s) of the last course dropped.

Procedure

A data collection instrument elicited general demographic informa-

tion, number of courses dropped, characteristics pertaining to the last

course dropped, and rationale for enrollment and termination of the

last course dropped at Oregon State University. Students were also



requested to record suggestions which would reduce the need for course

drops and which would facilitate course scheduling at the University.

Questionnaire responses of 427 Oregon State University-undergraduates,

_selected at random. from University records, Iwere analyzed for fre-

quency distribution.; Single-response data were subjected to nonpara-

metric statistical analyses to determine variable significant differences.

Results

The comparison of respondents who had and had not dropped a

course revealed a nonsignificant relationship regarding the gender,

academic major, and overall grade point average. Significant differences

were found to exist in the relationship to academic year of the respon-

dents which revealed that the longer a student is enrolled at the Uni-

versity, the greater the probability he/she will drop a course.

The comparison of respondents by total number of courses

dropped revealed no significant relationship to academic major and

overall grade point average. Significant differences were found to exist

in the relationship to gender. As course drop frequency increased, the

percentage of males in each category increased while the percentage of

females decreased. Proportionately greater numbers of respondents

dropped zero or one course than two to nine courses during each aca-

demic year.

Characteristics associated with the last course dropped revealed

a similar percentage of residential affiliation during the last course

drop and all-University housing distribution. A similar distribution



percentage of schools offering the last dropped course and average

student enrollment was also indicated. The greatest percentage of

respondents initiated their last course drop during the first week of

class or during the five to six week course drop deadline period. More

than half of the respondents were unable to estimate their grades at the

time of the course \drop. Over one-half of the dropped courses were

required for individual degree requirements and were dropped for

student-related reasons: too many courses scheduled, too much time

or work required, and anticipation of receiving a low course grade.

Suggestions submitted to reduce the need for course drops appeared

consistent with the subject's rationale (s) for last course drop: with

accurate and complete course /instructor information and effective

advising, the student could select courses more compatible with his /her

time, learning, and motivational needs and abilities.
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AN ANALYSIS OF FACTORS RELATED TO COURSE
DROPS BY UNDERGRADUATE STUDENTS

AT OREGON STATE UNIVERSITY

I. INTRODUCTION

During the 1970's, higher education has been confronted by a

variety of complex issues. Among those facing university administra-

tors and academic faculty are increased demands for accountability,

reductions in financing which are available for instructional and pro-

gram development, and predictions of static enrollments. University

students, on the other hand, must contend with increased need for high

scholastic ratings and preparation to compete in the vocational market

and a compulsion to participate in management and academic decision-

making.

As competition for funding becomes more intense, the demand for

measurable output increases. Those who control the higher education

budget require data which justify planned expenditures. The data of

current justification are the student credit hour (SCH). School and

department budgets are predicated largely on student credit hours

generated by courses offered within the academic areas. Courses are

presented in accordance with anticipated enrollment and are discontinued

when attendance falls below administratively set minimums. Since the

financial structure of the contemporary university is frequently based

on enrollment and student class attendance, the number of participants
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rather than the educational desirability often determines the nature,

content, and quality of the enrollee's education.

This compulsion to educate numbers rather than persons appears

contradictory to the concept of accountability. The guidelines of Oregon

State University indicate that it is the responsibility of the institution to

provide effective instruction for qualified students, insuring that each

student has the opportunity for maximum achievement. Once the student

is admitted to the university, the moral obligation to promote student

learning becomes the general responsibility of the administrative and

instructional staff employed by that university. Specifically, the indivi-

dual instructor is obliged to provide the knowledge, experiences, and

opportunities that enable those students who meet the published appro-

priate class standing and academic and learning prerequisites to move

in the direction specified by the objectives of the course. Therefore,

the instructor is responsible to evaluate what the student is capable of

achieving and how his or her verbal and auditory stimuli are most

effectively assimilated by that student. Educational procedures are then

developed in light of that student himself. If student learning does not

reach the predicted level established by the instructor, then it is an

error in prediction requiring re-evaluation and curriculum restructuring.

This is an overwhelming task for any instructor when possible contract

extension may be based more on the number of classroom occupants than

occupant participation and learning.



Grading standards within the university are an additional issue of

accountability which faces the academic faculty and which are employed

as administrative criteria to measure instructional quality and student

learning competence. The inflation of the average grade has precipi-

tated regular conjectures of rationale and effect. Primary responsibility

for this phenomenon has been directed at the instructors inferring that it

is the result of their effort to stimulate positive course /instructor

evaluations, recruit larger numbers of students to future classes, and

diminish the students' demands for grade justification. "Inflated" course,

department, and school grade averages are often interpreted by adminis-

trators as symptoms of an "easy" curriculum which lacks content and

fails to intellectually challenge the classroom participant.

The effect upon instructional personnel to upgrade course content

and enhance course difficulty has met with a preponderance of professional

and "system" evaluations. Professional evaluation of individual instructor

expectations deals with the possibility of a better prepared student popu-

lation and/or a population better prepared to debate student rights than

attain academic excellence. System evaluation offers the possibility

that students drop or withdraw from courses in which the expected grade

would not be compatible with her /his anticipated evaluation or enhance

his /her accumulative grade point average. Saslow (1978) succinctly

described this feature in a local newspaper editorial:

In one of my upper division courses last quarter, I lost 20%
of my students--and all of these, with one exception, were
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averaging D or F at the time. So it is not very surprising
that I hand out few D's and F's at the end of the quarter.

Lowering of academic standards by the university teaching faculty may

not be the major factor in grade inflation.

Students enroll in educational activities in response to an internal

need to achieve some personal or professional objectives that may or

may not be clearly understood. The courses in which they enroll may

or may not contribute to the accomplishment of those objectives.

Failure to achieve previously established personal objectives is due to

a number of factors that lie in the nature of the student and his objec-

tives as well as in the character of the educational opportunities

available. One indicator of the failure to achieve objectives is the rate

at which students discontinue attendance from courses in which they are

enrolled. The dropout procedure may be an indication that students are

dissatisfied with certain aspects of the course as it fails to meet their

personal expectations of content and/or presentation criteria.

The Commission on University Goals, in the 1970 Report to the

President of Oregon State University, clarified the position of the

student in the academic setting:

Students are the principal reason for the existence of the
University. As clients of the educational process, they
have the right to express themselves on the aspect of the
University about which they have information or opinion.
By nature of their position, they acquire certain informa-
tion. first-hand which may not be available to other seg-
ments of the academic community. As a consequence,
students are able to make meaningful input into the
academic process. (11-5)
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In a later section of the same report, further specification was outlined

relative to the student's participation in faculty evaluation:

There is an increased demand on the part of students to par-
ticipate in evaluation of faculty teaching performance.
Students are competent to indicate whether or not the material
is being presented in an effective, interesting way and whether
faculty are prepared for their courses, and whether or not they
are interested in students and in communicating the material.
They may not be competent to judge whether the material itself
is appropriate or essential for an understanding of the discipline.
(111-8)

This participation by students has been implemented by instructor/

course evaluation instruments completed by students in the final meeting

of each course. Student evaluations can be a valuable impetus for

instructor and curriculum reinforcement and/or upgrading. What of

the input of students who drop the course before the final session?

Perhaps the time enrolled is not sufficient for the course drop student

to competently evaluate the instructor's effectiveness in that classroom

or perhaps the number of these students is so minute that their input

would be insignificant.

Need for the Study

The rate of student attrition between registration and course

completion has become a common phenomenon and a cause for adminis-

trative and student concern. Enrollment and class drop data gathered

by the Oregon State University Registrar's Office for the period 1973-

1978 are presented in Table 1.



Table 1. Oregon State University Enrollment and Drop Statistics.

Academic Academic
Year Term

Student Course
Enrollmenta Drops Percentage

6

1973-74 Fall 15, 521 9, 441 0.61
Winter 15, 180 9, 682 0.64
Spring 14, 480 9 722 0.67

45, 181 28, 845 0.64

1974-75 Fall 15, 946 10, 251 0.64
Winter 15, 809 10, 752 0.68
Spring 15, 170 10,628 0.70

46, 925 31, 631 0.67

1975-76 Fall 16, 601 8, 495 0.51
Winter 16, 188 9, 387 0.58
Spring 15,373 8 441 0.55

48, 162 26, 323 0.55

1976-77 Fall 16, 236 10, 870 0.68
Winter 15, 975 9, 818 0.61
Spring 15,071 9, 990 0.66

47, 282 30, 678 0.65

1977-78 Fall 16, 513 9, 947 0.60
Winter 16, 074 9, 749 0.61
Spring

aEnrollment includes graduate students.
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Inspection of Table 1 reveals a fairly stable percentage of course

drops per student enrolled with approximately 62 drops for every 100

students enrolled during each academic year. In an attempt to decrease

the frequency of course drops for the 1975-76 academic year, an increase

in the fee assessment from $1.00 to $5.00 was initiated for the class

drop transaction. This administrative effort may have accounted for the

10% decline in crouse drops during this period although student political

pressure administered during the 1976-77 academic year resulted in a

return to the $1.00 charge assessed students for class drops.

During the winter of 1977, the Course Guidebook, a pamphlet

which detailed course descriptions, was developed by ASOSU President

David Gomberg and his associates in an attempt to reduce course drops.

While university faculty members were requested to contribute course

outlines, those course descriptions appearing throughout the student

guidebook were voluntarily submitted by faculty members wishing to

comply. An immediate reduction of course drops was not observed

during the following term (Spring 1977) although Fall term of 1977

revealed an 8% decrease over the previous Fall term.

Despite limited efforts to reduce course drops at Oregon State

University, no attempt has been initiated to determine who the students

are and why they fail to complete courses for which they have

registered. The more thoroughly educators understand the various

causes for course drops, the more constructively they can work to reduce



the need for course drops and increase the completion of scheduled

courses by the undergraduate student population.

Responsibility for the academic experiences of enrolled university

students must be assumed by those involved in the educational process.

The Oregon State University Goals Commission (1970) recommended

that as the university entered its second century of instruction,

research, and service, that it accept the challenge of constant evaluation

of the relevance of university goals and priorities. The Commission

stated:

All education should develop a spirit of self-criticism and
renewal. . . . That Oregon State University planning and
evaluation should be a continual process and not merely an
event. As an organization, the University needs to contin-
ually raise the question of adaptation to changing conditions
and to review the adequacy of its performance. (III-1)

Thus, the investigation of high incidence of course dropouts at Oregon

State University should receive high priority within the university's

evaluation and review process.

The present study will provide the administration and faculty of

this university with a current description of characteristics of the

student who chooses to terminate a course in which he or she has elected

to attend, along with the rationale for such action. Once the factors of

course dropout are identified and measured, the data may be employed

to: (1) predict and evaluate student behavior; (2) develop desired aca-

demic advisory programs; and (3) determine academic climates which

promote the most desirable learning environment and insure the most
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persistent student participation. In addition, the results of this

investigation may generate hypotheses and questions which will stimu-

late allied research at Oregon State University and other institutions of

higher education.

Purpose of the Study

The purpose of this study is to examine variables contributing to

course drops of undergraduate students at Oregon State University. The

present study seeks to describe: (1) characteristics which differentiate

the course drop student from the course completion student; (2) the

effect of the total number of courses dropped on selected demographic

variables; and (3) characteristics related to the last course dropped.

Basic Assumptions

The basic assumptions underlying the present investigation were:

1. That the composition and language of the data-gathering instru-

ment were clear and easily understood to facilitate accurate

responses from the survey participants.

2. That the questionnaire design motivated each student participant

to respond to each statement.

3. That the student sample was representative of the total university

population during the seventh through tenth weeks of Winter term,

1978.
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4. That the data gathered from the questionnaire contained valid

responses.

5. That the data analyses and statistical methods accurately repre-

sented the data.

Limitations of the Study

The study was limited by the variables considered in the analysis

of factors related to course drops: (1) characteristics which differen-

tiated the course dropout from those who continue to course completion;

and (2) characteristics related to the last course dropped at Oregon

State University. The survey population was limited to Oregon State

University male and female undergraduate students randomly selected

from the official records of the Office of the Registrar for Winter

term, 1978.

Definition of Terms

For the purpose of clarification, the frequently mentioned terms

expressed in this study are defined.

Dropped Course. A course which is dropped before the end of

the sixth week of any term, following notification of the appropriate

department by obtaining a signature in the departmental office, and

which does not appear on the official transcript.

Undergraduate Student. An individual who is enrolled full-time as

a freshman, sophomore, junior, or senior at Oregon State University.
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Course Dropout. A student who has enrolled (registered and

scheduled) in a course and then officially drops the course during the

first six weeks of the term.

Resident Hall. A university-owned unit which houses 150 or more

students.

Cooperative. A university-owned or privately-owned student

living group unit which houses 40 to 60 male or female students.

Fraternity/Sorority. A privately-owned national fraternal organ

ization which houses 30 to 80 male or female students.

Off-campus Housing. A privately-owned single or multiple occu-

pant unit which houses individuals or small groups of university students.



12

II. REVIEW OF LITERATURE

Inspection of professional literature reveals a paucity of studies

dealing with student course dropouts at the university level. While

none of the reviewed studies which dealt with the propensity of course

dropouts among adult education, community college, and correspond-

ence course students was identical to the present research at the

university level, many factors and procedures are similar and

warrant summary.

Adult Education

Verner and Davis (1964) reviewed research of completions and

dropouts from adult education activities during the period 1928 to

1963. According to the authors, the rate at which adults discontinue

attendance from educational activities had been recognized as a major

problem in adult education as early as 1914 when Thomas Poole urged

adult teachers to contact absentee students in order to encourage

regular attendance. Since the initiation of systematic investigations

into the problem from 1928 to 1963, 30 studies relating to attendance

had been completed. Three related studies were conducted within the

concept of college or university adult education. These studies will

be summarized in the present review of literature.

Zahn and Phillips (1961) tested the relationship of intelligence

with attendance persistence. The researchers reported that students
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with lower academic achievement abilities tended to drop out of uni-

versity extension classes at a significantly greater rate than those

with satisfactory achievement levels.

Love (1949) reported that student course load was related to

persistence of attendance in a metropolitan evening college. A follow-

up program revealed that the reduction of the allowable course load

of entering students was considered an important factor in raising the

persistence of attendance.

Carey (1953) studied motivation as it related to dropout rate

and reported a lack of relationship between reasons for enrolling and

course termination. The author also investigated reasons for dis-

continuance of evening college classes. School-related reasons were

identified as the rationale most indicated for termination. The study

respondents' criticism or suggestions for improvement of the dropped

course were not always consistent with their stated reason for dis-

continuing attendance. Respondents who discontinued attendance

criticized the school, indicating some improvement was needed, more

often than they were willing to blame it for their course termination.

Verner and Davis (1964) summarized the review of course

completions and dropouts:

Virtually every aspect of adult education revolves around
participation and persistence of attendance yet the quality
of substantial research related to this particular aspect of
the field is astonishingly small and inadequate. No other
aspect of adult education so badly needs systematic and
creative basic research. (p. 173)
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Since the basic course and financial structure of adult education

is shaped by the voluntary enrollment and attendance of the partici-

pants, the dropout rate has been of concern to program administrators.

The post-1963 studies reviewed identified the various factors which

differentiated those who persisted and those who discontinued adult

education class attendance.

Sainty (1971') employed a prediction model to project a possible

value of identifying students who dropped and students who completed

a specific course. Factors believed to have prediction values included

intelligence and reading ability. Subjects consisted of 104 adult males

undergoing academic upgrading at the Alberta Vocational Center,

Calgary, Canada. Included in the group of study respondents were

57 previous dropouts. Intelligence and reading tests were admin-

istered and biographical data collected. Statistical analyses of the

data revealed that dropout students differed from students who com-

pleted the course in the following areas: (1) were less intelligent;

and (2) had lower speed, accuracy, vocabulary and comprehension

scores on the Gates Reading Survey. Sainty concluded that:

By using appropriate prediction techniques, adult education
will be able to identify those students who need special assis-
tance in order to succeed in the program. Further research
on ways to assist students who have been identified as needing
special assistance could conceivably involve use of different
reading methods, use of programmed learning and the pro-
vision of intensive counseling as independent variables. If
administrators are not able to give special assistance to the
students who have the chance of completing the program,
admission to the program may have to be denied to them.
(p. 230)
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Zahn (1964) attempted to determine whether those who drop out

of university extension courses differed in academic ability from

those who completed the courses. Her study investigated the

possibility that students drop out because they may have insufficient

academic ability to complete college level work and drop the course

when they finally realize the academic skills required.

The Hermon- Nelson Test of Mental Ability, College Level, was

administered to 415 Liberal Arts students enrolled within the Univer-

sity of California Extension program. Students who failed to attend the

last three class meetings and who had not arranged to make up the

required assignments were designated as dropouts. Data analyses

revealed no significant differences in the academic ability of student

dropouts and students who completed the course.

The researcher concluded that academic ability correlates with

educational level, and students with a higher educational level can be

assumed to have developed habits of academic persistence. The

author cautioned that academic ability alone is insufficient for college

level learning, and posited that the possible high motivation of students

possessing lower academic abilities who enroll in an extension class

may contribute more toward that which is learned than the mere

attainment of higher academic ability of their peers.

Verner and Neylan. (1966) examined the overall attendance

patterns recorded in adult night school classes of varying subject
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matter groupings. The data for this study were collected from

attendance records maintained by urban adult night schools in British

Columbia for the 1963-64 academic year. The courses investigated

were divided into academic, vocational, and general course categories.

The investigators reported that general attendance, patterns were

marked by an irregular but persistent decline. Peak attendance was

attained by the third session and the terminal attendance for all

courses was estimated at 70%. Academic courses attained the highest

attendance rate at the second session but produced the poorest termi-

nal attendance record of any category (47%). A comparison of mean

percentage of attendance of academic courses with vocational and

general courses revealed a significance of .01 level of confidence.

The authors posit that:

Perhaps by not adjusting instruction to the differing
orientation and motivation of adult learners, academic
courses tend to repel participants. The severe loss in
attendance among courses in this category may be
attributed in part to the inflexibility existing in academic
courses. (pp. 233-4)

Verner and Neylan (1966) concluded that:

Although the data studied here provide no direct evidence
regarding the effect exerted on persistence of attendance
by the subject content of a course, it is persuasive that
content may be an influential factor. Attendance appears
to maintain a high level in those courses in which the
content is more functionally attuned to the needs and
interests of the adult.

The instructional process undoubtedly influences attendance
but the data provides no direct measure of this factor as
distinct from course content. The different attendance
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patterns registered in several of the courses in the general
course category are persuasive that instruction is a sig-
nificant factor. As indicated in Figure 1, the general cultural
courses produced the poorest attendance record of any group
in the general course category and, since the pattern of
attendance varies so much from the norm in this category,
there is obviously more at work than content alone acting on
attendance. This may well be instruction. (p. 238)

Dickinson and Verner (1967) replicated and extended a previous

study to investigate situational factors of subject matter and gender

of the dropout as they relate to the patterns of attendance in adult

night school classes. Data for this study were collected from

registration cards of 2, 075 enrollees in 98 courses offered by public

adult night schools in a suburb of Vancouver, British Columbia,

Canada. The courses were grouped into three subject matter cate-

gories for comparative purposes: academic, vocational, and general

interest.

Study findings revealed that the overall pattern of attendance

was generally consistent with those indicated previously by Verner

and Neylan (1966). In both studies, the subject matter appeared to

account for many of the differences in attendance patterns observed.

General interest courses maintained attendance better than did

academic or vocational courses. Gender was identified as a non-

significant characteristic which differentiated between those who

completed and those who discontinued the scheduled course.

Boshier (1973) proposed a congruence" model based on self

theory to account for adult education participation and dropout:
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In brief, the model asserts that "congruence" both within
the participant and between the participant and his educa-
tional environment determine participation/non-participation
and dropout/persistence. (p. 256)

Boshier suggested that participants in non-credit "liberal" adult educa-

tion classes could be characterized as "deficiency" or "growth" moti-

vated. According to the researcher, determinants impelling the

behavior of growth-motivated people are primarily inner ones while

deficiency-motivated people are impelled by social and environmental

pressures. From this orientation, the author hypothesized that enroll-

ing for "deficiency" reasons is associated with intra- self incongruence,

which in turn leads to self-other incongruence and dissatisfaction with

the educational environment; enrolling for "growth" reasons is asso-

ciated with intra-self, and thus self-other, congruence and satisfaction

with the educational environment.

Boshier's model to explain adult education participation and

dropout leads to a further hypothesis: participants who enroll for

"deficiency" reasons manifest significantly more infra -self (and thus

self-other) incongruence than participants enrolling for "growth"

reasons. It is at this point that social, psychological, and institu-

tional variables influence the congruence/dropout relationships.

The author contends that if the participant manifests intra-self (and

thus self-other) congruence, non-course related variables will not be

sufficient to trigger dropout. According to the author, course and

non-course reasons for dropout usually interact although a
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participant's self concept can more easily accommodate a non-

course reason for dropout than a course-related reason.

Subjects for Boshier's study consisted of 2, 436 participants

enrolled in continuing non-credit classes in New Zealand. At the

second class session, participants completed a questionnaire

indicating their social, psychological and demographic characteris-

tics. The Education Participation Scale was then administered to

233 participants selected randomly from all classes. Data to test

the "congruence" portion of the model were elicited by mail from

the dropouts and persisters. The instrument used, Personality and

Educational Environment Scales, consisted of four concepts: Other

Adult Education Students; My Adult Education Lecturer; Myself; and

Myself-As-I-Would-Like-To-Be. Dropouts were requested to indi-

cate the main reason for course termination.

The results of Boshier's study revealed that persons enrolled

for "deficiency" motives were significantly more inclined to drop

out than persons enrolled for "growth" motives; men were neither

more or less inclined than women to drop out; and the highest drop-

out rates were in languages, economics, and government and classics

courses. The author concluded from statistical analyses that:

No one social, psychological, or institutional variable
accounts for a substantial amount of dropout variance.
. . . we may now assert that variables such as con-
sidered above act in concert with other congruence
variables. Operating as single variables and in inter-
action, they are associated with dropout. But their
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power is not great. On our view, they merely mediate the
congruence /dropout relationship. (pp. 266-7)

Comparisons between dropout and persister "discrepancy" or

"incongruence" scores on the PEES revealed that self/student,

self/lecturer, and self/ideal-self discrepancy scores are inner-

related and when one or all of them are high, dropout will occur.

Correlations between dropout and total self-other concept discrep-

ancy scores:

. . . strongly support the notion that dropping out of an
adult education class is associated with student /educational
environment incongruence, whilst correlations between
self-other and intra-self incongruence suggest that
incongruence initially resides within the participant and
is 'projected' or 'generalized' (the self being the initial
stimulus) onto or into the adult education situation.
(p. 274)

Boshier summarizes the project theme by reiterating that the

reasons for non-participation and dropout do not reside exclusively

within the participant. The obligation for fitting participants and

educational environments together rests with administrators organiz-

ing educational experiences for adults. The author offers a specific

suggestion:

Techniques such as the formal lecture, the mainstay of most
university adult education programs, and conservatively
defended, are inappropriate for certain groups. Lectures
induce incongruence, actually prevent staff /student and
student/student communication and for many courses should
be discarded. (p. 279)
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Community College

Three research projects from the community college level have

reported findings which relate to the present investigation.

Lucas (1975) surveyed 797 students enrolled in classes at

7:00 A.M.,during the regular hours of the week, and on weekends to

investigate course withdrawal characteristics at William Rainey

Harper College. Results indicated that weekend students had a higher

course withdrawal rate than weekday or evening students. However,

these same weekend students rated their courses as more beneficial

and received higher academic grades than did students in either of

the other categories.

Lucas reported that the highest withdrawal rate occurred

among students enrolled in 7:00 A.M. courses, a situation attributed

to personal problems rather than time inconvenience. Early morning

students rated their ability to concentrate, the academic quality of

their peers, and the level of instructional support as inferior to

comparisons of students enrolled during regular hours of the week

and weekends.

Broadbent (1975) surveyed 2,227 students facilitating schedule

changes at Leeward Community College, Hawaii, to determine factors

precipitating class changes. Survey results revealed that males

(57.2%) initiated more schedule changes than did females (42.8%).

Second semester freshmen were responsible for 39.6% of all course
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changes while first semester freshmen were identified as the second

largest classification of students initiating schedule changes.

Broadbent's study further revealed that Liberal Arts majors

were involved in the greatest number of schedule changes (52.6%).

This figure, however, was proportionately less than other majors

in relation to contact hours contributed. Business majors formulated

the next largest classification (14.7%), a statistic proportionate to

the contact hours contributed. The investigator stated that the

"inconvenient time of the class" was reported as the most frequent

cause of schedule change (19.3%), while "course not relevant" (11.5%)

and "illness" (10.7%) were listed as secondary student reasons for

schedule alterations.

Student enrollment records from graded courses at Pasadena

City College (1974) during the academic years between 1965 and 1973

were employed to determine the effects of drop policy changes on

student attrition and final grade distribution. Prior to 1969, students

could drop classes through the sixth week of the semester and receive

a W grade. An F grade would be assigned for course drops from the

seventh week to the end of the semester.

The initial course drop policy change originated during Fall

semester, 1969, and designated that course drops prior to six weeks

would warrant a W grade; course drops from the seventh to the last

three weeks of the semester would warrant a W grade if the involved
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student was passing at the time of the drop and an F grade if not

passing; and course drops during the last three weeks would warrant

an F grade. The second drop policy change, instituted in 1970,

expanded the course drop period until Friday before final examina-

tions with a W grade being assigned to the dropped course(s).

Statistical analyses revealed that the initial drop policy change

resulted in a significant increase (8. 2 %) in the level of attrition.

The second policy change precipitated a general increase of course

drops although the figure was not considered as significant during the

six semesters surveyed.

The mean percentage of grades for the first four years prior to

policy change (1965-1969) was compared with the mean percentage

earned in the subsequent four years (1969-1973) to determine the

influence of the drop policy change on final grades. Prior to the

policy change, C grades were in the modal frequency position, while

after the changes the B grade attained the highest frequency position.

The total percentage of A and B grades increased with the reduction

in percentage of C, D, and F grades.

Correspondence Courses

Research relating to the rationale of correspondence course

drops at two large universities was contributed by Hartsell (1964)

and Harter (1969). Both studies were limited to students who failed
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to complete independent study courses and employed open-ended

response methods of eliciting course drop rationales.

Hartsell (1964) surveyed one-third of the correspondence

course dropout enrollment at the University of Tennessee during the

1963-64 academic year to determine enrollment and disinterest

rationale. The study instrument provided blank spaces so each of

the study respondents could record his or her reasons for enrolling

along with the causes for disinterest in the specific course. Survey

tabulations revealed that 39% of the respondents were enrolled in the

course for needed university credit or the fulfillment of degree and

graduation requirements. Personal self-improvement and renewed

training comprised the second most indicated reason for course

enrollment (27%).

The most frequent cause for disinterest and eventual discon-

tinuance of the course was the lack of study time (28%). Reasons

relating to length and difficulty of specific class assignments and the

composition of the course in general comprised 21% of the reasons

listed by the study respondents for course drops. Increased demands

of the student's employment and business concerns were revealed as

major causes by 20% of the students engaged in the research project.

Hartsell noted that student-controlled reasons influencing course

drops appeared to be twice as frequent as course-related factors.
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Harter (1969) surveyed 364 State University of New York students

who had discontinued study of at least one correspondence course to

develop methods of improving class completion rates. Included in

the study questionnaire were items related to enrollment rationale

and proportion of lessons completed. Respondents were requested to

select the one course they would prefer to use in completing the

que stionnaire.

Harter's results approximated those reported previously by

Hartsell regarding correspondence course dropout research. Forty

percent of the study participants originally enrolled in the dropped

course to obtain college credit or to satisfy certification or college

degree requirements. The satisfaction of self-improvement consti-

tuted 20% of the reasons offered while 14% of the respondents wished

to develop career-related skills. Problems involving the instructor

and administrative procedures were mentioned most often as reasons

for terminating class lessons (24%). Secondary rationales included

problems involving the enrollee's motivation and learning orientation

(22%), extra demands upon the enrollee's time (19%), new developments

and changes in the enrollee's plans (15%), and stated course concepts

(15%). Harter noted the lack of a close relationship between the

reasons stipulated for enrolling and those stated for discontinuance.

One-third of the respondents had not submitted a lesson before

discontinuing their course enrollment while 75% indicated they failed
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to turn in lessons after the initial quarter of the class. Harter

suggested that the data indicate a tendency for the students to com-

plete the course if they turn in more than one-fourth of the lessons.

The author concluded that while enrollees had multiple reasons

for discontinuing a course, a sizable number of difficulties could have

been avoided by more careful planning. Students could have been

advised to postpone enrollment, enroll in fewer courses, or select

different courses. The investigator suggested that more effective

student counseling prior to enrollment and during the course could

greatly reduce the number of discontinued enrollments.

University

Inspection of research conducted at the university level during

the past decade has revealed only two studies which have focused on

factors related to course drops although the occurrence of such trans-

actions has increased over the ensuing years.

Lunnenborg (1974) and others, members of the Faculty Council

on Academic Standards at the University of Washington, noted that

undergraduate course withdrawals at the university had risen from

3.5% in Fall 1964 to 7.0% in Spring 1973. Attempting to understand

the dynamics of course withdrawal, the Council members surveyed

3,351 students who had dropped class in the Spring term of 1973,

sampling which represented 55% of the total number of course with-

drawals (6, 062) that term.
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Results of this survey revealed withdrawal characteristics rela-

tive to academic year, course type, time of withdrawal, credit load,

and withdrawal rationale. Lunnenborg reported that juniors withdrew

more often than other academic classes and that a greater percentage

of the withdrawn courses were from the students' major area of

academic concentration rather than from electives or university

required courses. Withdrawers carried a median credit load of 15.2

hours compared to the 14.3 median credit load for the total university

population. Of additional interest was the finding that 61% of the with-

drawers had previously dropped courses.

One-half of all course withdrawals occurred during the last two

weeks of the academic quarter. While students reported that they

remained in class long after they recognized a problem, less than

half initiated steps to resolve the situation prior to dropping the

course. Student-related reasons accounted for 69% of all withdrawals

and included personal problems, course conflict with job or other

activities, academic course overload, and probable grade disappoint-

ment. Institution or system related reasons were stated as rationale

for 31% of the withdrawals with disappointment with the system,

instructor, or class and registration error most frequently mentioned.

The registrar's office historically is delegated financial and

administrative responsibility for schedule changes. "A key to the

effective management of the entire registration system is the continual
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effort toward reducing the number of course changes" (Price, 1975).

Employing registrar's statistics, Price noted that more than 32, 000

course changes were transacted by over 22, 000 students at the

University of Wisconsin, Madison, during the Fall semester, 1968.

To reduce the number of course drops while retaining the student's

opportunity to drop courses, the Office of the Registrar, University

of Wisconsin, initiated a study to clarify present university policy

and to determine the major reasons for course drops and adds.

A Course Drop Checklist was forwarded to a random sample of

1, 700 students, selected from the 23, 784 students who had dropped a

course in September, 1968. Students were requested to report

rationale(s) which most influenced their decision to drop courses. A

usable sample return of 43.5% was obtained. Price's findings for

course drops are presented in decreasing order of importance:

1. Course content was not what I desired.
2. I felt the material learned would not be useful to me.
3. Content was too difficult.
4. I had insufficient background for the course.
5. I did not care for the professor.
6. Class hour was inappropriate.
7. Time conflict with another course.
8. I changed vocational goals during the summer.
9. Advisor advised the change.

10. Someone else advised the change.
11. Conflict with a job. (p. 94)

The author terms the initial five reasons as "classroom

climate and students' perceived value of the material. " Students

who registered initially for a large number of credit hours did not
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replace the courses which they dropped with other courses and tended

to wait until after the second week of classes to drop the courses.

"Scheduling difficulties" and "communication faults" were identified

as accounting for the next two greatest influencing factors for course

drops followed by "change of vocational goals and a subsequent change

of academic program."

Department chairmen and instructors of each of the 15 courses

most frequently dropped were interviewed to compare faculty percep-

tions of course drop rationale with the students'. After the faculty

selection of the 10 most important reasons for course drops, the

faculty ranked each in order of increasing importance. Results indi-

cated that the five major reasons for course drops reported by the

students were placed in a significantly similar rank order by the

faculty interviewed.

Implications of Price's study indicate the need for shared

responsibility for course drop reduction by the registrar and the

academic departments offering the courses. Communication of course

information, instructor selection, class attendance prior to registra-

tion, student preparation and evaluation, and advisor-university

communication are areas Price suggested to investigate in order to

alleviate the problems which result in course drops.
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Summary

Research investigating university, adult education, community

college, and correspondence course drops was reviewed by the present

researcher. A thorough inspection of the published literature, how-

ever, reveals that few of the reported studies pertain to college and

university level students.

The variables selected to investigate research reviewed in the

present chapter may be grouped into specific categories: (1) demo-

graphic variables such as gender, academic year, and major of the

respondents; (2) student-controlled variables such as intelligence,

academic ability, and reading level of the subjects;

administratively-controlled variables such as type, length, and time

of the dropped course; and (4) student- and administratively-controlled

variables such as course load, time of withdrawal, and the rationale(s)

for enrollment and termination of the dropped course.

Several studies investigated the relationship of demographic

variables and course drops. A community college survey by

Broadbent (1975) reported that second semester freshmen made the

greatest number of schedule changes, while Lunnenborg's (1974)

investigation at the University of Washington related that juniors

accounted for the greatest number of course withdrawals. According

to Boshier (1973) and Dickinson and Verner (1967), gender was not

related to the incidence of course drops although Broadbent (1975)
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found that males initiated 14.4% more schedule changes than females.

The investigation also reported a high incidence of schedule changes

by Liberal Arts majors and Business majors although neither rate

was higher than the resultant student credit hours generated.

Investigation of the student-controlled variables within the area

of adult education by Zahn and Phillips (1961) revealed that signifi-

cantly more course drop students evidenced lower academic abilities

than course completion students, while Zahn (1964) reported a non-

significant relationship between lower academic ability and course

drop frequency. Sainty (1971) characterized the male course drop

student, reflected in his study findings, as evidencing less intelligence

and lower reading scores than the course persister.

Researchers who investigated the areas of adult, community

college, and university education reported findings which related to

administratively-controlled variables. Davis (1966) reported a non-

significant relationship between the incidence of course drops and

the length and time of day of the class. The ten-session length

course was reported by Verner and Neyland (1966) to produce greater

attendance persistence than courses of longer session length with the

peak attendance attained by the third session. Lucas (1975) reported

a higher incidence of course withdrawals from 7:00 A.M. classes,

followed in order of frequency by weekend and weekday or night

classes.
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Verner and Neylan (1966) and Dickinson and Verner (1967),

having examined the effect of subject matter upon dropout rate in

adult education courses, identified courses containing academic

content as having the least attendance persistence, followed by

courses of vocational and general interest content. Lunnenborg

(1974) indicated a higher incidence of course drops within the subject's

academic area. Courses, identified by Boshier (1973), which produced

the highest dropout rate were language, economics, government, and

classics. Pasadena City College (1974) instituted an extension of the

course drop period with a reduced grade consequence which resulted

in a significant student attrition rate and an increase in the total per-

centage of A and B grades with the reduction of C, D, and F grades.

Student- and administratively-controlled variables are defined

as those related to course load, time of withdrawal, and course

enrollment and termination rationales. Lunnenborg (1974) found that

course withdrawers at the University of Washington were carrying a

heavier median credit load when compared to the general student

population. A study designed by Love (1949) revealed that reducing

the allowable course load of entering evening college students

increased the course completion rate. Lunnenborg (1974) reported

that 50% of all withdrawals occurred during the last two weeks of the

quarter, whereas Harter (1969) stated that 75% of students discontinued
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submission of correspondence course lessons after the initial

quarter of the class length.

Carey (1953) and Harter (1969) both reported a lack of close

relationship between reasons for enrolling and termination of the

course. Bo shier (1973) concluded that students who enroll in

courses for "deficiency" reasons and consequently develop "incon-

gruence" within the educational experience are more likely to termi-

nate that course experience. Investigations by Hartsell (1964) and

Harter (1969) identified the attainment of college credit and the

completion of degree requirements as the primary reasons for initial

enrollment in subsequently dropped correspondence courses. Both

Carey (1953) and Broadbent (1975) indicated that school-related

variables were listed by their study subjects as primary reasons for

their termination of adult and community college education courses.

However, Harter (1969), Hartsell (1964), Lunnenborg (1974), and

Price (1975) reported that student-related rationales were the most

frequently offered reasons for correspondence and university course

termination.

Specification of Variables

The absence of a well-developed theory of characteristics of

the course drop student and rationale for the transaction from which

to derive hypotheses, led the author, instead, to identify variables
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associated with the course drop incident from available literature and

the researcher's knowledge of the present structure and function of

Oregon State University. The specified variables were then tested

empirically to generate a descriptive model of behavior.

The specification of variables to differentiate students who have

and have not dropped a course and to describe the students with

respect to the number of courses dropped was determined by course

drop research and the author's perception of the basic identifying

elements by which the Oregon State University student is organized,

classified, and reported within the present role and operation of the

university and would best serve the purpose of communication with the

university administrative and instructional personnel. Those variables

specified include the student's academic year, academic major,

overall grade point average (GPA), and gender.

Academic year denotes the satisfactory achievement in a speci-

fied number of credit hours and an expected increased proficiency in

both academic and operational aspects of the educational setting. The

comparatively high incidence of course drops of second semester

community college freshmen (Broadbent, 1975) and university juniors

(Lurinenborg, 1974) reflects a learned adaptation to the student's own

academic needs and abilities and knowledge of the system by which to

best achieve these factors.
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The academic major is a second identification variable by which

students are classified at the community college and university levels.

Broadbent (1975) reports no statistical evidence of the influence of

a community college student's major area of academic concentration

upon course drop incidence and concludes that the greatest number of

schedule changes are made by majors in schools which contribute

similar proportions of contact hours.

The student's overall grade point average (GPA) is the third

identifying variable which may influence course drop incidence. The

absence of research investigating this relationship motivated the

author to search for related variables which contain comparable

properties. Whether a student's intelligence test scores, reading

scores, and/or academic ability are significantly correlated with his /

her overall grade point average is contestable, although they all con-

tain contributing properties. Adult education course drop students

were reported to evidence lower intelligence scores (Zahn and Phillips,

1961; Sainty, 1971) and lower reading test scores (Sainty, 1971) than

the course completion students, while the relationship of academic

ability, obtained from mental test scores (Zahn, 1964) and course

drop incidence was not found to be statistically significant.

Gender was specified as the fourth identifying variable. Although

there was no significant difference found with respect to the incidence

of adult education male and female course drop students (Dickinson
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and Verner, 1967; Boshier, 1973), community college males were

reported to transact more schedule changes than females (Broadbent,

1975).

Although there are limited research studies to indicate the

effect of these four demographic variables on the incidence of course

drops, the limitation of related research may reflect more the dis-

similar structures and functions of the educational settings reviewed

than the importance of these variables to the course drop phenomenon.

By examining the relationship between these identifying variables and

those who had and had not dropped a course and the total number of

courses dropped, it was anticipated that the resultant data might pro-

vide a more discriminating description of the student at the university

level.

Characteristics relating to the last course dropped by the subject

that were specified were term of drop, residential affiliation during

the drop, school or college offering the course dropped, length of

course enrollment, academic grade at the time or course drop, and

the rationales for initial course enrollment and termination. The

variables relating to the last course dropped were selected for fre-

quency analyses because of the research findings and they appeared to

the author to be factors associated with course drops particular to

the present study population setting and are those which offered
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possible corrective alterations by the university if the findings indi-

cated the necessity for such action.

The selection of the last course dropped as a referent for

investigating selected characteristics and rationales was determined

for reasons of the recency of the experience, across sample con-

sistency, and the elimination of the selection of the dropped course

which had evoked the greatest emotional response. The last course

dropped by the subject was determined as the course about which

specified information was solicited in order to maximize reliability

and validity of information which was dependent upon the memory of

the subject's reporting. In an additional effort to effect uniformity of

subject referents and eliminate the possibility of the subject's choice

of that dropped course which produced the greatest physical and/or

emotional trauma, thus the most memorable, the last dropped course

was selected for reference.

Because of the author's stipulation that the study respondent

relate information pertaining only to the last course dropped, the

specification of the academic year and term of course drop variables

were included primarily to direct the respondents' focus to the time

of that course drop for more reliable information reference. Second-

arily, the author expected the findings would reveal information which

would stimulate corrective procedures and generate further

investigation.
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The living affiliation of the respondent during the last course

drop was specified because of the dissimilarity of the university to

the other three educational settings reporting course drop research

and the absence of investigation in university studies. The uniqueness

of each residential setting at the university level offers an excellent

opportunity to investigate its influences on course drops.

The fourth characteristic specified of the last course dropped

is the identification of the school offering that course. Adult educa-

tion students drop academic courses more frequently than general

interest or vocational courses (Dickinson and Verner, 1967; Verner

and Neylan, 1966) and more specifically Liberal Arts courses (Boshier,

1973). Similarly, university students were reported to drop courses

in their major area most frequently (Lunnenborg, 1974). Previous

research does not report whether incidence of course drops in these

subject areas was in excess of the credit hours generated. The present

study includes such data to offer a more comprehensive description of

course drop incidence among the schools and colleges of Oregon State

Univer sity.

Length of course enrollment was specified for description of

the last course dropped. Research representing three educational

levels reported findings relative to this variable. The research

reflects that when a designated course drop deadline exists, students

tend to drop courses just prior to that time (Lunnenborg, 1974),
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whereas when not designated, the most prevalent length of enrollment

is the initial quarter of the course (Harter, 1969; Verner and Neylan,

1966).

The student's estimated academic grade at the time of last

course drop was specified for investigation to substantiate or refute

the supposition that many of the course drop students have been

assigned below average grades at the time of course drop (Saslow,

1978) which may influence grade inflation (Pasadena City College,

1974).

Enrollment rationale research has been limited to correspond-

ence course students who are motivated to enroll by a need to attain

college credit or complete degree requirements (Hartsell, 1964;

Harter, 1969), and adult education course drop students who enroll

because of other-imposed requirements which result in dissatisfac-

tion with the course and then subsequently drop it (Boshier, 1973).

The investigation of this variable at the university level of the present

study will result in a more composite description of the course drop

student.

The final characteristic for specification in the present study is

the rationale for the last course drop. Across-educational level

research reveals that adult education (Carey, 1953) and community

college students (Broadbent, 1975) state school-related reasons for

course drops, while correspondence course (Harter, 1969; Hartsell,
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1964) and university enrollees (Lunnenborg, 1973; Price, 1975) state

student-related reasons for course termination. The quantity of

research and the scope of the educational settings represented justify

inclusion of this variable for inspection within the author's investiga-

tion.

The variables selected to describe the student with reference

to the last course dropped have been specified to enlarge on existing

research and present additional information for administrative use

to decrease the need for and incidence of course drops.
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DESIGN OF THE STUDY

This chapter will describe the locale of the study, the sample,

the construction and pretesting of the survey instrument, the data

collection techniques, and the data treatment techniques.

Locale of the Study

Oregon State University is located in an urban agricultural

setting in the city of Corvallis, population 40, 000, and is 85 miles

south of Portland in the Willamette Valley. Students attending the

university list home addresses from 50 states and the District of

Columbia, as well as 61 foreign countries. Eighty-five percent of

the student population indicates the state of Oregon as their state of

residence. The student population of 16, 501 includes 9, 699 males

and 6, 375 females and is divided into 13, 806 undergraduates and

2, 695 graduate students. Oregon State University Department of

Student Housing reported that 25% of the students reside in dormi-

tories, 13% in fraternities or sororities, 3% in cooperatives, and

59% in off-campus housing.

Description of the Sample

The undergraduate respondents employed in the present study

were selected from the fourth week registration records for Winter

term, 1978, as compiled by the Registrar's Office, The name of
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each of the 600 subjects was randomly selected from the data bank at

the Oregon State University Computer Center. Of the respondents

who received the study materials, 427 (71%) completed and returned

the questionnaire.

Academic Year Distribution of Respondents

The undergraduate respondents represented all four academic

years as presented in Table 2. Also included in this table are data

which represent the total Oregon State University population.

Table 2. Frequency of Undergraduate Respondents by Academic
Year Compared to Oregon State University Undergraduate
Population.

Academic Respondents Population
Year (%) (%)

Freshman 26.0 111 29.2 3,758
Sophomore 22.5 96 20.6 2,661
Junior 25.3 108 23.0 2,971
Senior 26.2 112 27.2 3,494

Total 100.0 427 100.0 12,884

X2 = 3.40, 4 df; p = 0.90

Table 2 reflects an equal percentage of senior and freshman

respondents followed in order of frequency by junior and sophomore

participants. The Oregon State University undergraduate population

reveals a slightly larger percentage of freshman and senior students

followed in order of frequency by junior and sophomore students.
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The goodness of fit of the study sample with the total Oregon State

University undergraduate population indicates a nonsignificant popula-

tion distribution when erriploying the chi-square statistical test and

establishing the critical level of significance at 0.05.

Academic Major Distribution of Respondents

The distribution of respondents representing each of the schools

and colleges off ering undergraduate degrees at Oregon State University

is presented in Table 3. Also included is the distribution of the total

Oregon State University student population relative to declared majors.

Table 3. Frequency of Undergraduate Respondents by Academic
Major Compared to Total Oregon State University
Population.

Academic Respondents Populationa
Major (%) (%)

Liberal Arts 11.9 51 11.9 1,896
Science 19.2 82 18.4 2,965
Agriculture 8.9 38 10.0 1,618
Business 17.6 75 14.9 2,390
Education 3.7 16 7.2 1,165
Engineering 15.5 66 15.5 2,486
Forestry 7.3 31 6.3 1,011
Health-Physical

Education 3.7 16 3.0 494
Home Economics 5.4 23 5.6 902
Pharmacy 3.7 16 3.1 496
Vet. Medicine 0.5 2 0.0 8

Exper. College 0.9 4 1.1 181
Unclassified 0.5 3 2.4 388

Total 100.0 423 100.0 16,074

X2 = 17.19, 13 df; p = 0.10
aIncludes graduate students
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Inspection of Table 3 reveals that the largest percentage of

respondents specified Science (19.2%) as their academic major

followed in order of frequency by Business (17.6%), Engineering

(15.5%), Liberal Arts (11.9%), and Agriculture (8.9%). Total Oregon

State University student population data reveal that the largest per-

centage of students were majoring in Science (18.4%), followed by

Engineering (15.5%), Business (14.9%), Liberal Arts (11.9%), and

Agriculture (10.0%). The differences between the respondents and

the population were compared and differences were analyzed by

employing the chi-square goodness of fit statistic and were not sig-

nificant at the 0.05 level of confidence.

Gender Distribution of Respondents

Table 4 presents the gender distribution of the subjects

represented in the present study, The total Oregon State University

student population is also presented for purposes of comparison.

Table 4. Frequency of Undergraduate Respondents by Gender Com-
pared to Total Oregon State University Population.

Gender Re spondents Populationa
(%) (%)

Male 52.7 225 60.0 9, 699

Female 47.3 202 40.0 6,375
Total 100.0 427 100.0 16,074

X2 = 9.37, 2 df; p = 0.01

alncludes graduate students
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Examination of Table 4 reveals that the male respondents

constituted 52.7% of the sample while the female respondents con-

stituted 47.3% of this population. The total Oregon State University

population data indicate a larger percentage of male students than

were represented in the sample and a smaller percentage of female

students than were represented in the sample. Differences between

the sample and the population were analyzed by employing the chi-

square goodness of fit statistic and were found to be significant at

the 0.01 level of confidence.

Measurement of the Variables

The variables chosen were based on research in the area of

the course drop phenomenon and the author's perception of the basic

identifying elements of student classification and characteristics

associated with course drops at Oregon State University. The

variables identified are as follows:

1. Academic year of the respondent. The scale, which included

Freshman, Sophomore, Junior, or Senior, ranged from 1 to 4.

2. Academic major of the respondent. The variable included 11

schools and colleges which offered academic majors, in addi-

tion to a combined category of unclassified and experimental

college. The respondents were grouped into one of 12 classes.

3. Overall grade point average of the respondent. Scores were
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grouped as follows: less than 2.00, 2.01-2.50, 2.51-.3.00,

3.01-3.50, and 3.51-4.00. The scale ranged from 1 to 5.

4. Gender of the respondent was grouped as male or female.

The variables relating to the respondents' last course drop

are as follows:

1. Academic term of the course drop. Respondents were grouped

into one of four classes; Fall, Winter, Spring, or Summer.

2. Residential affiliation of the respondent during the course drop.

The variable included resident halls, cooperatives, fraternity/

sorority, or off-campus housing. Respondents were grouped

into one of four classes.

3. Weeks of respondent enrollment in the course dropped. The

variable included categories of less than 1 week, 1-2 weeks,

2-3 weeks, 3-4 weeks, 4-5 weeks, or 5-6 weeks. The scale

ranged from 1 to 6.

4. The school or college offering the dropped course. The variable

included 12 schools or colleges, in addition to exploratory

studies. Respondents were grouped into one of 13 classes.

5. Estimated grade at the time of course drop. The variable

included categories of A, B, C, D, F, and Unknown. The

scales ranged from 1 to 6.

6. The respondents rationale for enrolling in the dropped

course. The variable included elective course; future employ-

ment, enrichment, improvement; interested, exploration of the
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area; recommended by friend, advisor; required course; or

other. Respondents were grouped into one of six classes.

7. The respondents1 most important and second most important

reasons for course drop. The variable included family,

personal, financial, transportation problems; dropped school,

moved, changed program; time conflict; too many courses

scheduled; low course grade; too much work or time required,

too hard; not what expected, too advanced; instructor conflict;

course boring, not relevant, impersonal. Respondents were

grouped into one of nine classes.

Construction and Pretesting of the Instrument

The data-gathering instrument employed in the present study

(Appendix A) consisted of a questionnaire soliciting general demo-

graphic information, number of courses dropped, characteristics per-

taining to the last course dropped, and rationale for enrollment and

termination of the last course dropped, Students were also encouraged

to relate suggestions which would, in their estimation, reduce the

need for course drops and facilitate course scheduling at Oregon State

Univer sity.

A cover letter was developed to include the questionnaire

purpose, directions for completion, and an assurance of subject

anonymity. The survey was prepared in cooperation with and approval
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of the Dean of Undergraduate Studies, Oregon State University, and was

administered from his office.

Administration of the Instrument

The initial pretest of the instrument was conducted with a

sampling of the 13 undergraduate students enrolled in a Speech 112

Informative Speaking course. These students represented all four

academic years and represented academic majors in seven of the

11 schools and colleges on the Oregon State University campus.

The second pretest was conducted one week later with the 18 students

enrolled in a Speech 111 Interpersonal Speech Communication course

who were again representative of the four academic years and who

were pursuing academic majors in seven schools or colleges. No

problems were reported or appeared relative to the questionnaire

response completion. Clarification of the purpose and subject

anonymity within the cover letter were raised by the initial pretest

subjects and prompted changes within the letter. The absence of

questions or suggestions indicated by the second pretest subjects was

interpreted as an understanding of the project and a willingness to

participate on the terms stated and implied in the project.

Upon approval of the project by the Human Subjects Board of

Oregon State University, the questionnaires and attached cover

letters were mailed to the 600 randomly selected undergraduate
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students enrolled at Oregon State University Winter term, 1978.

The questionnaire form was accompanied by a self-addressed

return envelope to provide respondents with the most convenient

opportunity to return the questionnaire. Follow-up questionnaires

were forwarded to the students who failed to return their survey

within three weeks of the initial mailing.

Data Treatment Techniques

The respondents' questionnaires were hand tabulated with

responses coded and transferred to a Fortran Coding Form. The

data were then key punched on standard punch cards and verified

for possible errors. Once the data had been collected and categorized,

the analysis of data was performed with the assistance of the Oregon

State University Statistics and Computer Services departments.

The data were analyzed for frequency distribution of each

category at the Oregon State University Computer Center. Cross-

tabulation of single-response data was analyzed through the use of

the chi,-square statistical test. The 0.05 level was used as the cutoff

point for establishing significance.
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IV. RESULTS AND DISCUSSION

Introduction

The present study was designed to investigate differential chara-

teristics of undergraduates who drop courses and those who persist

to course completion and examine the characteristics and rationales

of the last course dropped. The purposes of this chapter are to

indicate the study findings and to present data pertaining to the fre-

quency of dropped courses and the characteristics of the last course

dropped.

To accomplish the stated study purposes, the data were analyzed

to indicate: (1) a comparison of respondents who have and have not

dropped a course; (2) the effect of the total number of courses

dropped on selected demographic information; and (3) characteristics

related to the last course dropped by the study respondents while

enrolled at Oregon State University. The chi-square test of signifi-

cance was employed to obtain statistical comparisons between single-

response variables. The level of confidence established for purposes

of investigation was 0.05 or less.

It is appropriate to initially present frequency and percentage

data of the respondents who indicated whether they had or had not

previously dropped a course while attending Oregon State University

prior to presenting data relative to the number of courses dropped



51

and their effect on related variables. These data are presented in

Table 5.

Table 5. Course Drop Indication of Undergraduate
Respondents.

Indication of
Course Sample N
Drop (%)

Have not dropped 25. 1 107

Have dropped 74. 9 320

Total 100.0 427

As presented in Table 5, 25% of the respondents stated that

they had never dropped a course during their undergraduate enroll-

ment at Oregon State University. These data and the following find-

ings, relating to the number of course drops, pertain only to those

transactions which were initiated at Oregon State University. Since

54.3% of the study participants listed Oregon State University as their

only source of undergraduate education, the data are not totally

representative of all respondents' total academic course drops. The

purpose of eliciting only Oregon State University course drop informa-

tion was to describe the local student's academic behavior so that

university administration and faculty are better able to understand

and develop an environment more conducive to academic growth and

learning.
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Comparison of Respondents Who Have
and Have Not Dropped a Course

Demographic data consisting of the study participants' gender,

academic year, academic major, and overall grade point average

(GPA) were compared to determine if differences exist between

respondents who have not dropped a course and those who have

dropped one or more courses while attending Oregon State Uni-

versity. Table 6 presents data comparing these two student popula-

tions according to the gender of the respondent.

Table 6. Relationship of Gender of the Respondents Who Have and
Who Have Not Dropped Courses.

Gender of
Respondent

Have Not
Dropped

(%)

Have
Dropped

(%)

Total
(%)

N

Male

Female

Total

21.5

29.5

25.5

78.5

70.5

74.5

100.0

100.0

100.0

223

200

423

2X = 3.14, 1 df; p = 0.10

Examination of Table 6 reveals that 21.5% of the male

respondents had not dropped a course and 78.5% had dropped one or

more courses while attending Oregon State University as compared

to 29.5% of the female respondents who had not dropped a course and

70.5% who had dropped one or more courses at Oregon State
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University. The data did not prove to be statistically significant at

the 0.05 level of confidence.

Data comparing the two populations with respect to present

academic year are presented in Table 7.

Table 7. Relationship of Academic Year of the Respondents Who
Have and Who Have Not Dropped Courses.

Academic Have Not Have
Year Dropped Dropped Total N

(%) (%) (%)

Freshman 38.0 62.0 100.0 110
Sophomore 24.5 75.5 100 . 0 94
Junior 25.0 75 . 0 100 . 0 108
Senior 13.4 86.6 100.0 112

Total 25.2 74.8 100 . 0 424

X2 = 18.3, 3 df; p = 0.005

Examination of Table 7 reveals that 38% freshman respondents

had not dropped a course and 62% had dropped one or more courses

while enrolled at Oregon State University. Approximately 25%

sophomore and junior respondents had not dropped a course while

75% had dropped one or more courses. Senior respondents showed

the greatest percentage differences with 13.4% indicating they had

not dropped a course and 86.6% indicating they had dropped one or

more courses. The data were statistically significant at the 0.05 level

of confidence. The findings would suggest an increasingly greater
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probability that as a student advances in academic years, he or she

will drop one or more courses during his or her collegiate career.

Data comparing the two populations with respect to academic

major are presented in Table 8.

Table 8. Relationship of Academic Major of the Respondents Who
Have and Who Have Not Dropped Courses.

Academic Have Not
Major Dropped

(%)

Have
Dropped

(%)

Total
(%)

Liberal Arts 29.4 70.6 100.0 51
Science 31.3 68.8 100.0 80
Agriculture 36.8 63.2 100.0 38
Business 16.2 83.8 100.0 74
Education 12.5 87.5 100.0 16
Engineering 21.2 78.8 100.0 66
Forestry 22.6 77.4 100.0 31
Health & PE 12.5 87.5 100.0 16
Home Economics 30.4 69.6 100.0 23
Pharmacy 43.8 56.3 100.0 16
Vet. Medicine 0.0 100.0 100.0 2
Exploratory Study/

Honors 0.0 100.0 100.0 6

Total 21.4 78.6 100.0 419

X2= 17.35, 11 df; p = 0.10

Examination of Table 8 reveals the largest percentage differ-

ences exist between Education and Health and Physical Education

majors, followed in descending order by academic majors from the

schools and colleges of Business, Engineering, Forestry, Liberal

Arts, Home Economics, Science, and Agriculture. Although Educa-

tion and Health and Physical Education majors represent a relatively
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small number of the sample and the university populations, within-

major comparisons suggest a proportionately greater number of

students who have dropped one or more courses from these two

major populations. These data did not prove to be statistically sig-

nificant at the 0.05 level of confidence.

Data comparing the two populations relative to overall grade

point average (GPA) are presented in Table 9.

Table 9. Relationship of Overall Grade Point Average of the
Respondents Who Have and Who Have Not Dropped
Courses.

Grade Point
Average

Have Not
Dropped

(%)

Have
Dropped

(%)

Total
(%)

N

Less than 2.00 27.3 72.7 100.0 22
2.01 to 2.50 20.0 80.0 100.0 100
2.51 to 3.00 21.5 78.5 100.0 130
3.01 to 3.50 31.8 69,2 100.0 110
3.51 to 4.00 28.8 71.2 100.0 59

Total 25.9 74.3 100.0 421

X2 = 5.38, 4 df; p = 0.10

Examination of Table 9 reveals the percentage of respondents

who have dropped one or more courses at each grade point average

category exceeds the percentage of those who have not dropped a

course while attending Oregon State University. The largest per-

centage difference between those who have not and have dropped a

course occurred at the 2.01 to 2.50 grade point average category
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(60%), followed in descending order by 2.51 to 3.00 (57%), 3.51 to

4.00 (47%), Iess than 2.00 (45%), and 3.01 to 3.50 (37%). These

data were not statistically significant at the 0.05 level of confidence.

Comparison of Respondents by Total
Number of Courses Dropped

To ascertain the frequency of course drops revealed by the

respondents while enrolled at Oregon State University, the per

centage scores for students in each of the course drop categories were

computed and have been included in Appendix C. The data relative to

the number of course drops were then synthesized and are presented

in Table 10.

Table 10. Distribution of Total Number of Courses Dropped
by the Respondents.

Number of Respondents
Courses (%)

N

0 25.3 108
1 25.1 107
2 19.4 83
3-4 17.3 74
5-6 7.5 32
7-20 5.4 23

Total 100.0 427

Inspection of Table 10 reveals that 25.3% of the respondents

had not dropped a course, 25. 1% had dropped one course, 19.4% had

dropped two courses, 17.3% had dropped three or four courses, 7.5%
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had dropped five to six courses, and 5.4% had dropped from seven to

20 courses during their undergraduate career at Oregon State Uni-

versity. The findings indicate that 87. 1% of the study participants

who stated that they had dropped a course, had dropped fewer than

five courses.

To determine the frequency of courses dropped by the respondents

during each academic year in attendance at Oregon State University,

the course drop respondents were requested to indicate the number of

courses they had dropped during their freshman, sophomore, junior,

and senior years. The complete data are presented in Appendix C.

The data were then synthesized and the percentage of respondents in

each course drop category are presented in Table 11.

Inspection of Table 11 reveals a similar percentage pattern of

courses dropped during each of the four academic years. The number

of single course drops was less than no course drops only during the

senior academic year. For the remaining three academic years, the

percentage of single course drops exceeded the no course drop cate-

gory followed by two, and three to nine course drops. The findings

may suggest that since seniors often register first, their course

requests are more often honored; that seniors may have planned

their academic programs, specific courses, and select instructors

to more adequately satisfy their interests and needs; or that the

students who tend to drop courses, may also tend to drop out of

school.
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Table 11. Distribution of Total Number of Courses Dropped During
Each Academic Year. a

Number of Freshman Sophomore Junior Senior
Courses Year Year Year Year
Dropped (%) (%) (%) (%)

0 30.6 26.1 31.4 37.4
1 38.5 40.1 36.6 36.3
2 17.5 21.2 19.2 16.1
3-9 13.5 12.6 12.8 10.1

Total 100.0 100.0 100.0 100.0
Total N 252 222 172 99

N Missingb
172 202 252 325

aMultiple entries are possible since some respondents dropped
courses at more than one class year.
Respondents who have dropped one or more courses at Oregon
State University although recorded no response at this
particular academic year.

To determine if differences in the number of courses dropped

exist when respondents are compared with respect to gender, per-

centage scores for the total number of dropped courses were

calculated for male and female study participants. These data are

presented in Table 12.

Inspection of Table 12 reveals that of the respondents who dropped

one course, 49. 1% were males and 50.9% were females; of those who

dropped two courses, 55.4% were males and 44.6% were females; of

those who dropped three or four courses, 61.6% were males and 38.4%

were females; of those who dropped five or six courses, 46.9% were
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males and 53.1% were females; and of those who dropped from seven

to 20 courses, 83.3% were males and 16.7% were females. The

data were significant at the 0.02 level of confidence.

Table 12. Relationship of Total Number of Courses Dropped to
Gender.

Total Number
of Courses

Dropped
Males

(%)

Females
(%)

Total
( $)

N
Total %
Courses
Dropped

1 49.1 50.9 100.0 107 33.3
2 55.4 44.6 100.0 83 26.1
3-4 61.6 38.4 100.0 73 23.0
5-6 46.9 53.1 100.0 32 10.1
7-20 83.3 16.7 100.0 24 7.5

Total 56.0 44.0 100.0 319

X2X = 11.39, 4 df; p = 0.02

The findings indicate, with exception of the five to six course

drop category, that as the course drop frequency increased, so did

the percentage of male respondents in each of the categories.

Conversely, with exception of the five to six course drop category,

as the number of courses dropped increased, the percentage of

females in the course drop category decreased. At both the one

and five to six course drop categories, female respondents exceeded

the number of males in the total number of courses dropped while the

study participant was enrolled at Oregon State University. The data

appear to indicate a greater preponderance of males than females
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have dropped from seven to 20 courses, although this category

reflects the actions of only 24 of the 318 male and female respondents.

To determine the existence of differences in the number of

dropped courses when respondents were compared with respect to

declared academic majors, percentage scores for the total number of

courses dropped were calculated for majors in each of the schools

at Oregon State University. The tabulated data are presented in

Table 13.

As indicated by Table 13, one and two courses were dropped most

frequently by Business majors, followed by Science majors. Engineer-

ing majors dropped courses most frequently within the 3 to 4, 5 to 6

and 7 to 20 course drop categories, followed by Agriculture majors at

the 3 to 4 drop category and Science majors at the 5 to 6 and 7 to 20

course drop categories. These academic majors represent four of

the most extensive study populations. The School of Science repre-

sents the greatest study population followed in descending order by the

schools of Business, Engineering, Liberal Arts, and Agriculture.

The study findings approximate the population size of the major schools

included in the sample.

The data further reveal that Business and Science majors

dropped one and two courses more frequently and Engineering and

Science majors dropped five to 20 courses more frequently than other

academic majors. These last two categories (5-6, 7-20) represent
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2 13.9 19.5 6.1 24.4 3.7 12.2 6.1 4.9 4.9 3.7 0 1.2 100.0 83 25.9

3-4 13.7 12.3 16.4 13.7 0 19.2 6.8 5.5 4.1 2.7 2.7 2.7 100.0 73 23.1

5-6 6.5 16.1 6.5 12.9 12.9 22.6 9.7 0 6.5 6.5 0 0 100.0 32 9.8

7-20 12.5 20.8 4.2 16.7 0 25.0 4.2 4.2 4.2 0 0 4.2 100.0 24 7.6

Total 11.4 18.0 7.6 19.9 4.1 16.5 7.6 4.4 4.7 2.8 0.6 1.9 100.0 319 99.9

a 2
X = 57.96, 48 df; p = 0.15
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fewer respondents than each of the other three course drop cate-

gories (1, 2, 3-4).

To determine if differences in the number of courses dropped

exist when respondents are compared with respect to their overall

grade point average (GPA), percentage scores for the total number

of courses dropped were compared for five grade point average

categories. The data are presented in Table 14.

Examination of Table 14 reveals that the largest percentage of

respondents who dropped 1, 2, or 3-4 courses indicated an overall

grade point average (GPA) of from 2.51 to 3.00; the largest per-

centage of respondents who dropped from 5-6 or from 7-20 courses

estimated a grade point average (GPA) of from 2.01 to 2.50.

Statistical analysis of between-group comparisons showed there

was no difference between groups. The data do suggest that the

study participants who profess a grade point average (GPA) below

3.00 drop more courses than those students who have attained a 3.01

or better.

Characteristics Associated with the Last Course
Dropped at Oregon State University

In an attempt to examine more specific factors associated with

course drops, the respondents who had previously dropped one or

more courses at Oregon State University were requested to answer

questions relating to the last course dropped. The last course dropped



Table 14. Relationship of Total Number of Courses Dropped to Overall Grade Point Average.

Number of
Courses
Dropped

Less
than

2.00

(%)

2.01-

2.50

(%)

2.51-
3.00

( %)

3.01-

3.50
(To )

3.51

4.00
(%)

Total

(%)

N
Total %
Courses
'Dropped

1 5.7 23.6 28.3 26.4 16.0 100.0 107 33.4

2 7.2 19.3 37.3 21.7 14.5 100.0 83 26.2

3-4 5.5 26.0 34.2 23.3 11.0 100.0 73 23.0

5-6 0 32.3 29.0 25.8 12.9 100.0 32 9.8

7-20 0 37.5 33.3 25.0 4.2 100.0 24 7.6

lb tal 5.0 24.9 32.5 24.3 13.2 100.0 319 100.0

a 2
X = 11.39, 16 df; p = 0.78
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may be the only course or the twentieth course dropped by the

respondent although for the total course drop population, the class

represents the most recently dropped course. Data requested about

the last course dropped included academic term the class was

dropped, living affiliation at the time of the course drop, the weeks

enrolled prior to course termination, the estimated grade at the

time of the course drop, the academic school or department offering

the dropped course, the student's rationale for initial course enroll-

ment, and the student's indication of the most important and the

second most important reasons for dropping the course. Since the

investigation examines only factors relating to course drops, the 107

study respondents who had not dropped a course at Oregon State

University have been excluded.

Each course drop respondent was asked to state the academic

term during which he or she dropped the last course. These results

are presented in Table 15.

Table 15. Frequency of Term of Last Course Drop.

Term Respondents
(%)

N

Fall 30.7 98
Winter 57.7 184
Spring 11.0 35
Summer 0.6 2

Total 100.0 327
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Inspection of Table 15 reveals that the study participants

dropped a greater proportion of courses during Winter term (57.7%),

followed by Fall term (30.7%), Spring term (11.0%), and Summer

term (0.6%). The propensity of respondent-reported Winter term

last course drops is not consistent with the history of course drops

as reported in Chapter I of this study. Winter terms of 1975, 1976,

and 1978 recorded a slight percentage increase in crouse drops over

Fall terms of the same academic years, although Winter term of

1977 statistics reported a percentage decrease over the previous

Fall term course drops.

The high percentage of Winter term course drops may be

attributed to the date of the administration of the data gathering

instrument and the stated request that the respondent indicate the last

course dropped at this particular time in the academic year. The

Registrar's Office reported a 61% course drop average during Winter

term, 1978, which could account for a meaningful proportion of the

184 respondents (57. 7 %) who indicated the last course dropped during

Winter term.

Study participants were requested to stipulate the type of

housing in which they resided during the last course drop. Results of

these data are presented in Table 16.

Table 16 reveals a greater proportion of the respondents who

dropped one or more courses at Oregon State University as residing
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Table 16. Frequency of Residential Affiliation During
Last Course Drop.

Living
Affiliation

Respondents N

Resident hall 35.3 113
Cooperative 7.5 24
Fraternity/sorority 15.3 49
Off campus 41.9 134

Total 100.0 320

off campus (41.9%), followed by students residing in residence halls

(35.3%), fraternities and sororities (15.5%), and cooperatives

(7.5%) Statistics obtained from the Department of Housing, Oregon

State University, for Fall term, 1978, which included graduate and

undergraduate students, reported that 59. 1% of the student population

resided off campus, 25. 1% lived in university maintained resident

hall complexes, 12.9% resided in sorority or fraternity housing, and

3% were housed in cooperatives. While these statistics may not be

representative of the year and term of the specific last course drop,

the data are included for purposes of comparison only. With exception

of off-campus respondents, a greater percentage of the study partici-

pants dropped their last course while living in resident halls, coopera-

tives, and sororities/fraternities than the representative percentage

of total university occupancy.

Although the rank order of frequency of last course drop by

living affiliation and the representative Oregon State University
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population in these living areas is similar, off-campus residents drop

proportionately fewer courses than residents in other types of housing.

It is possible, however, that the 2,695 graduate students enrolled at

Oregon State University reside primarily in off-campus dwellings or

resident halls. The graduate population may affect the percentage

difference to some extent, leaving the study findings of percentage

of course drops relatively consistent with the all-university living

affiliation distribution.

Each course drop respondent also indicated the number of weeks

he or she was enrolled in the last course dropped. The results are

presented in Table 17.

Table 17. Frequency of Time Enrolled in Last Course
Dropped.

Weeks
Enrolled

Respondents
(%)

N

Less than 1 22.0 70
1-2 13.5 43
2-3 13.2 42
3-4 16.2 52
4-5 13.5 43
5-6 21.4 68

Total 99.8 318

As noted in Table 17, 22% of the respondents who dropped one

or more courses terminated their last course during the first week of

class, 21.4% dropped within five to six weeks, 16.2% dropped within
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three to four weeks, 13.5% dropped within one to two weeks or five

to six weeks, and 13.2% dropped within two to three weeks of initial

attendance. The data suggest that the largest percentage of course

drop respondents dropped their last course during the initial week of

class attendance or within the last five to six weeks--a period just

prior to the deadline for course drops. Although the percentage

difference is minimal, the three to four week midterm period pre-

sented the third largest percentage of last course drop by the

respondents, followed closely by the remaining three time periods.

The findings suggest that respondents who dropped the course

during the first week of classes may have experienced scheduling

problems or, after minimal attendance and acquisition of course

requirements and instructor presentation, decided the course was

incompatible with his or her learning interests and/or abilities.

Those respondents who dropped the course during the last possible

week may be students who were aware of their academic status within

the class and who were unable to improve their position academically

or accommodate the expected course outcome--the academic grade,

or those students who discontinue attendance earlier in the term but

officially drop just prior to the indicated deadline.

Each course drop respondent was asked to indicate his/her

best estimate of his or her academic grade at the time of termination

of the last course dropped. Results were tabulated and are presented

in Table 18.
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Table 18. Frequency of Estimated Grade at Time of Last
Course Drop.

Estimated Respondents
Grade (%)

N

A 7.3 23
B 11.7 37
C 13.7 43
D 15.9 50
F 5.7 18

Unknown 45.7 144

Total 100.0 315

Examination of Table 18 reveals that 45.7% of the respondents

who dropped one or more courses at Oregon State University could

not estimate their grade at the time of course drop, 15.9% estimated

a grade of D, 13.7% a grade of C, 11.7% a grade of B, 7.3% a grade

of A, and 5.7% a grade of F. The preponderance of respondents

whose grade was unknown to them (144 study participants) is not

too surprising since 155 of the survey participants dropped the course

prior to the midterm period.

Data presented in Table 18 do not refute the allegation made

by Dr. Saslow (1978). It is conceivable that of the 68 respondents

who dropped their last course during the five to six week period,

all of them may have estimated a D (50 respondents) or F (18

respondents) grade prior to dropping.

Each course drop respondent was requested to indicate the

course title, number, and department of the last course dropped.
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For purposes of this investigation, the departments were then grouped

according to the academic school or college offering the courses men-

tioned by the study participants. These results were then tabulated

and presented in Table 19.

Table 19. Relationship between School Offering Last
Dropped Course and Average Student
Enrollment.

School
Dropped
Course

(%)

Average
Enrollment

(%)

Science 34.6 24.7
Liberal Arts 28.8 31. 9
Health & PE 12.5 10.9
Engineering 9.3 7.7
Business 6.7 8.1
Agriculture 2.6 3.9
Home Economics 1. 9 4.3
Forestry 1.6 2.8
Education 1. 0 3. 2
Oceanography 0.6 0.3
Exploratory Studies 0. 3 0.8
Pharmacy 0.0 1.3
Veterinary Medicine 0.0 0. 1

Total 99.9 100.0

N 312 65,465

To facilitate analysis of the data on a comparative basis,

the total number of undergraduate students enrolled in courses from

each academic school or college during winter terms 1975-78 were

extracted from the scheduling statistics at the Oregon State University

Registrar's Office. An average of each school's or college's total
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student enrollment for the four consecutive years and percentages

relative to the total university enrollment population were then

computed. The data are also presented in Table 19.

Examination of Table 19 reveals that the majority of the

respondents (92%) dropped their last course in the colleges of Science

(34.6%) and Liberal Arts (28. 8 %) and the schools of Health and

Physical Education (12.5%), Engineering (9. 3%), and Business

(6. 7 %). Study participants who dropped their last course from the

colleges of Science and Liberal Arts represented 63.4 %a of the course

drop population.

Further inspection of Table 19 indicates that 83.3% of student

enrollments were in courses offered by the colleges of Liberal Arts

(31.9%) and Science (24. 7 %), and the schools of Health and Physical

Education (10.9%), Business (8.1%), and Engineering (7.7%).

The general catalogue of Oregon State University stipulates the

following general requirements for the completion of the Baccalaureate

Degree: three term hours of English Composition; three term hours

of Physical Education; 15 term hours of Physical, Biological, and/or

Mathematical Sciences; 12 term hours of Humanities and/or Arts,

12 term hours of Social Science; and six term hours of written or

oral English Communication. With 33 term hours required for all

undergraduate students in the College of Liberal Arts, 15 term hours

in the College of Science, and three term hours in the School of Health
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and Physical Education, the reported distribution data is expected.

Although the College of Liberal Arts enrolls 7.2% greater number of

students, the College of Science represented a 5.8% greater incidence

of reported last course drops. Empirical observation would indicate

that course drops from the area of Liberal Arts show comparatively

less incidence than may be expected.

Comparison of the two populations reveals that only three of

the schools and colleges representing large student enrollments

showed a larger course drop percentage than average course enroll-

ment percentage. The percentage of last courses dropped in the

College of Science exceeded the percentage of average enrollment by

approximately 10%. The schools of Health and Physical Education and

Engineering also showed discrepancy percentages although the dif-

ferences are minimal. The remaining schools and colleges reflect

similar percentages of average student enrollment and incidence of

last course drops.

Each course drop respondent was requested to indicate the main

reason he or she enrolled in the last course dropped at Oregon State

University. Results are presented in Table 20.

Examination of Table 20 reveals that 53.3% of the respondents

enrolled in the last course dropped because it was required, 17%

enrolled because of interest in or exploration of the area, 14.2%

enrolled in the course as an elective; and approximately 6.5%
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Table 20. Rationale for Enrolling in the Last Course
Dropped.

Response Respondents
(%)

Elective course 14.2
Future employment, enrichment,

improvement 6.6
Interested, exploration of area 17.0
Recommended by friend, advisor 6. 9
Required course 53.5
Other 1.9

Total 100. 1

N 318

enrolled upon the recommendation of a friend or advisor or for

future employment opportunities, personal enrichment, or improve-

ment. The findings suggest that more than half of the course drop

respondents will be required to either reschedule the dropped course,

replace it with a subsequent course at a later period of time, or

change their academic major.

Because the response categories are generally stated with few

delineating descriptors, comparisons and suppositions derived from

the data appear impractical although examination of four large

school's and college's academic programs revealed that fulfilling

institutional, school, and departmental requirements comprised

approximately 70-85% of the 192 term hours required for a typical

undergraduate degree at Oregon State University.
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Course drop respondents indicated the most important and the

second most important reasons which prompted them to terminate

their last dropped course. Respondent results are presented in

Table 21.

Table 21. Frequency of the Most Important and Second Most Important
Reasons for the Last Course Dropped.

Rationale
Most Important

Reason
(%)

Second Most
Important

Reason
( %)

Family, per sonal, financial,
transportation problems 7.2 5.0

Dropped school, moved, changed
program 3.4 1.8

Time conflict 9.7 7.8
Too many courses scheduled 16.9 17.4
Low course grade 12.2 13.8
Too much work or time required,

too hard 13.4 15.6
Not what expected, too advanced 9.4 7 . 8
Instructor conflict 10. 9 11.5
Course boring, not relevant,

impersonal 5.6 11. 9

Total 99.9 99.9

N 320 189

Review of Table 21 indicates that the most important reasons

offered by the course drop respondents for dropping their last course

were over-scheduling of classes (16.9%), course difficulty or

excessive work or time required (13.4%), expectation of unsatisfactory

grade (12.2%), and instructor related conflicts (10.9%). The most
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stated secondary reasons for course drops were similar in frequency

and order with the addition that the last course dropped was boring,

not relevant, or was conducted in an impersonal atmosphere (11.9%).

The scheduling of too many courses by the respondents resulted

in the most frequently stated rationale for last course drops. Rationale

related to the student's academic performance, preparation, and

motivation were indicated next most frequently, followed by instructor

and time conflicts. Many of the course drop respondents were

apparently unaware of or unprepared for the dropped course content and

requirements expected of them. The situation may be attributed to a

lack of prior knowledge of the course and/or the student's own aca-

demic abilities or a misjudgment by the student of his or her particular

academic preparation, learning abilities and/or motivation.

Suggestions to Reduce the Need for Course
Drops at Oregon State University

The survey questionnaire requested the respondents to indicate

his or her ideas on how to reduce the need for course drops at Oregon

State University. Several respondents submitted two suggestions while

181 study participants declined to comment.

Suggestions which could reduce the need for course drops were

submitted by 52 freshmen, 49 sophomoes, 71 juniors, and 77 seniors,

and represented academic majors from all schools and colleges that

offer undergraduate baccalaureate programs at Oregon State University.
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The suggestions were classified into seven categories which are fully

described in Appendix D. Student suggestions, arranged according to

specific categories, are included in Table 22.

Table 22. Frequency of Suggestions to Reduce the Need for Course
Drops.

Suggestions Responsesa
(%)

Responses
(N)

Nothing should be done 17.1 73
Course/instructor description 19.9 85
Instructor effectiveness 11.0 47
Advising effectiveness 10.5 45
Course content 3.7 16
Course options offered 4.2 18
Consequences changed 2.3 10
No suggestions 42.4 181

Total 111.1 475

aMultiple responses are possible since some respondents included
several suggestions and others none.

As shown in Table 22, the greatest percentage of respondents

contributed no ideas (42.4%), 19. 9% suggested that a course and

instructor description be made available, 17. 1% stated that nothing

should be done to the present system, 11.0% mentioned the fact that

instructor effectiveness needs to be improved, and 10.5% offered

comments relative to advising techniques. Approximately half of the

respondents (47.5%) indicated that the decision to schedule and drop

courses (the university should do nothing, 17.1%), based on
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appropriate information (advising, 10.5% and course/instructor

description, 19. 9 %), should be the responsibility of the student.

Reasons which support the position that nothing should or could

be done to alleviate the course drop situation ranged from the

students' option to reschedule if the scheduling process and resultant

courses lead to conflicts, to the students' own indecision about his/

her academic direction and priorities. Many specific suggestions

were offered by the survey respondents regarding instructor effective-

ness. Specific references were directed to teaching assistants,

evaluative methods, and effective instructional procedures. The

implementation of better informed, caring, and communicative

advisors were suggested as one method to decrease the need for

course drops. Course options and content suggestions were primarily

positive and potentially useful to scheduling and instructional person-

nel, whereas the change of consequences comments were largely

negative although not unrealistic in nature.

A comparison was made to determine if a consistency exists

between the rationale for last course drop and suggestions to reduce

the need for course drops. Table 23 presents data examining the

relationship between the first suggestion offered by the respondents to

reduce course drops and the most important reason the respondent

dropped the last course. Although comparisons were made analyzing

the second most important reason for last course drop and the additional
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suggestion to reduce course drops, the preponderance of similarities

negated their inclusion in the table presented. Dissimilarities

generated from these analyses will be discussed with each category.

Examination of Table 23 reveals those course drop respondents

who suggested the improvement of course-instructor descriptions as

a means of reducing the need for course drops, dropped their last

course because it required too much work or time, they had

scheduled too many courses and/or the course was not what they had

expected. The rationales appear consistent with the suggestion offered:

with more accurate and complete information, the student could more

effectively select courses and instructors compatible with his or her

time, learning, and motivational needs and abilities.

Those undergraduates who suggested that the university should

do nothing to reduce the need for course drops terminated their last

course most frequently because they had scheduled too many courses

and secondarily because of the work or time required and instructor-

related conflicts. These suggestions appear to express the students'

desire for the course drop option in order to attend their scheduled

courses, acquire information relative to course requirements and

instructor methodology, assess all courses in terms of his or her

priorities, and then drop or retain one or all courses.

Instructor and advisor effectiveness suggestions appear con-

sistent with the rationales indicated for the last course dropped.
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Instructor-related conflicts and the expectation of a low grade in the

course were reasons given most frequently by respondents who

suggested instructional improvement as a means to reduce the

need for course drops. Improved advising comments were offered

by course drop respondents who dropped the last course for reasons

of too many courses scheduled, anticipated low course grade, and an

additional rationale of too much work or time required in the course.

Advising is an informational source, in addition to the course/

instructor description, in which 34% of the respondents' suggestions

appear clustered. Perhaps these students are again communicating

that if appropriate information was available prior to registration

and the student selected and scheduled the classes, there would be

fewer resultant course drops.

Suggestions Concerning Scheduling Procedures
at Oregon State University

The researcher invited respondent comments relative to the

course scheduling procedures presently employed at Oregon State

University. More than half of the study respondents (223) indicated

one or more comments. Specific categories were developed and are

described in Appendix D. These suggestions are summarized in

Table 24.
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Table 24. Frequency of Responses Concerning Scheduling Pro-
cedures at Oregon State University.

Suggestions Responses
(%)

Responsesa

Adequate procedure 18.7 80
Course/instructor description 4.7 20
Courses scheduled 7.5 32
Student's responsibility 4.7 20
Procedural suggestions 10.3 44
Advising effectiveness 5.6 24
Consequences changed 0.7 3
No ideas 53.9 230

Total 106.1 453

aMultiple responses are possible as some respondents included
two and others none.

Examination of Table 24 reveals that 53. 9% of the respondents

had no ideas to contribute, 18.7% of the respondents stated that the

scheduling procedures employed at Oregon State University were

adequate, 10.3% stated general process complaints, 7.5% sug-

gested changes in the courses scheduled, 5.6% requested improvement

with advising, and 4. 7% suggested course /instructor information be

made available and designate the responsibility of scheduling of

courses to the student.

Comments relative to scheduling at Oregon State University

were received from respondents from all academic years and majors

represented by the university. The greatest frequency of responses

was in the category on the adequacy of the process. These comments
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ranged from ratings of adequate to efficient in describing the pro-

cedure for the individual and for a university of this size. Proce-

dural suggestions included ideas for scheduling organization from the

registration process to post-registration activities.

Type, time, and content of courses scheduled comprised 7.5%

of the total scheduling responses followed by specific and general

suggestions to improve advising. Course/instructor description

suggestions specified more complete, accurate, and detailed informa-

tion about prerequisites, requirements, texts, and instructor qualifica-

tions prior to registration were needed. Responses also focused on

the student's own control over the courses to schedule, if available,

and if the student's preparation is adequate. Only 0.7% of the

responses mentioned the change of course drop consequences to the

elimination of the fee assessment or the imposition of more negative

consequences.

Summary of the Findings

The summary presentation has been organized under three

sections: (1) a comparison of respondents who have and have not

dropped a course; (2) the effect of the number of courses dropped on

selected demographic data; and (3) the characteristics related to the

last course dropped by study respondents during enrollment at Oregon

State University.
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Comparison of Respondents Who Have
and Have Not Dropped a Course

A primary purpose of the present study was to describe the

characteristics which differentiated the course drop student from the

student who persisted to course completion. Inspection of the study

sample revealed that 25% had not dropped a course and 75% had

dropped one or more courses while enrolled at Oregon State Uni-

versity. The identified populations were compared according to

gender, academic year, academic major, and overall grade point

average (GPA). The findings and conclusions obtained from this

comparison follow.

Comparisons of gender and the relationship between respondents

who have and have not dropped a course at Oregon State University did

not prove to be significant. Males reported an 8% greater incidence

of course drops than females, a finding which corroborates the con-

clusions of Broadbent (1975). While differences occurred, it may

be concluded that gender is not a significant factor in differentiating

those undergraduate students who will or will not drop a course at

Oregon State University. This conclusion supports the data gathered

by Dickinson and Verner (1967) and Boshier (1973) in studies reported

from adult education settings.

Analysis of academic year comparisons of the relationship

between respondents who have and have not dropped a course at Oregon
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State University reflected an increasing frequency pattern according

to the students' length of enrollment at the university. Senior

respondents reported the greatest percentage difference between those

who had not dropped a course (14.3%) and those who had dropped one

or more courses (86.6%), followed by junior and sophomore course

drop respondents (approximately 75%) and course completion

respondents (approximately 25%), and freshman course drop respond-

ents (62%) and course completion respondents (38%). It may be con-

cluded that the students' academic year is a significant factor in

determining course drop incidence. The findings suggest the existence

of a greater probability of course drop incidence as the Oregon State

University undergraduate student progresses in academic years.

This phenomenon receives partial support from a university-based

study (Lunnenborg, 1974) which revealed that juniors had the greatest

number of course drops.

Statistical analyses of the students' academic major and the

relationship between course drop and course completion revealed no

significant differences. Data inspection, however, does reflect large

discrepancy percentages within several academic major areas.

Education and Health and Physical Education majors reported the

greatest percentage differences between those who had dropped a

course (approximately 85%) and those who had not dropped one or

more courses (12.5%). These academic schools were followed in
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close decreasing percentage differences by Business, Engineering,

Forestry, Liberal Arts, Home Economics, Science, and Agri-

culture majors. While within-major comparisons suggest high

incidence of course drops in relation to course completion, it may

be concluded that academic major is not a significant factor in

determining course drop incidence.

Respondents reporting grade point averages between 2.01 and

3.00 represented the largest percentage differences between those

who had (79%) and those who had not (21%) dropped one or more

courses. Respondents with grade point averages between 3.01 and

3.50 represented the smallest percentage differences between those

who had (69.2 %) and those who had not (31.8%) dropped one or more

courses and were followed by students reporting grade point averages

in the less than 2.00 and 3.51 to 4.00 categories. Although the find-

ings reveal a preponderance of C to B students dropping courses in

preference to course completion, and fewer B+ and A and D and below

students terminating rather than completing courses, it may be con-

cluded that overall grade point average is not a significant factor in

determining course drop incidence. The lack of significant relation-

ship between academic ability and course drop incidence (Zahn,

1964) appears to relate more with the present study than do the

findings of the relationship of lower intelligence (Zahn and Phillips,

1961; Sainty, 1971) and lower reading scores (Sainty, 1971) and course

drop incidence in adult education settings.
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Relationship of Number of Courses Drooped
and Selected Demographic Data

The second purpose of the present investigation was to describe

the effect of the number of courses dropped by the study respondents

on selected demographic variables. As a student at Oregon State

University, approximately 25% of the survey participants had dropped

zero or one course, approximately 18% had initiated two or three to

four course drops, and approximately 7% had dropped from five to

six or seven to 20 courses. The number of courses dropped was then

compared to the participants' academic year, gender, academic major,

and overall grade point average and the subsequent findings and con-

clusions follow.

During each of the freshman, sophomore, junior, and senior

academic years, similar percentage patterns were evidenced. Course

drop respondents reported that the greatest percentage of courses

dropped during each academic year, with the exception of the senior

year, was one course followed in decreasing frequency by zero

courses, two courses, and from three to nine courses. The per-

centage of one course drop was less than zero course drop only

during the senior year. The data would indicate a preponderance of

students who dropped zero or one course, and proportionately few

students who drop two or more courses during any one of the four

academic years. It may be concluded, therefore, that course drop
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statistics are the result of many students' termination of one course

rather than a few students' termination of many courses.

Significant differences exist in the number of courses dropped

and male-female comparisons. Respondents dropping one course

consisted of 49. 1% males and 50. 9% females. As the course drop

frequency increased, the percentage of male respondents in each of

the categories increased while the percentage of female respondents

in each category decreased. It was concluded, therefore, that gender

is a factor which is related to the incidence of course drops.

Although not statistically significant, the study findings reveal

that one or two courses were dropped more frequently by Business

and Science majors, three to four courses were dropped more fre-

quently by Engineering and Agriculture majors, and five to six and

seven to 20 courses were dropped more frequently by Engineering

and Science majors than other academic majors. For data clarifica-

tion, the two course drop categories of greatest course drop inci-

dence (5-6 and 7-20 courses) represent fewer respondents than each

of the other course drop classifications (1, 2, 3-4 courses).

Respondents from academic majors reporting the greatest incidence

of course drops also represent four of the largest populations in the

study sample. It may be concluded that the incidence of course drops

is proportionate to the population size of the major schools included

in the study sample. The preponderance of course drops within the
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academic major of Business of the present study was corroborated

by Broadbent's (1973) community college investigation.

Significant differences do not exist in the relationship between

course drop frequency and overall grade point average (GPA). The

data do indicate that respondents reporting from 2.51 to 3.00 grade

point averages represented the largest percentage who dropped 1,

2, or 3 to 4 courses; respondents reporting from 2.01 to 2.50 grade

point averages represented the largest percentage who dropped 5 to 6

or 7 to 20 courses. Although the data suggest that study respondents

who listed grade point averages below 3.00 dropped increasingly

greater number of courses than those respondents who listed a 3.00

or better, it must be concluded that overall grade point average is

not a significant factor in the incidence of course drops.

Characteristics Associated with
the Last Course Dropped

The third purpose of the present study was to describe charac-

teristics relating to the last course dropped by the study respondent

at Oregon State University. The data, therefore, excluded the 107

respondents who had not dropped a course at this university. The

selection of the last course dropped as the referent for comparison

was determined to maximize reliability and validity of the information

solicited. Characteristics of the last course dropped included aca-

demic term, living affiliation, weeks enrolled, estimated grade at
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the time of course drop, academic school or department offering the

dropped course, and rationale (s ) for course enr ollment and termina-

tion. The findings and conclusions are presented in the following

text.

The greatest percentage of last courses dropped occurred

during Winter term (57.7%), followed by Fall (30.7%), and Spring

(11.0%) terms. Because of the Winter term administration of the

data collection instrument, and a 61% course drop average reported

across the university during the same term, it may be concluded that

this variable does not validly reflect the intent of the study inquiry.

A greater percentage of course drop respondents dropped their

last course while living in resident halls, cooperatives, sororities

or fraternities than the all-university proportion of those living in

these types of dwellings. Off-campus residents dropped proportion-

ately fewer courses than representative of the population. Population

distribution data include graduate student living affiliation which may

have affected the off-campus and resident hall percentage differences

to some extent. It may be concluded, therefore, that the percentage

of respondents' living affiliation at the time of last course drop is pro-

portionate to the all-university living affiliation distribution.

The greatest percentage of course drop respondents dropped

their last course during the first week of class or within the five to

six week period prior to the administratively-designated deadline for
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course drops. The three to four week midterm period represented the

third greatest incidence of last course termination (Harter, 1969;

Verner and Neylan, 1966), followed closely by the remaining three

time periods. Approximately half of the course drop respondents

terminated their last course either during the first week of class or

the final period during which a course may be dropped without its

record being included on the official transcript. The increase in

student attrition just prior to course drop deadline as reported in the

present study is congruent with the findings of Lunnenborg (1974) and

a study from Pasadena City College (1974).

Approximately half (144 students) of the course drop respondents

could not estimate their grade at the time of the last course drop.

This statistic is conceivable since 155 study respondents had dropped

their last course prior to the midterm period. Respondents who

dropped their last course during the four to five or five to six week

periods indicated that low grades were the reason for the course

drop. This would substantiate the supposition that below average

grades cause students to drop courses late in the term (Saslow,

1978) and inflate the class grade point average (Pasadena City College,

1974). It may be concluded that the estimated grade is not a factor

itself in course drop incidence unless it is related to additional factors

such as time and/or rationale(s) of course drop.



91

The majority of course drop respondents (92.0%) terminated

their last course within the schools of Science (34, 6 %), Liberal Arts

(28.8%), Health and Physical Education (12.5%), Engineering (9.3%),

and Business (6.7%). Comparison of the school offering the last

dropped course population with the overall school enrollment popula-

tion revealed that three of the schools representing large student

enrollments reflected a larger last course drop percentage than

average course enrollment percentage. Schools in this category

included Science (10.1%), Health and Physical Education (1.6%), and

Engineering (1.6%). It may be concluded that, with the exception of

the College of Science, a similarity exists between the percentages

of average student enrollment and the incidence of course drops.

More than one-half (53.3%) of the course drop respondents

were originally enrolled in the last course dropped as a requirement,

a situation which would necessitate them to either reschedule the

dropped course, replace it with a comparable course at a later time,

or change their academic major, Enrollment in courses required for

the students' major (Lunnenborg, 1974), or degree requirements

(Harter, 1969; Hartsell, 1964), or motivated by social and environ-

mental pressures (Boshier, 1973), or academic rather than general

interest courses (Dickinson and Verner, 1967; Verner and Neylan,

1966) were similarly reported as enrollment rationale of dropped

courses and support the present study findings. Interest or
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exploration of the area (17.0%), an elective selection (14.2%), the

recommendation of a friend or advisor (6. 9%), and future employ-

ment, enrichment, or improvement (6.6%) were additional reasons

listed for enrollment in the last course dropped.

Student-related reasons were most frequently stated as the

rationale(s) for terminating the last course dropped which corrobo-

rates the results of previous correspondence course studies (Harter,

1969; Hartsell, 1964) and university studies (Lunnenborg, 1974;

Price, 1975). Situations included the scheduling of too many courses,

additional course time and work requirements, and anticipated failing

grades. Course and school-related reasons comprised the next most

frequently reported rationale(s) and included instructor conflicts,

lack of course interest or relevancy, and course time conflicts.

Course-related rationales were also reported from an adult education

study (Carey, 1953) and a study from a community college setting

(Broadbent, 1975). It may be concluded that the student is prone to

recognize his/her own misjudgments relating to course content and

self-preparation and performance for the course than to fault the

educational institution for the time, course, or the instructor

scheduled.

Suggestions to Reduce the Need for Course
Drops at Oregon State University

Study respondents were requested to offer suggestions which
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would reduce the need for course drops at Oregon State University.

Although seven suggestion categories were developed, the ideas most

frequently mentioned centered around the need for better and more

accurate communication to the student through course/instructor

descriptions and academic advising.

The respondent's need for a course drop option to rectify

scheduling and personal problems motivated some participants to

indicate that nothing should be instigated to alleviate the course drop

situation. Instructor effectiveness and course content suggestions

were identified as secondary problems, followed by suggestions for

course options which could be offered and consequences which should

be altered.

A comparison between the rationale for course drop and

suggestions to reduce the need for course drops was initiated to

determine the existence of respondent consistency. The suggestions

offered in each of the four categories representing the greatest per-

centage of responses were consistent with the reasons reported for

student termination of his/her last course, a finding not confirmed

by Carey (1953).

Suggestions Concerning Scheduling Procedures
at Oregon State University

Ranking of student-solicited open-ended responses identified

the scheduling procedure as adequate for an institution the size of
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Oregon State University. Procedural suggestions preceded comments

relative to the time, type, and content of the courses scheduled in

response frequenty. Suggestions to increase the effectiveness of

advising and to distribute complete, accurate, and detailed informa-

tion about all courses and instructors were again reiterated. Also

submitted were responses which focused on the students' responsibility

for courses that are scheduled and the subsequent consequences for

course drop.

Student suggestions and comments relative to reducing the need

for course drops and revising scheduling procedures at Oregon State

University are included in Appendices C and ID with reference to the

respondent's academic year and major. Since the intent of this study

was to provide descriptive data to university administrators and

academic faculties for more efficient and effective education of the

student, the specificity of comments is deemed imperative.
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V. SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary

The past decade has reflected an increase in the rate of

course drops at Oregon State University. Whether this incidence

may be termed a "compensatory response" or an "unrelated

phenomenon" within the educational culture is unknown since the

problem has received minimal attempts by the Office of the Registrar

and the collective academic departments to decrease the number, and

by student groups to reduce the need. None of these sources has

realized the expected results and further research designed to investi-

gate the problem has not been initiated.

The purpose of this investigation was to examine variables con-

tributing to course drops of undergraduate students at Oregon State

University. Since the study was the initial attempt to describe

characteristics of the student who chooses to drop a course and the

rationale of such action, it was necessary to design a data collection

instrument which would elicit student responses regarding the variables

proposed for consideration. A questionnaire was developed to obtain

general demographic information, the number of dropped courses,

characteristics pertaining to the last course dropped, and rationale

for enrollment and termination of the last course dropped at Oregon

State University. Also solicited were student suggestions which would
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reduce the need for course drops and facilitate course scheduling at

this university.

The Undergraduate Course Drop Questionnaire was mailed to

600 Oregon State University male and female undergraduates selected

at random from official university records. The study sample

reflected the total undergraduate student population at Oregon State

University regarding gender, academic class, and academic major.

Nominal scales were employed to obtain responses of the 427 students

who participated in the study. The single-response data were sub-

jected to statistical analyses by the chi-square test. The 0.05 level

of significance was employed as the cutoff point for rejecting the

null hypotheses. Multiple-response data were presented as response

frequency.

The review of literature suggests that a lack of inquiry into the

course drop phenomenon exists not only at Oregon State University

but at the college and university environments in general. With the

exception of several university studies, the majority of the research

populations contained in an extensive review of literature dealt with

adult, community college, and correspondence course education and

are dissimilar to the present study population. The focus of each

study of selected variables upon course drops, however, resembles

generally the objectives of the present study and justified complete

review for background and comparison.
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Research relative to demographic variables investigated in the

present study revealed no relationship between gender and course

drop incidence of participants engaged in adult education while one

community college survey reported a 14.4% greater incidence of

males than females transacting schedule changes. Second- semester

community college freshmen were reported to initiate the greatest

number of course withdrawals in a university-based research study.

Community college Liberal Arts and Business majors recorded the

highest incidence of schedule changes although not proportionately

more than the contact hours they generated.

Characteristics which differentiate the course drop student

from those who persist to course completion have been investigated

by a number of adult education and community college researchers.

Early adult education studies reported a significant relationship

between lower academic ability and course drop frequency and

identified the male course drop student as less intelligent than the

course persister. A nonsignificant relationship between the time of

day of the class and the incidence of course drops was reported by

one adult education surveyer while a recent community college survey

revealed a higher incidence of 7:00 A.M. class withdrawals, followed

in frequency by weekend and weekday or evening classes.

The effect of subject matter upon course drop rate has become

a source of investigation by behavioral scientists. One adult
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education study indicated academic courses as presenting the lowest

attendance persistence followed by vocational and general interest

courses. Specific courses mentioned which produced the highest

dropout rate were language, economics, government, and classics.

A higher incidence of courses dropped from the students' major

academic area was reported by a study involving university subjects.

Extensive research involving adult, community college,

correspondence course, and university education has focused on the

reasons for enrollment and subsequent termination of the courses

surveyed. While two early studies reported little relationship

between reasons for enrolling and course termination, a New Zealand

adult education study based on self theory, concluded that "defi-

ciency" motivated enrollees would consequently develop "incongruence"

within the enrolled class and would be more likely to drop that class.

The principle reason for correspondence course enrollment was

attributed to the need to obtain college credit or to satisfy degree

requirements.

Course drop rationale appeared to vary with the educational

setting surveyed. Community college students reported a higher

frequency of course drops for school-related reasons, while cor-

respondence and university course drops were often related to

student-related reasons.
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Within the limitations of this investigation and to the extent

that the population is representative of the undergraduate student

body at Oregon State University, the following statements have been

formulated from the results of the research.

Comparison of Respondents Who Have
and Have Not Dropped a Course

1. No significant differences exist in male-female comparisons

of the relationship between respondents who have and have

not dropped a course.

2. Significant differences exist in between-group academic year

comparisons of the relationship between respondents who have

and have not dropped a course. A greater percentage of

respondents have dropped a course than have not dropped a

course at all academic years. Least variance occurs in com-

parison of freshman respondents progressing in an increasing

frequency pattern according to the respondents' length of

enrollment at the university with seniors evidencing the greatest

percentage differences.

3. No significant differences exist in between-group academic

major comparisons of the relationship between respondents who

have and have not dropped a course. A greater percentage of

respondents have dropped a course than have not dropped a

course in all academic majors. Majors in Education, Health
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and Physical Education, Business, Engineering, and Forestry

evidenced the largest percentage differences.

4. No significant differences exist in between-group overall grade

point average (GPA) comparisons of the relationship between

respondents who have and have not dropped a course. A

greater peicentage of respondents have dropped a course than

have not dropped a course in all grade point average categories.

The greatest percentage differences occurred at the 2.01 to

3.00 grade point average categories while the least occurred at

the 3.01 to 3.50 category.

Comparison of Respondents by Total
Number of Courses Dropped

5. Investigation of the distribution of the total number of courses

dropped at each of the four academic years reveals similar

percentage patterns regarding the frequency of courses

dropped. Proportionately greater percentage of respondents

reported dropping zero or one course than dropped two to nine

courses during each academic year.

6. Significant differences exist in the total number of courses

dropped and male-female comparisons. Generally, as course

drop frequency increased, the percentage of male respondents

in each of the frequency categories increased while the per-

centage of female respondents in each category decreased.
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7. No significant differences exist in the total number of courses

dropped and between-group academic major comparisons. In

addition, the course drop frequency of the academic majors

approximates the population size of the major schools and

colleges included in the sample.

8. No significant differences exist in the total number of courses

dropped and between-group overall grade point average (GPA)

comparisons. It is concluded, therefore, that GPA is not a

factor in determining the number of courses dropped.

Characteristics Associated with
the Last Course Dropped

9. Investigation of the distribution of the term the respondents

dropped their last course reveals that the greatest number of

courses were dropped during Winter term (57.7%). Because of

the Winter term, 1978, administration of the questionnaire and

a 61% all-university course drop average that term, it was con-

cluded that these findings do not validly describe the intended

course drop characteristic.

10. Investigation of the distribution of the residential affiliation

of the respondents during the last course drop reveals that the

percentage of respondents' living affiliation at that time is

generally proportionate to the all-university living affiliation

distribution.
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11. Investigation of the distribution of time the respondent was

enrolled in the last course dropped reveals that the largest

percentage of respondents dropped the course during the initial

week of class or during the five to six week period just prior

to the designated deadline for course drops.

12. Investigation of the distribution of the respondents' estimated

grade at the time of last course drop reveals that approximately

one-half of the respondents could not estimate their grade at

that time. It was concluded that, as an independent variable,

estimated grade is not a definitive factor in course drop

incidence.

13. Investigation of the distribution of the school or college offering

the respondents' last dropped course reveals that with exception

of the College of Science, whose course drop percentage exceeded

the percentage of average university enrollment by 10%, a

similarity exists between the average student enrollment at

Oregon State University and the incidence of course drops in the

remaining schools and colleges.

14. Investigation of the distribution of the respondents' rationale

for enrollment in the last course dropped reveals that more than

one-half of the dropped courses were required for the respond-

ents' academic curriculum.
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15. Investigation of the distribution of the respondents' radionale(s)

for termination of the last dropped course reveals that student-

related reasons were stated most frequently: too many courses,

too much time/work required, low course grade, and instructor

conflict.

Conclusions

The scope of this investigation is limited to demographic

information of the respondents and responses relative to the last

course dropped as indicated by each of the Oregon State University

undergraduate study participants. The results, therefore, reflect

student opinion which may not coincide with administrative and

faculty perceptions of the course drop phenomenon.

After thorough inspection and analysis of the collected data,

it is the author's judgment that the four identifying variables employed

in the present study are not related to the course drop behavior of

Oregon State University undergraduate students. This supposition,

however, does not exclude the influence of these variables upon

other related characteristics of the course drop phenomenon not

included in the study.

The respondent's last course drop rationale data and suggestions

to reduce the need for course drops at Oregon State University pro-

ject implicit information which warrant corrective measures by

university personnel. Revision of general catalog course descriptions
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to comply with specific course content and prerequisites should

precede the accumulation and development of a course /instructor

handbook. This handbook should include an in-depth and thorough

description of every course offered at Oregon State University.

Academic advisement should receive immediate administrative

and departmental attention for possible revision of existing proce-

dures. As the third source of information available to the student,

the effective adviser is responsible for dissemination of legal cur-

ricular requirements and the pre-planned sequence of courses for

the various academic disciplines. The adviser is also charged with

providing the student assistance in the appropriate selection of

elective courses which will enhance the student's educational evelop-

ment. The previous conclusion, however, does not imply that the

adviser should relieve the student of responsibility for decision

making, nor have the study respondents suggested this direction of

accountability. The long-range objectives of a competent system of

advising are to guide the student to a point where he/she can assume

maximum responsibility for his/her academic program and can make

knowledgeable decisions regarding his/her program of instruction.

Only after these informational sources and programs have been

instigated and employed by the students should the Registrar's Office

review the course drop deadline and consequences in light of the

students' time and raionale of course drops. The development of a
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university policy which would record the academic grade earned at

the time of the drop transaction on the student's transcript,

decreased drop deadline period, and/or full drop transaction fee

assessment should be imposed only as an administrative conse-

quence for the student's irresponsibility toward his/her course

scheduling actions.

Recommendations

Based on the findings of the present study and the existing

literature regarding the course drop phenomenon at the post-high

school educational levels, the following topical areas are recom-

mended for additional investigation:

1. A companion study be initiated to survey Oregon State University

administrative and faculty opinions of the rationale for and

effects of course drops.

2. A longitudinal study or studies over a four-year interval which

would analyze data gathered from the course drop students at

the time of each drop transaction:

a. a study which analyzes variables similar to the present

study;

b. a study of the student's prior academic preparation for

and expectations and knowledge of the course require-

ments and content of the dropped course;

c. a study of the student's attitude toward the course and
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subsequent class participation in the dropped course;

d. a study of the student's evaluation of teaching tech-

niques and classroom atmosphere of the dropped course.

3. A within-school/college study which would analyze course drop

characteristics and rationale(s) particular to the unique organi-

zational and instructional components of each academic depart-

ment, i.e. a review of the academic advising, communications,

and personal counseling services to assess whether or not

students are receiving knowledgeable and timely information to

better enable self analysis and planning -- situations which would

lead to more deliberate and realistic course selection.

4. A cooperative project by administrators, faculty, and students

to develop and implement a more extensive means of describing

clearly, concisely, and completely every course offered in terms

of content, instructional methods, work requirements, materials,

and grading policies.

5. A study initiated by the Registrar's Office to examine the present

course drop policy to determine if a four-week drop deadline

would accommodate scheduling errors and student misjudgments

while eliminating the effect of below-average grades on the

student's decision and the total class grade point average.
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Office of the Dean of
Undergraduate Studies

Oman
University

Dear OSU Student:

APPENDIX A

Corvallis. Oregon 97331 (303) 754-3739

Please March 1, 1978

Would you be kind enough to fill out our
questionnaire? We need the data badly and
will appreciate your help very much.

-- Thank you

We know very little about the underlying reasons tor course drops oy
undergraduates at the University. We do know that approximately 10,000
course drops occur each term and that the reasons for these drops are
not always apparent. In order for us to understand more about course
drops at OSU and how we at the University may improve course scheduling, we
are asking you to help us evaluate the problem more fully by completing and
returning the enclosed questionnaire.

Your name was selected by random methods, and even if you have never dropped
a course at OSU we would still like you to complete as many questions as you
can and return the questionnaire. Since you are a vital part of the student
cross-section, your participation is essential for the accuracy of the study.
There is no way for us to substitute for the answers that you can provide.
All information that you give us is strictly confidential and the results are
tabulated for the entire sample, not for any one student.

Most of the questionnaire statements may be completed by checking or filling
in the appropriate answer. Pre-testing has shown that the items can be care-
fully and completely answered in less than ten minutes. A stamped, self-
addressed return envelop is provided for your completed questionnaire. We
would appreciate receiving your completed questionnaire by March 1, 1978.

You will note that your questionnaire is numbered. This is to provide a
way by which reminders may be sent, if necessary, without further imposing
upon those who have already completed and returned their questionnaire. We
can assure you that your responses will not be lirked to your name. To
assure anonymity, the list of names will be held exclusively by the Survey
Research Center at Oregon State. Center personnel will not have access to the
completed questionnaires nor will those of us working on the study have access
to the list of names which have been sampled.

Thank you for your time and help.

Sincerely.

Redacted for privacy

c7
Peggy J. Poling
Graduate Student

Redacted for privacy
Stuart C. Knapp
Dean of Undergraduate Studies

Oregon State University is an Affirmative Action/Equal Opportunity Employer



UNDERGRADUATE COURSE DROP QUESTIONNAIRE

1. What is your academic class year at the present time? Are you a freshman,
sophomore, junior, or senior? (Please check one)

Freshman Junior
Sophomore Senior

2. What is your academic major at the present time?

Department

School

3. Have you DROPPED (not withdrawn from) any courses while attending Oregon
State University? A DROPPED course is one which is dropped before the
end of the sixth week of any term and which does not appear on the
transcript.

Yes, have dropped (Go on to question 4)

No, have not dropped (Skip to question 15)

4. How many courses have you DROPPED (not withdrawn from) while attending
Oregon State University? (Please indicate the total number in the space
below)

Number of courses dropped

5. How many courses have you DROPPED (not withdrawn from) at Oregon State
University during each academic year? That is, how many courses have you
DROPPED during your freshman, sophomore, junior and senior years?

Number of courses DROPPED Class Year

Freshman Year
Sophomore Year
Junior Year
Senior Year

6. What was your academic class year at the time you dropped your LAST COURSE?
Were you a freshman, sophomore, junior, or senior? (Please check one)

Freshman
Sophomore
Junior
Senior

110
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7. In what type of housing were you living when you dropped your LAST COURSE?
Were you living in a resident hall, cooperative, sorority, fraternity, or
off-campus? (Please check one)

Resident Hall
Cooperative

Sorority, Fraternity
Off-campus (apartment,
private home, mobile
home, etc.)

8. In which term did you drop your LAST COURSE? Was it fall, winter, spring,
or summer term? (Please check one)

Fall term
Winter term

Spring term
Summer term

9. What was the title, number, and department of the LAST COURSE you dropped?

Course title (name)

Course number

Department

10. How many weeks were you enrolled before you dropped your LAST COURSE?
(Please check one)

Less than 1 week 3 to 4 weeks
1 to 2 weeks 4 to 5 weeks
2 to 3 weeks 5 to 6 weeks

11. What is your BEST estimate of your academic grade in the LAST COURSE
your dropped? (Please check one)

A

B

0

Unknown

12. What is the MAIN reason you enrolled in the LAST COURSE you dropped?
(Please check only ONE reason)

Elective course
Future employment, enrichment, improvement
Interested, exploration of the area
Recommended by a friend, adviser
Required

Other (please specify reason)
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13. Why did you drop the LAST COURSE you dropped?
(Place a 1 by the MOST IMPORTANT reason and a 2 by the SECOND MOST
IMPORTANT reason)

Family, personal, financial, transportation problems
Dropped school, moved, changed academic program
Time conflict
Too many courses scheduled
Low grade in course
Too much work or time required, too hard
Not what expected, too advanced
Instructor related conflict
Course boring, not relevant, impersonal atmosphere
Other (Please specify reason)

14. What do you think can be done to reduce the need for course drops at
Oreaon State University?

FINALLY, A COUPLE OF QUESTIONS ABOUT YOURSELF . . . .

15. Have you attended a college or university other than Oregon State?

Yes, have attended
No, have not attended

16. What is your overall grade point average (GPA) at the present time?
(Please check one)

foss than 1.00
1.01 to 2.00
2.01 to 2.50

2.51 to 3.00
3.01 to 3.50
3.51 to 4.00

17. Is there anything you would like to say about course scheduling at Oregon
State University?

Please return this questionnaire in the enclosed envelop.

THANK YOU FOR YOUR COOPERATION
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APPENDIX B

FREQUENCY DISTRIBUTION OF ITEM RESPONSES TO
UNDERGRADUATE COURSE DROP QUESTIONNAIRE

1. What is your academic class
year at the present time? . .

Percent
Base

Number
Responses Percent

427

Freshman 111 26.0
Sophomore 96 22.5

Junior 108 25.3

Senior 112 26.2

2. What is your academic major 427
at the present time? . . . .

School:
Science 82 19.2

Business 75 17.6

Engineering 66 15.5

Liberal Arts 51 11.9

Agriculture 38 8.9

Forestry 31 7.3
Home Economics 23 5.4

Education 16 3.7
Health and Physical Education 16 3.7
Pharmacy 16 3.7
Experimental College 4 .9

Veterinary Medicine 2 .5

Unclassified 2 .5

3. Have you dropped any course
while attending Oregon State

327

University?

Yes, have dropped 320 74.9
No, have not dropped 107 25.1

4. How many courses have you
dropped while attending

319

Oregon State University? .



4. (Continued)

1 course
2 courses
3 courses
4 courses
5 courses
6 courses
7 courses
8 courses
9 courses
10 courses
11 courses
12 courses
13 courses
14 courses
15 courses
20 courses

Percent
Base

Number
Responses

107
83

49
25

20

12

5
4

5

3

1

1

1

1

How many courses
dropped at Oregon
University during
academic year? .

have you
State
each

Freshman 175
1 course 97

2 courses 44
3 courses 24

4 courses 2

5 courses
6 courses 2

7 courses
8 courses

Sophomore 164
1 course 89

2 courses 47

3 courses 19

4 courses 4
5 courses 3

6 courses 1

7 courses 1

Junior 118
1 course 63

2 courses 33

3 courses 17

4 courses 2

5 courses 2

6 courses 1

114

Percent

33.5
26.0
15.4

7.8
6.3

3.8
1.6
1.3

1.6
1.0

.3

.3

.3

.3

.3

.3

55.4
25.1

13.7
1.1

2.3
1.1

.6

.6

54.3

28.7
11.6
2.4
1.8

.6

.6

53.4
28.0
14.4
1.7
1.7
.8
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5. (Continued)

Senior

Percent
Base

Number
Responses Percent

62
1 course 36 58.1

2 courses 16 25.8
3 courses 5 8.1

4 courses 4 6.5
9 courses 1 1.6

6. What was your academic
class year at the time you
dropped your last course? .

321

Freshman 96 29.9
Sophomore 89 27.7
Junior 73 22.7
Senior 63 19.6

7. In what type of housing
were you living when you
dropped your last course?

320

Resident Hall 113 35.3
Cooperative 24 7.5
Sorority, Fraternity 49 15.3

Off-campus 134 41.9

8. In what term did you drop
your last course?

319

Fall term 98 30.7

Winter term 184 57.7
Spring term 35 11.0

Summer term 2 .6

9. What is the title, number,
and department of the last
course dropped/

312

School:

Science 108 34.6

Liberal Arts 90 28.8

Health and Physical Education 39 12.5

Engineering 29 9.3

Business 21 6.7
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Percent Number
Base Responses Percent

9. (Continued)

Agriculture 8 2.6
Home Economics 6 1.9
Forestry 5 1.6
Education 3 1.0
Oceanography 2 .6

Exploratory Studies/ 1 .3

Honors Program

10. How many weeks were you
enrolled before you drop-
ped your last course? . . .

318

Less than 1 week 70 22.0
1-2 weeks 43 13.5
2-3 weeks 42 13.2
3-4 weeks 52 16.2
4-5 weeks 43 13.5
5-6 weeks 68 21.4

11. What is your best estimate 315
of your academic grade in the
last course you dropped? . .

A 23 7.3
B 37 11.7

C 43 13.7
0 50 15.9
F 18 5.7
Unknown 144 45.7

12. What is the main reason you 318
enrolled in the last course
you dropped?

Elective course 45 14.2

Future employment, enrich- 21 6.6

merit, improvement
Interested, exploration 54 17.0

of the area
Recommended by friend, 22 6.9

advisor
Required course 170 53.5
Other 6 1.9
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Percent Number
Base Responses Percent

13. Why did you drop the last 320

course you dropped? . .

Most important reason:
Family, personal,fin- 23 7.2

ancial, transportation
problems

Dropped school, moved, 11 3.4

changed program
Time conflict 31 9.7

Too many courses 54 16.9

scheduled
Low course grade 39 12.2

Too much work, time 43 13.4

required, too hard
Not what expected, too 30 9.4

advanced
Instructor conflict 35 10.9

Course boring, not rele- 18 5.6

vant, impersonal
Other 36 11.2

Second most important reason:
Family, personal, fin- 11 5.0

ancial problems
Dropped school, moved, 4 1.8

changed program
Time conflict 17 7.8

Too many courses 38 17.4

scheduled
Low course grade 30 13.8

Too much work, time 34 15.6

required, too hard
Not what expected, too 17 7.8

advanced
Instructor conflict 25 11.5

Course boring, not rele- 26 11.9

vant, impersonal
Other 16 7.3

14. What do you think can be done 294

to reduce the need for course
drops at Oregon State Univer-
sity?

Nothing 73

Course/instructor 85

description
Instructor effectiveness 47 16.0
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14.

Percent Number

Base Responses Percent

(Continued)

Effective advising 45 15.3

Course content 16 5.4

Course options offered 18 6.1

Consequences changed 10 3.4

15. Have you attended a college 427

or university other than
Oregon State University? . .

Yes, have attended
No, have not attended

16. What is your overall grade 424
point average at the present
time"

195 45.7

232 54.3

Less than 1.00 2 .5

1.01-2.00 20 4.7

2.01-2.50 100 23.4

2.51-3.00 131 30.7

3.01-3.50 112 26.2

3.51-4.00 59 13.8

17. Is there anything you would 223

like to say about course
scheduling at Oregon State
University?

Adequate procedure 80 35.9

Course/instructor 20 9.0

description
Courses scheduled 32 14.3

Student's responsibility 20 9.0

Procedural suggestions 44 19.7

Effective advising 24 10.8

Consequences changed 3 1.3



Comments

APPENDIX C

SUGGESTIONS TO REDUCE THE NEED FOR COURSE DROPS
AT OREGON STATE UNIVERSITY

Fr So Jr Sr Academic School

1. Nothing can be done

I believe there will always be the same needs
for dropping

X

X

X

X

Business
Engineering
Engineering

Business

Nothing, it will always happen. You always
over estimate. X Agriculture

I think course drops are a very needed part
of the college course curriculum X Science

X Liberal Arts
X Agriculture
X Business
X Liberal Arts

The University can't do much because many
students are undecided on what they are really
doing and what their interests are.

X

X

Business
Agriculture

Many course drops are a result of personal
pressures and problems so nothing can be done
about that.

X

X

X

Business
Business
Agriculture

X Business
X Science

Not much X Agriculture

I think the course dropping is both valuable
and necessary.

X

X

Business
Science



Comments Fr So Jr Academic School

I think the course dropping is both valuable
and necessary (continued).

As I see it, it's the student's responsibility
when he enrolls in a class. In most cases,
it is the student's fault when he finds that
he needs to drop - not the university's.

I feel that course drops are a very important
part of the scheduling process as it allows
a student flexibility in his final schedule.

X

X

X

X

X

X

X

X

X

X

Science
Science
Health & PE
Business
Engineering

Science
Science

Science
Business
Science

Allows a means of getting out of boring or
poorly instructed courses.

X Pharmacy

There will always he a need for course drops. X Forestry
It can be used like a "safety valve" or a
buffer class.

X

X

Engineering
Health & PE

X Forestry

Nothing - not as long as people have the right
to change their minds, or procrastinate.

X

X

Forestry
Business

Better planning of course load by students. X Engineering
X Science

In my case nothing could be done since it was
a matter of having too much work to do to keep
my grades up.

X Science

In most cases it seems to be the result of conflicts
after the student has enrolled and attended class
for a while.

X Liberal Arts

In computer registration, many students end up being
scheduled in only 2 or 3 classes su they have to do X Liberal Arts
some juggling, which results in dropping.



Comment Fr So Jr Sr Academic School

I really don't think it is a university-related
problem... for the most part, it is an individual's
decision that is based upon priorities.

X

X

X

Engineering
Science
Home Economics

X Liberal Arts
X Agriculture

X Science
X Science

2. Better catalogue of course descriptions:
catalogue of teacher evaluations.

X

X

Forestry
Business

X Business
X Agriculture

More information from the professor before
registration. Some profs expect much more
than is stated at registration or in the
student handbook. Keep information updated.

X

X
Liberal Arts
Engineering

More explicit course descriptions. X Business
X Exp. College
X Forestry
X Business

X Business
X Liberal Arts

X Business

Have more professors put course descriptions
in the student guide book each term.

X

X

Education
Business

X Business
X Liberal Arts
X Science
X Engineering
X Engineering
X Home Economics
X Agriculture

Jive out more information about each class. X

X i

Liberal Arts
Ennineerina



r Sr Academic School

Students should be told exactly how much time
the class in question will require, and students
should be informed as to whom will teach the
class before registration so students may consult
instructor if they so desire.

Proper labeling and information available about
classes prior to registration.

Better explanation of what the course covers.

Most students drop because he/she is not aware
of the time constraints placed upon him/her prior
to attending class. This stems from lack of data
prior to registration for that class concerning
work requirements for satisfactory performance.

Better description of course.

Better and more accurate descriptions of the
courses. May be a booklet written by students
concerning instructors who are good, interesting,
boring, etc.

Get a better way of getting class descriptions
to the students.

X

X

X

X

X

X

X

X

X

X

Forestry
Science
Science
Home Economics
Education
Forestry
Forestry
Agriculture

Liberal Arts
Business
Science
Agriculture

Liberal Arts
Science

Science
Business

Science
Science
Liberal Arts
Agriculture
Business
Forestry

Science
Liberal Arts
Engineering
Engineering

Engineering
Science



Comments Fr So Jr Sr Academic School

Somehow the classes sound different until you
get to themlthere is no way to know of the study
time needed in comparison to the rest of the
classes.

X Health & PE

Make available data concerning class content,
level of knowledge, and what will be covered
and expected.

X

X

X

Science
Science
Science

X Business
X Health & PE

X Education
X Engineering
X Engineering
X Pharmacy
X Agriculture

X Science

Many departments do not put prerequisites in
the class schedule and maybe students get in
over their heads.

X Science

Give out more information about each class. X Liberal Arts
X Engineering

Include student evaluations in the "student
guidebook" for all class sections.

X

X

Liberal Arts
Science

Cost of materials relevant to the course such
as special paper, books, instruments; also
instructor and departmental grading guidelines.

X Business

I would like to see each department have a pub-
lication about the courses it is going to offer
the following term.

X Pharmacy

Get all departments and courses represented in
the Student Handbook. X Science

Include difficulty indicators other than hours
on listings. X Engineering



Comments

Examples of previous course work would be of
great help.

Maybe a syllabus for each School of best order
to take required courses.

3. Obtain better professors and teaching assistants.

Provide pre-evaluation for new teachers so that
instructors who may understand the subject but are
totally inept at teaching are never allowed to teach
an actual college class.

Take all "dead wood" profs out into a field and
shoot than, get rid of tenure. Try to hire intell-
igent, capable, interested instructors; carefully
and frequently review every instructor and adviser
as to their teaching abilities and student and sub-
ject interest.

Get rid of the old, long-entrenched instructors.

Get better teachers, instructor competence should
be Improved.

If there's a large amount of negative feedback
concerning a teacher and the way he teaches, he
should be confronted with it.

Hire better (quality) teaching professors.

Fr So Jr Academic School

Pharmacy

Health & PE

Science

X Business

Liberal Arts

x

Education

Forestry

Business
X Business

Business
X Education
X Engineering

X Business

Engineering

Engineering
Science
Science

X Business
X Pharmacy



Comments Fr So Jr Sr Academic School

Better communication with teacher and student.

Have professors interested in subject matter taught.

X

X

X

Science
Pharmacy
Forestry

Try to rid them of peer pressure. (Give out a few
A's and a lot of C's). A course can only be so hard,
then the teacher is nit-picky and the kids see that
tests don't show their knowledge. X Pharmacy

More feedback from teachers to students on progress
in the course. X Business

Hire profs who will be around for a while and maybe
work at becoming a good teacher. X Business

When different teachers teach a course in a sequence,
they should make sure they teach the same thing.

if the most frequently dropped courses, a thorough
investigation of instructor's effectiveness and the
amount of material covered should be made.

X

X

Engineering

Engineering

Some profs have a hard time relating main points to
students, also go too fast.

lave departments evaluate their professors each year
to find out if their students are learning. Professors
are paid (by students) to help them learn, not to get
their tenure and stop trying.

X

X

Engineering

Forestry

Select more carefully graduate students to teach
courses (but of course I prefer a professor).

let professors that can keep you interested in

X

X

Engineering

Business
hat you are supposed to be learning and are prepared X Agriculture
For class. X Business

I think better qualified instructors would improve
the situation; instructors here to teach and do so with X Engineering
I bit more importance than their research projects. X Liberal Arts



Comments Fr So Jr Sr Academic School

Have the instructor specify the subject matter, the
direction of the course, what areas he will emphasize,
and what work he expects from the students. X Liberal Arts

Teachers and profs should encourage students who feel
they may drop to confer with them. X Business

Instructors who try to be on the level of the students-

X Unidentified

they many times are too familiar with the material and
cannot see the student's problem. They assume too many
things.

A better student-teacher relationship would help,
whether or not this is possible due to a large number
of students; but to many, students are considered just
numbers by the instructors and this makes it hard to
get help.

X Agriculture

Better teachers, ditch tenure, make professors respons-
ible for class performance; if they have to fear for their
jobs, they'll teach better. X Science

Math has a lot of uncaring professors; a couple of good
ones though. X Science

Instructors should not set impossible-to-achieve class
requirements. All instructors of one subject should ogre
on the same program. Some instructors are harder than
others while teaching the same course and level. X Experimental College

I would like to possibly sit in with an instructor before
enrolling to see his methods, then it would save drops
for me. X Home Economics

Get better math instructors who can speak English. X Engineering

Increase standards for teaching assistants (not just
hire anyone). X Science



Comments Fr So Jr Academic School

4. Better advisors who try to put students where they
belong and better information on backgrounds needed.

X

X

X

Engineering
Engineering
Science

Advise students not to overdo course load. X Pharmacy
X Liberal Arts

Advisors shouldn't try to overload students. Generally
an individual has a pretty good idea of his/her capabi
ities and limits. X Science

Get people to realize how much they're taking. X Engineering

Better informed advisors. X Forestry
X Nome Economics

X Agriculture
X Engineering
X Business

X Health & PE
X Forestry
X Engineering

Advisors informed in courses registered for or have
senior or graduate students available for comment. X Education

The only way course dropping will be reduced is if the
students receive more guidance in choosing courses.

X

X

Business
Science

X Science
X Agriculture

X Home Economics

Better freshmen advising. X Liberal Arts
X Liberal Arts

Encourage students to enter courses at a lower level.,
i.e., have them enter Math 102 before Math 110 if they
don't feel right with Math 110. X Agriculture

Have more help available. X Liberal Arts



Comments Fr So Jr Sr Academic School
---T

Better counselling job by Departmental advisors- maybe
require slower learning students to take less hours than
the average student.

X

X

Engineering
Pharmacy

Better counselling by advisors. I didn't realize that
there were other courses I could have taken.

X

X

Engineering
Home Economics

X Liberal Arts

Letting only qualified people take difficult courses. X Engineering

Better counsellings as to time required on courses. X Liberal Arts
X Engineering

X Forestry

If I had worked with my advisor more- if he were
available more hours- I probably would not have gotten
into a class that I'd have to drop. X Education

Better faculty advising and maybe the use of seniors
in advising. X Forestry

Get more information as to what students' needs are. X Business

Get some people who are better advisors or don't require X

X

Science
Forestrythem!

Have advisors be more responsible in getting students to
understand the schedule of classes. As a freshman, I was
totally unaware of how to read it even for simple things
like the time schedule. X Education

Better communication between student and advisor. More
serious counselling to freshmen and sophomores in how to
study, read, and budget their time. X Business

Always assign a counselor. X Experimental College

More time spent between students and advisors. X Business



Comments Fr So Jr Sr Academic School

5. Have schools and departments re-evaluate the relevancy
goals, and overall teaching of their classes for their
particular field. Also, make sure it pertains to what
it is like when the student gets out into the present
job market with some education for the future of his X Education
profession. X Pharmacy

Design classes to make people think; teach them to
think- not repeat lessons. X Liberal Arts

Not go so fast in the course. X Science
X Business

More graded papers, quizzes, or exams and not just
one final examination. X Business

More personalized courses. X Experimental College

Provide more interesting classes. X Business
X Liberal Arts

Provide help for those courses with high drop rates,
look at the prof. x Liberal Arts

Standardization of courses (intra-department). X Engineering

A more uniform work load for the same course taught X Engineering
by different instructors. X Forestry

Make classes smaller, maybe a less impersonal
atmosphere. X Business

Less emphasis placed on grades. X Agriculture

Make courses a little easier, test over main ideas. X Education

Improve departmental organization of classes. X Science



Comments Fr So Jr Sr Academic School
1

6. Eliminate letter grading system (A,B,C, etc.)
it

X I Pharmacy

Offer more sections for each course. X Engineering

Allow students to switch times and professors. 'X Business

Allow more open scheduling and flexibility in
fulfilling required courses.

X Liberal Arts
Engineering

Allow section changes to be made the first two
weeks of the term. Business

Make it possible to switch sections because teacher
conflicts get in way of an otherwise good course.

Business
Home Economics

Allow students to register for sections wanted. X Horne Economics
Science

Have departments more organized so it would not
be necessary to change times after registration. Engineering

Allow freer scheduling of classes within requireds. Agriculture

Let students use free time requests so they can
get the schedule they want. Science

Don't have classes offered late in afternoons,
Science4:00 or 4:30, especially on Fridays.

Make courses people want available so they don't
have to take ones just for the credit. X Business

Option of taking classes pass/no pass in more
professional fields, like Pharmacy. Pharmacy

Allow students instructor preferences. Business

7. Make process more painful (excessive drop fees).

If it costs too much, charge a little more to drop. x

Engineering

Business



Comments

A fee for dropping a course does make one think twice
before dropping the course.

Dollars

Don't allow dropping after the third week.

Either give students less time to drop, or make it
impossible for them to drop the course.

Limit drops to the first week so a person can't drop
out just to save a grade.

Really, it's too easy to drop a class- if there was
more at stake, then the drops would decrease.

...by making it tougher to drop a course.

Fr So Jr Sr Academic School

Business

X Science

Science

Science

Engineering

Business

Business



APPENDIX I)

COMMENTS REGARDING COURSE SCHEDULING
AT OREGON STATE UNIVERSITY

Comments

1. It's OK.

Very effective and helpful.

No, nothing has come up that isn't, in the long
run, fair for all students concerned.

After attending another university, I think our
registration system is set up very well.

Seems pretty good as far as availability and
dispersion of classes.

It seems to be relatively efficient when the size
of the student body is taken into account.

Very good.

Less of a hassle than at University of Oregon.

Overall, it is effective.

Looks good.

Works fine for me.

Fr So Jr Sr Academic School

X Forestry
X Home Economics
X Agriculture

X Home Economics

X Science

X

X

X

X i Business

X Agriculture

X Liberal Arts
X Science

X Pharmacy

X Home Economics
X Business

X Engineering

X

X

X

X

Engineering
Agriculture
Health and PE

Business

Business
Education
Engineering
Education



Comments Fr r Academic School

It's fine and usually works for me. X Business
X Science
X Liberal Arts

X Liberal Arts

Worthwhile hassle. Science

Scheduling seems quite well organized, simple. X Science
X Engineering
X Science

AgricuTture

I think that it is adequate. Engineering
X Science

Forestry
Engineering

It is average, adequate. Science
Engineering
Liberal Arts

Free time requests allow me to build classes so I can
still hold a part time job. X Engineering

With the present system of scheduling, course dropping
is a valuable tool for reconciling unjustified schedule
conflicts. Unidentified Unidentified

I'm very pleased with the type of scheduling done here
and I'm well pleased with ray classes and professors
so far. Agriculture

2. More course description - to completely tell about Science
the course. X Science

X Science
X Business

Agriculture

Greater accuracy is needed in course descriptions. Science



Comments Fr So Jr Sr Acadauic School

Some course descriptions are very vague.

Provide as much detailed information about each course
before pre-registration.

Perhaps more of a description of the course and what is
required and possible helpful pre-requisites.

If the bookstore had next term's books before registration,
then a student could look over the textbook and tell
whether or not the class is what he really wanted.

It would be most helpful if instructors' names were
included in class schedules before classes are selected.

Personality of instructors is a great factor in choosing
elective courses and especially lab courses.

Think students need to know prof's bias and if he puts
effort into teaching or whether he is there to entertain
30 students three hours a week.

I think the students need to know more about the classes
and what they are getting themselves involved in. If

the course is required, they should know why it's required
and what it has to do with your major.

3. The scheduling systma is alright but I Find it hard
to get a choice of a PE class which will fit into my
schedule.

A review of class time is in order. In some (many)
cases, required courses are given only once per year,
which is quite inconvenient for students, especially
those with illness and those with double majors.

Need more courses scheduled for both morning and after-
noon times.

X

X

X

Business

Engineering
Forestry

Science
Education

Engineering

Health and PE

Pharmacy

Liberal Arts

Health and PE

Agriculture
Science

Liberal Arts

Liberal Arts



Comments Fr

Departmental requirements scheduled at the same time
as other departmental requirements.

Schedule class more than once a year.

Continue to provide a wide variety of courses, trying
to optimize student interest or need with course quality.

I think if a course if full and there are enough
students to add a section, a new section should be added.

Why are there so many foreign TA's and teachers? I have
a very difficult time understanding them which makes a
course twice as difficult as it should be.

The time of some classes is prohibitive, 7:30 AM or
1:30 PM to 5:30 PM. Make the times more reasonable:
13:00 All to 4:00 PM.

Courses with 3 or more hours of lab and 3 hours of
lecture should receive 5 credit hours. This would
allow students to take fewer classes and gain more
out of the ones taken.

Offer classes at more and different time slots.

X

X

Allow "personal reasons" for free time requests.

Allow times, instructors, alternative courses to be requested.

So Jr Sr Academic School

X

X

X

X

Unidentified

Engineering
Engineering
Forestry
Business
Education
Liberal Arts

Forestry

Business
Agriculture
Business
Liberal Arts

Business

Engineering
Science

Science

Business
Liberal Arts
Pharmacy
Science

Liberal Arts

Engineering



Comments

Don't schedule classes at 7:30 AM unless really tense.

I would like more laboratories and course mid-terms
scheduled in the evening.

More evening classes.

I do not believe that you should have to follow a
sequence in certain areas of concentration. I think
if you are qualified to take a class, then you should.

Too many classes conflict because a majority are at
times like 8:30 AM and 12:30 PM; there should be more
afternoon classes.

Math classes that are four days a week really screw up
a schedule. Should be only 3 days a week.

Do away with testing at night outside the credit hour
and night labs.

The class limits set by the schools should be based
on the average number of drops by instructor so to be
at full capacity at the end of the term. luny classes
have consistently only 60-70% capacity at tie end of
the term.

I think for all majors there should be some lower level
classes in your field- otherwise you don't know until
your junior year if you even want to stay in that field.

Format set up by department and schedule of classes do
not always coincide.

Academic requirements often reflect obsolete ideas about
what will be required of a person to gain employment upon
graduation.

Jr Sr Academic School

Engineering
X Engineering
X Engineering

Liberal Arts
X forestry

x

Science

Engineering

Business

Liberal Arts

Liberal Arts

Engineering

Unidentified

Home Economics

forestry

Agriculture



Comments

More courses offered during Summer term.

4. I think a student should be able to submit a schedule
the way he/she wants it after consulting the schedule of
classes. If conflicts occur then the computer could deter
mine the schedule.

Would like to have more control over when the courses are
offered.

It would be nice to be able to select specific sections. X

Ho student control over sections, fill out free-time or
pick section unless you sell your soul to Administration
Office, change sections, or make final changes without an
Act of Congress.

I would like to have more influence over the actual times
I am scheduled to certain classes. The free time request
and instructor preference rarely work for me.

Don't require advisor's signature- should be student's
choice.

Let students know that in most courses if they work hard
enough there is no reason to drop. Work hard and get
help hmediately if you're finding yourself in trouble and
sinking in dispair.

Students should be allowed to take any class they want to
if they meet pre requisites.

Sr Academic School

X Agriculture

X

X

X

Engineering

Engineering
Science

Forestry

lbme Economics
Business

Engineering
Education
Agriculture
Science
Science

Business

Business

Science

Home Economics

Business



Comments Fr So Jr Sr

You should be able to change a class time if that class
is not full at another time of which you want.

5. A different registration procedure.

The dates for adding, dropping, and withdrawing are not
made obvious enough, they could be changed to better suit
student needs, interests, abilities.

I wish there was an IBM card for every time for a parti-
cular class instead of teacher and that if you got a card
then you were guaranteed a place in class.

I don't like it when you change schedule and hours.

It is by far too complicated and time-consuming.
i

X

I think senior should go first, then juniors, etc. X

In some areas, notably upper division courses, scheduling
conflicts are a real headache.

Need to employ section preference during pre-registration, X

along with teacher preference.

I wish there was a way to add courses later in term.

Perhaps more alternatives could be added to help resolve
schedule conflicts.

The computer should not schedule lunch ovverrides unless
they have been requested.

X

X

Academic School

Liberal Arts

Science

Liberal Arts

Engineering
lime Economics
Forestry
Forestry

Engineering

Liberal Arts
Liberal Arts
Science

Engineering
Forestry
Science
Science
Pharmacy

Engineering

Business
Science

Liberal Arts

Education
Science

Science



Comments Fr So Jr Sr Academic School

Someone ought to write a sub-program for the computer
to try to put classes in time consecutive blocks rather
than 1 course here or there scattered all over the
week and all over the day.

don't like that the students whose last names begin
with an A should always be able to register first every

X Engineering

Summer term. Science

Schedule of classes should be printed once a term, not
once a year. There are too many. "staff" listings under

Instructor. To me, the instructor is very important. Forestry

Sure wish that free time request cards were available
at registration or pre-registration again. X Science

The military clock system is confusing and absurd.
Instructors don't use it- abolish it! Science

Too much red tape when trying to get into a different

section.

X Business
Business

A much more efficient systm is letting the computer
do all the work; when students finish filling out their
course request cards, they drop them in the office
(within a one week period). Science

Spread out scheduling to two clays in Gill. Engineering

Students should be able to preference a lunch hour.
These could be overridden by the computer in the case
of a closed or cancelled section. Engineering

If a student could know his exact schedule (including
meeting times) when he leaves Gill after registration,
the number of drops might decrease.

Science
Pharmacy

There's a lot of running around to do to add .a course.
Place DeaWs tables at Gill the day schedules are
received, like registration. Pharmacy



Comments Fr So Jr Sr Academic School

I'm not fond of alphabetic limitations for some classes
such as Art, etc. Business

Better communication between the Pharmacy School and
people involved in course scheduling. Some class times,

especially labs, are different. Pharmacy

I wish free time requests were honored more. I don't

think it should matter for what reason you want free time. Liberal Arts

Why, oh, why does the Registrar's Office leave the
Coliseum at 3 PM and leave hundreds of students with no
place to turn in their packets? It's a nightmare! Liberal Arts

Students should be allowed to make time and instructor
preferences when scheduling. X Education

6. Give the advisors a reason to spend wore time
advising. I feel that advisors tend to push students
into courses or numbers of hours that he/she is not
ready for.

X

X

Forestry
Science

Have an advisor from the department there in case a
schedule has to be redone. Maybe they are there,
but not known about by students. X Health and PE

Heed stricter counseling, especially in my department. X Liberal Arts

It would help if there was something said or written on
tips about course scheduling; such as teacher request,
block scheduling, etc. X Science

The advisor should try to take each individual as being
unique, which many do not do, so that the courses taken
would best fit not only with the student's ability but
his mental outlook as well.

X Business
Science
Agriculture

All students should see their advisor. Seniors should

get first choice. x Home Economics



Cmmaents Fr

I feel students are not prepared when they register..
this undoubtedly leads to problems later on.

- - except on the part of advisors in helping you plan
your schedule.

Incoming freshsen need more guidance in the physical part
of course scheduling in Gill.

Sometimes advisors are not willing to give alternatives
if a course is filled, or the reason for a given course.
They may not always spend enough time with the student.

I think we need more and better trained and knowledge-
able advisors. If you have something in mind that you
would like to learn about, they should be able to tell
you where to start and what to take on what level.

7. Don't make it so easy, either charge more or leave
it on the record.

I don't think you should charge fees for adding and dropping
the first week of school- it's ridiculous.

X

X

3s-

X

X

I believe it is unjustifiable to raise the fee for course
drops so as to make it a punititve cost. The high level
of drops are, in my mind, legitimized by the student manage-
ment of his constantly changing situation. If a punish-
ment is deserved, indeed the University deserves at least
half the credit.

Adds and drops should be free of charge at the beginning
1

of the year.
1 X

It the system is changed, it should be done so that people
are not hurt by it, but only kept in tine.

I , X

X

X

Academic School

Science

Education

Health and PE
Business

Pharmacy

Science

Engineering

Health and PE

Business

Forestry

Engineering


