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Froject Advance is a cocperative program between Syracuse University and
Hew York state school districts. Selected courses, developed and implemented
in the I'niversity by cooperating academic departiments and the Center for
Instructional Development, are piloted on campus and then offered for both
high school and university credit in participating high schools as part of
their regutar school programs. Students are charged a modest overhead fee
for the course and receive regular SYT&CUSE University credit which is widely
transferable to other colleges and universities throughout the country.

The courses are part of the regular teaching load of the high school
teachers, who attend special university training workshops and seminars and
teachr the course under the supervision of university faculty. The grading
standards for the course are identical both on and off campus.

Developed to meet a variety of needs expressed by high school super-
intendents, the project was First;imp1gmémtéd during the 1973-74 academic
year in six school districts. Ovér.aDG students were enrolled in four of the
five courses that were available. By the fall of 1975 the project had expanded
to 58 schools from Long Island to Buffalo and bad an enrollment of over 3400
students.

This report is one of a series on the project. A detailed description
nf ?roject Advance, its design, organization, and operation will he found in
Research Report Number 3 published by the Center for Instructional Development.
The evaluation of Project Advance for 1973-74 is presented in Research Report

Number 4,
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Project Advance Students, 1974-75: A Description
of Students Based on the Student Descriptive
Questionnaire

eas T o i e enm
Dewid Thaoman

Overall, the 226 students involved in this study reported a higher grade
average and rank in class and SAT scores than did other college Eéund students
in Hew York or the United States who also completed Student Descriptive Question-
naires. As a group, respondents ir Project Advance courses have higher education-
al aspirations than do colleqe bound students generally. As a group, Project
Advance students in this study were more active in high school clubs and organ-
izations, extracurricular activities, and community and church groups than were
college bound students generally. Proportionately, more Project Advance respon-
dents received high school honors and awards than other college bound students.
The average estimated parental income of Project Advance student respondents was
$22,410. For college bound student respondents generally, it was $18,952, |

College Credit During High School: Does It Help in
College Admissions

Grpid Chapman, Suzanme Rice and Oleott Gavdney

The results of this study indicate that students receiving college credit
through Project Advance had about the same probability of acceptance to the
colleqe of their choice as students who did not participate in the program when
those groups were matched on the basis of academic aptitude and achievement
factors using the College Acceptance Profile.

A Follow-Up Study of the Transfer of Academic Credit
Farned by 1973-74 SUPA Students

Fpanklin Wilbur

The major findings of this study were the following:

1. The majority of participating institutions indicated that they have
not yet devzloped written policy related to the transfer of college
credit earned by students while they were still enrolled in high
school, This is confirmed by student data.

0



Marked differences in the primary Tocation of decision making authority

L]

related to the evaluation of transfer credit was observed among insti-
tutions of different types, kinds, and sizes.

3. The majority of institutional and student returns indicated that a
student's choice of major or area of concentration would not affect
the recogrition of SUPA transfer credit regardless of the type, kind,
and size of institution. [t was found, however, that choice of major
was more likely to be a factor at public institutions and at larger
institutions, particularly universities.

4. Returns from institutions indicate that students are usually netified
of transfer credit decisions before campus registration but after
official acceptance. Some variation in such a praé%ice was observed
when institutional datawere sorted by type, kind, and size, parti-
cularly among private colleges and universities.

5. Successful completion of SUPA courses was generally recognized both
for fulfilling requirements in a student's academic program and as
credit toward the associate or baccalaureate degrees. There was
general agreement between students and institutions as to the treat-
ment of the credit, In addition, institutions were nearly always
internally consistent in their evaluation of SUPA transcripts among

students and within courses.

Does Participation in a Project Advance Course Affect
a Student's Ability to Do Well in College? A
Follow-Up of 1973-74 Project Advance Students

David:d Thanman

Students who successfully completed Project Advance courses in high school
duing 1973-74 were contacted by mail and asked to complete a questionnaire
regarding their experiences in college and the influence of Project Advance on
those experiences,

The 100 Project Advance students responding to this questionnaire averagid
2 3.0 (B average) at the end of their sophomore year., Slightly over half of
the students felt their experience in a Project Advance course helped them learn
to manage their time and develop good study habits. Their overall rating of
their Project Advance course(s) was overwhelmingly positive, The vast majority
of the students would still recommend both the course(s) they took and their

10
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teacher(s). About 20 percent of the students expected that as a result of
theiy participation in a Project Advance course they might complete their

cegree program sooner,

Project Advance Students' Expectations of (ollege: A

Syracuse University with Other Syracuse University
Freshmen Using the College Characteristics Index

: Liye o i 5 demr s e P 3 - e -
ST m RR LSS QR LaTiN ! LTIy

(o students who take college courses during high school hold more accurate
expectations of cullege than other college-bound students? This study used the
College Mharacteristics Index (CCI) to investigate, first, whether the college
expectations of students taking Project Advance courses and then coming to
Syracuse University as freshmen differed from those of other ¢ sshmen entering
Syracuse University and, secondly, whethsy that difference was in the direction
of more realistic expectations on the part of the Project Advance group.

‘Results indicated that, overall, entering freshmen had unrealdistic and
idealized expé&taticns of college 1ife, consistent with what Stern (1970) has
described as the "freshman myth." However, students who had taken college
courses during high school through Project Advance differed significantly from
the other entering freshmen and appeared closer to upperclassmen in their ex-

pectations of academic and intellectual aspects of college.

The Enrollment and Distribution of Grades and College
Credits Earned by Project Advance Students, 1974-75

Gyl ol Doy

During 1974-75, 1865 students were enrolled in Project Advance courses in
54 high schools across New York State. This was a substantial increase over
1973-74 in which 462 students from 9 high schools were enrolled. The distri-
bution of grades by school during 1974-75 indicatesa high degree of consistency

in grading patterns within courses across schools.

11



The Priorities of Students, Parents, and School Personnel
for Project Advance and Their Expectations of Project
Advance Courses i

NIV RS ST I

This study investigated the priorities of students, parents, teachers and
principals among thirty possible outcomes for Project Advance. Results indicated
that these four groups have a high level of agreement in their ordering of goals
for Project Advance. The study also indicates that students and parents may
have shifted from seeing'the Project as an experiment as indicated in the first
year's evaluation to seeing the Project as an "investment" with more attention
to the payoff, i.e., college credit and preparation for a successful college
experience,

Secondly, this study investigated the expectations of students, parents,
and school people toward courses in Project Advance. All three groups began
the year with rather high expectations for an interesting and worthwhile experience
of mode%afé difficulty and minimal dullness. At a mére inferential level of

analysis, some'significant differences are observed among groups.

Equivalency of PPDjECt.AdVEﬂCé Freshman English

a. “A Comparison of Freshman English Essays WFiEten o : ¥ .
by Project Advance Students and Syracuse : -
University Students, 1974-75 .

b. Student Ratings of Project Advance Freshman English o i' i ?*g

S
sariid DeimaEmay

The evaluation of Project Advance Freshman English compared the qUaTify'bf
student writing between Project Advance and Syracuse University Freshman English
courses and described the characteristics of passing and failing papers from
these two sources. Secondly, it examined student ratings of the Project Advance
course and compared the rating of students who differed in the amount of credit
they earned and those who differed in the grades they received.

The results of the writing comparison indicate that papers written by
Project Advance students at both Level 11 (Compsoition) and Level II1 (Literature)
met the standards applied to passing papers in Freshman English at Syracuée
University. At Level II, Project Advance papers, both passing and failing, were
better than the corresponding papers written by Syracuse University students.
Level IIT Project Advance failing papers were better than the failing papers

4



Overal 7, student ratings of Project Advance English were positive. However,
within tfjlat psitive range, students more often rated the course "good" than
"exceltlent.” This was also true of the student ratings on the Adjective Rating
Scale, thoighthe top two categories were collapsed for easier reading. Few
large differeces were observed between pre-course expectations and post-course
ratings. Howver, for the most part, where these shifts occurred, they were
_ neqative. Most notably, students found the course to be less exciting, less
revarding, and less stimulating than they had expected it to be. Students who
differed in the amount of college credit they earned did not differ much in
their overal 1ratings of the course. However, mé»r‘ked differences appeared
between s tud ents who differed in the average grade they received (A's or C's).
Both groups felt they had learned from the course, but students who averaged
"C's" found ita much less positive experience and were less likely to recom-
mend it to their friends,

Evaluation of Project Advance Psychology

a. The Ecuivalency of-Student Performance Between
Project Addvance and Syracuse University

b. StudentRatings of Project Advance Psychology

Dawid  Chapman

The evaTution of Project Advance Psychology compared the performance of
students in Project Advance with that of students taking the same course at
Syracuse University at ten points through the course--a pre- and post-test, a
midterm, and eich of seven required modules. '

Secondly, the evaluation study examined Project Advance students' ratings
of the course ind considered how students who differed in their grades in the
course differed in their ratings of the course. v

The results indicate that students taking Psychology 205 through Project
Advance and s tulents taking the same course at Syracuse University were nearly
equal in theirperformance as measured by their test scores at ten points.
Moreover, studmt performance from school to school across Project Advance was
gquite cons istent. ,

Overall, student ratings of Project Advance Psychology were overwhelmingly
_positive. Within that positive range, students more often rated the course

13
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"good" than "excellent." This was also true of the student ratings on the
Adjective Rating Scale. Across higﬁ schools, students were quite consistent in
their ratings. However, where shifts occurred, they were negative. Most notably,
students found the course to be less exciting, less rewarding, and less stimulat-
ing than they had expected it to be. Students who differed in the grades they
earned differed only slightly in their ratings of the course. Both groups found
the course to be a positive axperience, but "C" students found the readings more
difficult and the work load to be heavier than did the "A" students.

An Assessment of the Readability of Text Material in
Project Advance Psychalogy

Tess Kcasof]

Since the text materials were found to range in difficulty from eleventh
grade to sixteenth grade and above, high school students who are experiencing
difficulty in reading high school texts should not be recommended for this
survey course in psychology. Difficulty in reading might be reflected by stan-
dardized test scores, school achievement and teacher observations, especially
in areas such as English and Social Studies.

Motivation is acknowledged to play an important role in reading compre-
hension. According to reading research, students comprehend more when they have
established a purpose for reading, a set to learn, as well as an interest in
the subject. Since psychology is a subject which arouses a great general interest,
students should be made aware that these text materials in psychology deal with
this discipline as a behavioral science, rather than psychology applied to
personal needs. This aspect of the course should be made c1eaf to prospective
students.

Readability formulas generally dea® with only two aspects of written méteria]:
the word factor and the senterice factor. Thus concepts, clarity in presenting a
ideas and relationships, and organization of the material are not considered.

It is recommended that teachers increase students' ability to learn from the

texts through instruction prior to reading as well as through review after read-
ing. By focusing on new vocabulary and key concepts prior to studenté‘ reading
of text materials, it has been found that teachers can measurably increase stu-

dents' understanding.

14




PROJECT ADVANCE STUDENTS, 1974-75:

A Description of Students Based on the
Student Descriptive Questionnaire

David Chapman
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PROJECT ADVANCE STUDENTS, 1974-75:

A Description of students Based on the
Student Descriptive Questionnairz

What personal, social, and academic factors describe students who were enrolled
in-Project Advance courses during 1974-757 How do students in Project Adwance com-
pare to college bound students generally? .

These questions are frequently asked by students considering enrolling in a
Project Advance course and by teachers and guidance personnel involved in student
édvisingi Project Advance administrators and faculty need this information to more
fully and accurately represent the Project to high schools considering participation
in the Project and to colleges which are asked to accept university credit granted

through this program,

Background of the Study

During 1974-75 a major effort was undertaken to describe the population of
students enrolled in Project Advance courses in terms of background and demographic
characteristics and in a way that would allow a comparison with students in other
cooperative school-college prog&ams and with college bound students generally.
Information was collected using the Student Descriptive Questionnaire (5DQ) from
the College Entrance fxamination Board's (CEEB) Admissions Testing Frogram (ATP).
The ATP provided information about their interests, backgrounds, activities during

high school and educational plans.

“code number, This allowed the Project to receive a copy of a student's ATP report
directly from the College Board at the student's request whenever the student in-
dicated that code number while completing the ATP. During September, 1974, stu-
dents enrolled in Project Advance courses were contacted by a letter which ex-
plained the purpose of the study and asked that they have a copy of their ATP re-
sults sent to Project Advance: Of the 1200 students enrolled during the first

~ semester, 226 designated this number and are included in this study.

' A cautionary note about the 1imitations of the data and the context in which

they occurred: “Under recent legislation governing confidentiality of student

16




information, the wosi praciical way ol collecting descriptive data on sludents is
through the voluntary coeperation of Lhe student.

Student participation in this sindy was volunlary and no informatiom is availﬁ
able on whether this greup is representative of Projert Advance students overall.
Consequently, genevalications about Project Advance students overall must be made
with extreme caution, The same problem is encountered with the data from New York
and the Unilel States: The figures reported here are based on students who re-
sponded to the AIP and do not include all college bound students. Nationally,
respondents to the ATP are equal in number to only about one-third of all 1975
high school graduates and about two-thirds of all those graduates who ave going
on directly to college {CEEB, 1975). As a result, what is reported here about
the 1974-75 seniors who completed the A1P cannot be taken as necessarily true of
all 1975 high schoul graduates or 1975 college freshmen.

The following narrative describes the highlights of this study. Following
that, Tables 2 to 13 provide a more detailed description of these students’

responses.

Nighlights of the ATP Study of Preject Advance Seniors
- Fifty-five percent of the Project Advance students responding reported a
=gréde point average of 3.5 or better. This average is reported by anly 27 per-
cent of college bound students in Hew York State generally and by only 26 per-
cent in the United States overall.
t of the Project Advance sludents completing the SDQ were

5
i)

Forty-Tive purien

Projeclt Advance respondents had a substantially higher SAT-verbal and SAT-
walh score than college bound respondents in New York State or in the United
States generally, as indicated in the table below.

TABLE 1
1975 College Bound Seniors Completing the SDO

SAT-V SAT-M
Froject Advance 515 . :.0661
New York State 441 BFET!
linited States 434 472

[Z
-l
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As a group, respondents in Project Advance courses have higher educational
aspirations than do college bound respondents generaily. Sixty percent of the
Project Advance students camp1éting the ATP expect to continue study for a grad-

uate or professional degree,

In New York State overall, 55 percent of the college bound students com-
pleting the ATP planned to apply for advanced placement or course crédft in
college,  fighty percent of the Project Advance students responding expected to
do so. Hhat about the other 20 percent of the Project Advance respondents who,
by successfully completing the Project Advance course(s), would receive college
credit? Several possible answers can be offered. Some students completed the
ATP before enrolling in Project Advance. Some others may have been unsure about
the transferability of the credit to the institutionid ﬂwﬁﬁzh they wanted to go.
Still others may have planned to take the course at éElgege in order to balster

their freshman gradé point average.

As a group, Project Advance students in this study were more active in high
school clubs and organizations, extracurricular activities, and community and
church groups than were college bound students generally. Proportionately, more
Project Advance respondents received high school honors and awards than other

#

college bound students.

Respundents from Project Advance tended to be more active in community and
church groups, in athletics and high school c¢lubs and organizations in New York
State or the United States generally. In short, on the basis of the students in
this study, Project Advance appears to appeal to top students who, in turn, are
the student leaders of their school and community. As might be expected, Project
Advance respondents, as a group, were somewhat more involved in extracurricular
activities in high school than other college bound respondents, and more of those
Project Advance students expect to participate in those activities in college.

The average estimated parental income of Project Advance student respondents

was $22,410. For college bound student respondents generally, it was $18,952.
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College Credit During High School
Does It Help in College Admissions?

Do students who earn college credit fer work completed in high school
through Project Advance have a better chance of being accepted by the college
of their choice than do students who did not earn this college credit? Project
Advance, working in ccoperation with the Jamesville-Dewitt School District
and the State Education Department, investigated that question in a study that
involved over twenty high schools across New York State.

Background

An increasing number of programs are being developed that offer high school
students an opportunity to earn college credit during their ssnior year in high
school. They range from the national scope of the Advanced Placement Program
to the cooperative arrangements between a single high school and a local com-
munity college. The most recent expansion of these cooperative programs has
been with the regional and statewide programs. These programs have anjoyed
popularity for several reasons. They serve to reduce curriculum duplications
between high school and college, the time required for the high school diploma
and the baccalaureate degree, and the senior year boredom or "senioritis" by
introducing new options (Carnegie Commission, 1973; Blanchard, 1971; Nelson,
1973; Wilbur, 1974). For these reasons, programs offering college credit have
been rapidly adopted Ey high schools.

One recently developed cooperative program is Project Advance. Project
Advance is a cooperative program between Syracuse University and New York State
school districts. Selected courses, developed and implemented at the University
by ccoperating academic departments and the Center for Instructional Develapment,
are piloted on campus and then offered for both high school and university credit
in participating high schools as part of their regular school program. The
courses are part of the regular teaching load of the high school teachers, who
attend special university training workshops and seminars and teach the course
under the supervision of university faculty. The grading standards for the
course are the same on- and off-campus. During 1974-75 the project operated in
39 schools from Long Island to Buffalo with an enrollment of over 1700 students.
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The Present Study

A question frequently posed by guidance personnel and students concerned
with college is whether the Syracuse University credit earned through Project
Advance puts the student in a more favorable pégition in the admissions process
at the colleges to which he may apply. The Evaluation staff of Project Advance
and D». Ulcott Gardner of the Evaluation Center of the Jamesville-Dewitt School
District investigated this question using the College Acceptance Profile (CAP)
with students in eighteen high schools across New York State. The project was
funded by a grant from the New York State Bureau of Guidance.

The College Acceptance Profile (CAP) is a computerized system (developed
by the Evaluation Center of the Jamesville-Dewitt School District) that enables
schools to determine the acceptanée profile that their graduates ha-‘e with the
battery of colieges to which their students appiy. Specifically, it creates a
performance-ability index based on one to five criteria (e.g., rank in class,
standardized tests, scholastic average).! A computerized record of these
criteria is kept on each student who applies to college. The average index
value for high school students who are accepted, who are rejected, and who are
placed on a waiting 1ist can be calculated for each college to which students
apply. The system was developed as a technique to assist high school counselors
in advising students. Using the CAP, each high school can compute:

a) the mean index value for students accepted at each college,

b) the mean index value for students rejected at each college, and

c) the mean index value of students placed on the "waiting 1ist"

" at each college.

The system assists counselors in several ways. First, it allows guidance
counselors to advise students more accurately concerning the probability of their
acceptance at colleges to which they apply. Second, as the average index values
at which a college accepts students change over time, it provides high schools
with an indication of changes in the admissions policies of particular colleges.
Third, it provides guidance counselors with a data base from which to draw in
dealing with a college about a particular student. It would help identify
situations where a fuller explanation from the college is warranted, particularly

in cases where the student has been rejected.

! The formula for creating this performance-ability index is described in
Pppendix A of this report.
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Project Advance used the College Acceptance Profile to determine if, on
the basis of four criteria, students receiving college credit through Project
Advance had a greater probability df acceptance to the coliege of their choice
than students who did not participate in the program. These criteria included
Scholastic Aptitude Test-Verbal, Scholastic Aptitude Test-Quantitative, high
school grade point average, and high school rank in class.

A member of the guidance staff in each of the participating schools coded
one computer card for each college-bound student in the senior class. FEach
card contained the student’s scores on the four criteria, the code for the first
four colleges to which the student applied, a code indicating the admissions
decision of each of these colleges (accept, reject, waiting list) and an indi-
cation of participation or non-participation in Preoject Advance. The individual
identity of stiuonts was not necessary to the Project Advance study and was
not requested of the high school. The samples used in the Project Advance analysis
were matched on the basis of mean index value, not personal factors. A sample
of the CAP computer card is provided in Figure 1. However, some schools
included a code by which the high school could identify individual student data
for high school use when it was returned to the guidance office.

The state funds covered the expenses of implementing and operating the
college Acceptance Profile in the participating high schools free of charge
during the first year of the study. This included on-site training in the
high schools on the use of the CAP and continued assistance to guidance
personnel during the year in setting up their CAP record system.

Procedure
Once the data was collected, the analysis was accomplished by selecting

twe samples--Project Advance students and non-Project Advance students--from
the pocied data on college-bound students from high schools offering Project
Advance courses and participating in CAP. Groups were matched on the basis of
mean index value and college to which they were applying. For example, a
Project édvance student with a CAP profile of 680 who was applying to SUNY-
Albany would be matched with a non-Project Advance student who also had a CAP
profile of 630 and who also applied to SUNY-Albany, although possibly from a
different high school. The admissions decisions of the colleges were then

compared.
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The data were examined only for colleges to which enough students applied
to allowa matchingsample. Inall, over 220 collegeswere considered. While a CAP
profile was collected for4715 students, the final tally invelved 1132 students.
(566 Project Advance matched with non-Project Advance. The relative frequency
of being accepted, rejected, or placed on the waiting list was calculated for
Project Advance and non-Project Advance students, as displayed in Table 1.)

The results of this analysis indicate no meaningful differences in the
admissions decisions of colleges between students who had earned college credit
through Project Advance and students that had not.

Several factors may help explain these results. Colleges may have made no
distinctions because they were unaware that some students had earned this
college credit. This may have occurred for two reasons. First, admissions
decisions were ¢ ften made before students had completed the course--in some
cases, before students were sure whether they would earn credit or how much
credit. Second, students frequently did not tell colleges about the credit
in advance of being admitted. Frequently students caused more problems than
they solved by informing a college that they were taking a college course 1in
high schocl. If the college was unfamiliar with Project Advance, they sometimes
told the student that the credit would not be accepted, causing minor waves of
panic among students. As these colleges were contacted and became familiar with
the design and standards of Project Advance courses, the eventual decision was
almost always to accept the credit. In the process of contacting colleges,
it became clear to Project Advance staff that the decision to admit a student
was separate from and prior to the decision to accept transfer credit. Only
when a college was committed to wanting the student was serjous consideration
given to the credit question. Consequently, students were 8dvised to negotiate
credit transfer after being admitted.

A second issue in considering the results is that Project Advance students,
as a group, appear to be stronger academically and more active in extracurricular,
community, and church related activities than other college-bound students in
New York State or nationally (see "Project Advance Students 1974-75: A
Description of Students Based on the Student Descriptive Questionnaire"). In
short, they appear to be the more competitive candidates fur admissions to
selective schools. If differences favoring Project Advance students had been
observed in admissions decisions, those differences may only have reflected the
quality of students who choose to enroll in Project Advance courses, rather than
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the particular factor of having earned college credit.

A third factor which may have been a leveling influence on the results is
that some of the non-Project Advance students may have earned college credit
through other colleges' programs or have taken an Advanced Placement test.

This might have offset some of the potential advantage of credit earned through
Froject Advance,
Conclusion ’

The results of this study indicate that students receiving college credit
through Project Advance had about the same probability of acceptance to the
college of their choice as students who did not participate in the program when
‘those groups were matched on the basis of acadimic aptitude and achievement

factors using the College Acceptance Profije.

37

31



APPENDIX A

Formula for Computing a Student's Index Value
on the College Acceptance Profile
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Formula for Computing a Student’s Index Value
on the College Acceptance Profile

The rank in class (RIC) and grade point averages (GPA) are converted to a
value between 200 and 800 to standardize with SAT scores as follows:
RIC: The 3 digit value is subtracted from 1000, nultiplied by 6/10th and added
to 200.
.6 (1000 - RIC) + 200
GPA: Each score is truncated to a 50-100 point range (0 to 500 internally),
multipliec by 1.2 and added to 200.
1.2 (500 - [10 {100 - GPA}]) + 200
The RIC is given equal weight with the mean of all other values to compute the
index.
I = (RIC + [SAT-V + SAT-M + SAT-E + GPA] 14)/2
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A FOLLOW-UP STUDY OF THE TRANSFER OF ACADEMIC CREDIT
EARNED BY 1973-74 SUPA STUDENTS

Franklin Wilbur
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Overview |
1 When a student who is matriculated at one college decides to enroll at an-

other school, he may ask to have his college credit transferred. If the two
colleges are enough a]fke in their educational standards, there may be no problem
in getting some recognition for the transfer credit, whether that recagnition-ée
for credit towards a degree, exemption from course requirements, or both. But
what happens if the student tries to transfer credit earned in a setting other
than the college campus or earned in a nonconventional educational experience?
For example, how would post-secondary institutions react to college credit earned
by high school students in a cooperative high school-college program? ‘
fﬁe present study investigated the policies of post-secondary institutions
in reccqhizinq college credit earned by high school students in one particular
cooperative school-college venture that is being looked upon nationally as a
promising program model, namely, Syracuse University Project Advance. Project
Advance was developed by Syracuse University in conjunction with six public high
school districts to allow motivated high school juniors and seniors an opportunity
to take college courses and experience college standards as part of their regular
high school program. Two Syracuse University courses (Freshman English and
Introduction to Psychology) were taught in the high school by specially trained
high school teachers under the supervision of Syracuse University faculty and
administrators. Specifically, five major questions were addressed in the inves-
tigation: -
1. How did post-secondary institutions recognize credit earned in
Syracuse University Project Advance (e.g., grant credit toward
“deqree, allow exemption from required courses)?
é,"what colleges have developed written policies for evaluating
college transfer credit earned by their entering freshmen while
enrolled in high school?
3. Does a student's choice of major or area of concentration affect
transfer credit recognition?
4. When and by whom are students informed of decisions regarding
recognition of their S.U.P.A. credit?

L

Is there a pattern amonq post-secondary institutions of similar

type, kind, and size in the way they evaluate and reward S.U.P.A.
credit?

This study may well be the first of its kind in tracking each of the par-
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ticipants in a high school-collc.je articulation! program and in attempting to
document in detail the processes involved in the transfer of credit. It repre-
sents one of the several necessary steps in probing the reaction of higher educa-
tion to a new approach to articulation. Since academic credit is an important
result of such high school-college -ventures, a thorough understanding of how
credit is evaluated by post-secondary institutions is of critical importance to
program planners and participants. In addition, it will build upon research in
severa) related areasand provide a beginning data bése for future studies of

secondary-post secondary credit.

Background

At present, one of the most serious problems for students moving from secon-
dary to nost-secondary institutions is the difficulty they experience in trans-
ferring credit earned at one educational level to another. Students are often
frustrated by the inconsistent, confusing, and even hypocritical treatment they
frequently receive from college officials who are asked to evaluate and recognize
their academic credit. Credit transfer problems of this sort are increasing
rapidly in all sectors of the educational system because of greater student mo-
bility among institutions, greater diversity of student experience and academ1c
preparation, and because of the development of new educational options. C911eges
will have to solve the problem of dealing with transfer credit equitably very
soon because, 1ike it or not, they are going to encounter more and more students
with transfer credit.

Transfer students are usually defined in the literature as students who have
changed their matriculation from one institution of learning to another (Proia
and Drysdale, 1969). Traditionally, the term has been appiied to students who
fit any one of four mobility patterns (Willingham, 1974):

a. transfer from a 4-year to a 2-year college

b. transfer from a 2-year to a 4-year college

c. transfer from a 4-year to a 4-year college

d. transfer from a 2-year to a 2-year college

Increasingly, students are gaining recognition for college-level achieve-
ments aéquired in other segments of the extended educational system and through
a2 variety of informal experiences. Each year, a greater number of students find

themselves being considered as transfer students, or students with transfer cred1t,

"In tn1s remort the term articulation will be used to refer to "planned programs
and practices wh1ch 1ink secondary and post-secondary curricula and which involve
a high degree of systematic cooperation between the two levels.”
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for placement in ccllege programs. This would include college-level competencies
and academic experiences acquired through correspondence courses, military programs,
proprietary schools, industrial and business sponsored programs, as well as through
.special programs for high school students sponsored by two- and four-year colleges
and universities. ' '
Barriers and Problems Affecting Credit Transfer. Although it is widely ac-
knowledged that credit transfer is extremely important to the hierarchial struc-
ture of American education, institutions differ widely in their policies for
recognizing credit from other educational institutions and results from indepen-

dent testing agencies. Nearly all of the research related to credit transfer
and competency evaluation is based on studies of students moving from two-year
colleges to the upper divisions of colleges and universities or upon students
who participated in credit-by-examination programs. What Carl Haag, a program
director at Educational Testing Services, has written about the reception of
proficiency examination scores also applies to the transfer of academic credit
derived from college course work. Having considered many statistica]>§urveys

A showinag widespread acceptance by post-secondary institutions of transfer credit
by examination (e.g., Creager, 1973), Haag comments, "What students receive
when they reach the typical campus, however, may be disappointment. Colleqge
policies on placement and credit are vague, procedures complex, and academic
advisors unsure. Surveys of colleges suggest that less than 15 percent of en-
tering freshmen receive exemption and oniy half of this group is granted credit.?
The dissonance between student expectation and collegiate execution is one of
the factors suggesting that the issue of placement, exemption, and credit by
examination will receive major attention in the next five years (1975, p. 3)."
What may be accepted at one institution for course exemption and credit toward
graduation may be flatly rejected for consideration at another.

Many studies have shown the large number of variables involved and the
variety of practices that may occur in credit transfer: for example, Gleazer
(1973), Creager (1973), Sneider (in progress), and Furniss and Martin (1973),
in a paper presented at the Arlie House Conference on College Transfer, mentioned
several barriers to transfer which may directly affect the recognition of college
credit, including credit earned in various school-college articulation programs:
iack of standardized grading systems, lack of agreement on core curricula, lack

cf coordination between admissions office and departmental requirements, incon-

?Haag cites a recent survey (CEEB, 1974) in which 54% of 814,000 prospective
college students surveyed said that they planned to apply for credit and/or
exemption from requirements upon entrance to a college program.
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sistency within an institution on credit transfer policies, and lack of agreement
on credits from accredited and non-accredited institutions. Some of the additional
factors that can affect credit transfer are a student's choice of major, his per-
sistence in finding ways through and around the institutional system, and the ;
college's recruitment needs. .

Many factors are taken into account when a credit transfer policy is devel-
oped. Colleges, for example, are much concerned with finding ways to assess
course work taken at other institutions and with evaluating the grading proced-
ures used at other institutions. It is still very much the exception to find
a college that awards grades based upon performance criteria. It is, for example,
extremely difficult for two institutions which have student bodies with widely
differing average aptitudes and abilities to maintain compai‘able grading standards;
and, as Willingham (1974) peoints out, the supposed common currency of credit
hours and letter grades does not always serve its purpose. He calls to the
reader's attention the fact that "a 'B' at one institution is not always equal
toa 'B' at another institution. This is necessarily so in a hierarchial educa-
tional system.” He notes further than "individual faculties grade mostly within
the normative Framewcrk of their own institution regardless of the ability level
of their own students" (p. 32). D grades represent another problem in credit
transfer: for many colleges such marginal passes are not accepted for transfer
even though D's earned by native students (i.e., students already matriculated
at that institution) count toward graduation (Kintzer, 1970). A 1973 survey by
Stevens reveals that colleges are also reluctant to accept pass-fail grades for
transfer credit. Not only are there significant variables in grading systems,
there are also notable discrepancies between course catalogue descriptions and
actual course content, a situation which causes some uncertainty over the stu-
dent's represented competencies. Still another reason for faculty concern over
transfer credit--a reason that usually goes unstated--is their belief that in-
struction at another institution is really inferior to what they offer.

Such interinstitutional differences and underlying faculty concerns often
make it difficult to translate a transcript from an unfamiliar college into
reasonable program placement at another. This is particularly true for cur-
riculum articulation programs where dual credit and off-campus instruction are
compounding variables. Students often encounter resistance to their transfer
credit simply because it is credit earned outside the institution to which they
are applying. Faculty and administrators at some institutions believe that the
socialization process at their colleges would be altered in undesirable ways if
normal curriculum patterns were disturbed, a change they believe could occur if
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outside credit were to be recognized. Dearing (1974) tries to illustrate this
point by imagining an instructor or advisor talking to a student with transfer
credit: )
[ am not denying the quality or the validity of the

previous work that you have accomplished in your educational

program. However, if you are aiming for a degree at this

institution, or indeed for admission to this course or this

program at the Tevel which seems to you just, there is a

requisite body of knowledge and a set of skills whose

mastery you must demonstrate. For students who enter this

institution as freshmen and are continuing, this mastery is

demonstrated by successful completion of specific courses.

Unless your previous learning experiences are very nearly

identical to those of continuing students, you must be con-

sidered to have deficiencies which can best be removed by

replicating their experience. Practically, this means

completing the prescribed courses even though some of the

material may be repetitive. (pp. 51-52)

In theory and in practice, then, it is easy to see how confusion, disagreement,
and_injustice could occur with regard to transfer credit. ‘

Many of the present inequities in handling transfer credit can be traced
to inadequate student advising and to various facets of organizational decision
making. The tremendous variation in transfer credit policies among colleges and
even among programs at a single institution is a source of continual confusion
for students (Thomas, 1971). What a college catalogue states as institutional
policy may really be very far from actual procedure. Administrators, academic
department chairmen, and faculty often disagree about what constitutes acceptable
transfer credits (Kuhns, 1973). Usually students are not notified which of their
courses have been accepted or what they have left to complete until after they
have been accepted, paid their fees, and officially registered in a program.
Also, as Dearing (1973) and others so aptly note, "The faceless, demure, and
luckless are Tikely to be held to requirements, whereas the brash and intrepid
will always find ways through and around the system.” (p. 61) As educational
options and student mobility increase, an already inadequate system of advising
in post-secondary institutions will be further strained, and students are likely
to come out the losers (Willingham, 1974; Carnegie Commission, 1973).

A survey by Thomas (1971) documents the variety of processes used to eval-
uate transfer credit among American colleges and universities. The study exam-
ined problems encountered by students from junior colleges and four-year colleges
in transferring their academic credit as they began a new program at various
four-year colleges and universities. Three objectives of the investigation
were ﬁc determine what, if any, general quidelines are used to assess transfer
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credit, who at the institution makes the final decision, and when the student
is informed of the decision. Sixty-five percent of a random sample of 96 accred-
ited colleges and universities responded to a questionnaire sent to their admis-
sion offices. The findings showed that admissions and/or registrar's offices
are principally responsible for awarding transfer credit and that students are
usually notified of credit transfer decisions after they have been accepted by
the colleqe but before they have registered. The author noted considerable
variation in transfer policies from campus to campus even though responsibility
was normally an administrative function with input from the academic departments.
Thomas further comments, "Generally credits earned at regionally approved colleges
and universities will be considered for transfer, provided that the course grade
is C or better and the course is applicable to the program pursued." (p. 35)

Other major investigations of credit transfer from 2-year to 4-year insti-
tutions shed Tight on numerous areas of difficulty and the broad range of prac-
tices. Knaell and Medsker (1965) found, based on a large national sample of
Junior colleqe students, that over one-~half lost some academic credit in trans-
fer. In a similar study some five years later, Willingham and Finkikyan (1969)
discovered that 10% of junior college transfer students lost at least one semes-
ter's worth of credit. L

Nearly all of these investigations of post-secondary credit-transfer and
credit evaluation practices, however, present findings that are often extremely
difficult to interpret, usually because the studies are weak in design or be-
cause they use inappropriate methodology. Creager (1973), for instance, asked
colleqes if they granted credit for "college level work completed in high school,"
but this is not the same as asking if they granted credit for "college courses
completed while enrolled in high school." "Grant credit" is itself ambiguous,
for it may include a range of institutional actions, e.qg., course exemption,
advanced standing and credit toward elective area. There are, moreover, numerous
variables that can affect transfer credit decisions, even within an inscitution--
a student's choice of major, the financial status of an institution, how course
titles are worded, grading systems, and the reputation of the sending institu-
tion--to name a few.. Most surveys ask institutional representatives who may or
may not be involved in such decisions what would happen at their institutions
if an entering student tried to transfer a certain type of credit. Asking hypo-
thetical questions of people who may not actually be involved in the decision
is not a very effective way to gather reliable data, especially since these kinds
of decisions are never made in a vacuum. Notable exceptions to thése criticisms,

however, are the follow-up investigations conducted by the Educational Testing
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Service nf participants in the Advanced Placement Program (e.q., Casserly,
Peterson, and Coffman, 1965; Casserly, 1965). Here the researchers studied a
wide range of factors that affect specific students and academic departments
within institutions when decisions régarding program placement and exemption
from course requirements were made on the basis of Advanced Placement examina-
tion scores. Surveys that fail to take into account factors that are known to
be crucial in real decision making will not be very insightful.

A1 of the problems mentioned previously relate to our ability to compare
and transfer learning from one situation to another. This raises many questions
about the role of post-secondary institutions and their relationship to one
another. Many educators agree with Kintzer (1974) that "colleges and universities
have a social and even legal responsibility to provide a good product, to adver-
tise it honestly, to advise the student adequately and to eliminate practices
that erect and maintain barriers to the student's achieving his goals." (p. 73)
What is also at issue is whether it is more important for education to function
as an overall, coordinated system or as a field of service in which the various.
components are engaged in an open, competitive business.

Methodology and Procedures

The present investigation seeks to add to the scant body of literature re-
tated to the reward and recognition by post-secondary institutions of college
credit earned by students participating in various school-college articulation
arrangements. The strategy used to gain additional insight into current prac-
tices within higher education was to contact participants of the 1973-74 pilot
of Syracuse University Project Advance (SUPA) and the college and universities
in which they subsequently enrolled. Both students and institutional represent-
atives were asked to indicate how specific units of course credit were recognized
as applicable toward degree requirements and to explain their perceptions of the
procedures and processes involved in arriving at such decisions. The rationale
for such a design is based upon several concerns:

1. SUPA is a fast growing program involving an increasing number of high

schools, students, and, in a receiving capacity, colleges and universities

across the country. It is also important to note that this program is

open to all college-bound students withineach participating high school

with few entry restrictions. It is not, in other words, a program strictly

for the gifted. This particular program is also receiving considerable

attention from a broad cross-section of high schools plus post-secondary

institutions as a general model for school-college cooperative programming
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that may be emulated in other locations. Information about the acceptability

of academic credit generated in this fashicon is essential for those involved

and considering invalvement in such activities.

2. The few studies that have tried to assess how colleges and universities

have recognized credit originating from articulation arrangements have often

used methodologies that severely limit the utility of the findings. Surveys,
for example, which ask institutional representatives to indicate how they
would recognize course credits completed under certain hypothetical con-
ditions that are unrealistic. The literat‘ire suggests that a range of
variables affects even the transfer credit of tranditional groups, e.qg.,
students moving between 2-year colleges, 4-year colleges, and universities.

There is no reason to suspect that such variables, as well as others, would

not also affect academic credit earned in relatively new settings. Meaning-

ful data can only be gathered in situations where actual decisions are being
made by college officials related to real credit, real students, and actual
articulation arrangements. Any generalizability lost because the study has
been grounded in a specific context, is more than compensated for by the
likely increase in the validity of the findings. : . ;

3. A third and equally important reason for studying how credit gehéfatéd

by a specific program was received was to be able to collect data in a

situation in which the participants clearly understood the motives of the

investigator and would probably wish to respond accurately and candidly.

It was felt that other colleges and universities receiving SUPA students

would appreciate Syracuse University's urgent need to understand their

treatment of the credit. Likewise, it was anticipated that most students
would want to tell Syracuse University and future participants how their
efforts in the program had been recognized and rewarded. This parallels

the strategy employed by several very successful studies conducted by the

College Entrance Examination Board related to their Advanced Placement

Program (Casserly, 1967; 1968).

Sources of Data. The two major sources of data for the investigator were
the 396 students who participated in the 1973-74 pilot year of Syracuse University
Project Advance and the 102 post-secondary institutions who received these high
school students in the fall of 1974 as entering freshmen. The number of both
students and institutions was small enough to be entirely included in the inves-
tigation, yet large enough to provide a sufficient sample for this preliminary
study. Two student categories were identified: those who reguested that credit
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earned through SUPA be transferred to other institutions and those who did not
request credit transfer. It was expected that students in the latter cateyory
would provide as interesting insight into the kinds of barriers students en-
counter in attempting to transfer credit as those in the former category. They
may, for example, have been so discouraged by a rigid negative response from an
admissions office official upon initial inquiry that they did not even nguest
that an official transcript from Syracuse University be forwarded.

Procedures. Students were separated into either a "T" (Transferring) or
"NT" (Mon-Transferring) group based upon whether or not they requested that a
transcript of their SUPA course records be forwarded to a college or university.
Figures in Table 1 reflect total numbers of students and institutions in each

of the three cateqories.

TABLE 1
Total Population of SUPA Students Transferring Credit,
Students Not Transferring Credit, and Receiving Institutions

Category Count
“T" Students 223
"NT" Students 173

Institutions 102

Separate packets containing a cover letter, instructional sheets, and
various instruments were individually prepared for each student and institution.
A description of the construction and purpose of each item used in the survey
follows. |

Transferring "T" Students. Each student transferring SUPA credit to a

college or university was requested, in a cover letter, to respond to a brief
questionnaire and to indicate on a separate instrument how his or her credit
was received (see appendix). The questionnaire was intended to collect infor-
mation that would help profile from each student's perspective, the institution's
procedures for evaluating transcripts. "Who makes decisions?" "When are students
notified?" "Does written policy exist?" and "What effect does éhaice of major
make in credit acceptance?" were the primary questions. These items were selected
to confirm information requested from institutional officials and to allow com-
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parison with research findings in related areas. "T" students also received a
complete record of their SUPA course grades on individually prepared forms.

Each student, as indicated in an accompanying set of directions, was asked to
indicate, to the best of his knowledge, how each SUPA course, or portion of the
course, had been recognized. Various institutional actions (e.g., credit only,
exemption only, credit and exemption) were designed to provide mutually exclusive
categories. The term or terms used to label each category were explicitly de-
fined in accompanying instructions.

Institutions. Student transcripts of SUPA coursework were sent to 102 post-
secondary institutions. Although it was expected that some students may have
changed their minds about attending specific institutions since their initial
transcript requests, it was the most accurate information available as to which
colleges and universities had received SUPA students. As with "T" students,
receiving institutions were asked to complete a questionnaire giving general
descriptive data on the institution, e.q., type, kind, size, highest degree
granted (see appendix). In addition, institutional representatives were asked
to indicate what office is usually responsible for credit transfer decisions,
when students are notified of such decisions, whether written policy presently
exists for making such decisions, and if a students" choice of major could
affect the way in which credit is treated. Questions were selected to corrobor-
ate student data and to explore questions frequently discussed in related liter-
ature. Accompanying instructions also requested the institutional official to
indicate how each student's SUPA course credit was recognized. Institutions
received individual copies of "Student Data Record Sheets" (identical to those
sent to the student) on which they were to indicate, based upon official records,.-.
how each course or portion of a course served as a part of the student's deé?éé;
program. Although some institutions were sent as many as twelve "Student Data
Record Sheets," the usual number of SUPA students attending each-institution
was one or two. Instructions for completing each form were identical to those
sent to "T" students. The purpose of this duplication of information regarding
treatment of credit was to examine how accurate the student's perceptions were
of actions taken by institutions. A duplicate packet containing all items in

the original mailing with an appropriately revised cover letter was sent one
manth after the initial mailing to all institutions delinquent in their returns.

"NT" Students. A guestionnaire and cover letter were sent to all SUPA

participants whe, for one reason or another, had not requested an official

Ziracuse University transcript (see appendix). The primary purpose of con-
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tacting these students was to find out why they had not requested transcripts.
Had they decided not to enroll in a post-secondary institution? Did they think
they had requested a transcript of their grades when, in fact, no such request
had been received by Syracuse University. Were they so discouraged by initial
refusal from an institutional representative to accept the credit that they
didn't bother to request an official transcript. Did they feel their grades were
too low? These were among the types of questions asked in order to get another
perspective on the barriers and problems encountered by students in transferring
academic credit. Since this was the first time that they, as graduating high
school students, were being asked to initiate the transfer of some of their
personal academic records, the investigator wanted to see just how many students
were simply unclear about procedure; he also wanted to render them assistance

where possible.

Methodological Assumptions and Limitations

In discussing and drawing implications from data collected in this inves-
tigation, certain limitations must be considered. First, the study was based
upon the transfer of credit by students who had participated in one specific
articulation program. The fact that the program is operated by, and that the
transcripts emanate from, a major pri@ate university of sound academic reputa-
tion would almost certainly cause some institutions to treat the credit differ-
ently than+if that credit had originated from an obscure private two-year college.
Secondly, the participating institutions, on the average, received only one or
tuo SUPA gtudents. Transfer iﬁédit decisions during this first year often may
have been-based on little in the way of official policy or actual precedent.
As more and more students with SUPA credit, or academic coursework completed
under under similar arrangements, enroll at institutions, colleges and universities
may re-examine and revise their policies. "Athird concern is that evaluation
devices such as those used in this study not only attempt to measure reality,
but they may also, in fact, create part of the reality théy'measure, Special
dttention was called to the transfer credit of SUPA participéﬁts through the
letters, questionnaires, and student record sheets that were sent to the re-
ceiving institutions. SUPA participants were also very much aware, perhaps more
than most other students with transfer credit, of the need to persist in re- -~
nuesting prompt and positive decisions from college officials, ‘an awareness

created by their being reminded of the experimental nature of the SUPA program.
H1
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Participating colleges also knew that information regarding their handling of SUPA
transfer credit would be disseminated to literally tens of thousands of high
school students across New York State. They may, as a result, have had more than

the usual inducement to accept SUPA credit toward degree requirements.

Description of Student and Institutional Returns

The problem of low percentage of returns so common to many studies using
questionnaires as the main source of data presented ro difficulties in this in-
vestigation. Table 2 summarizes the number of instruments returned by the 396

students who were sampled.

TABLE 2

Number of Questionairres Sent and Returned
by “T" and "“NT” Students

Questionnaires
Initial With
Sent Return Follow-up % Final Return
T 223 116 145 65.0
UNT" 173 63 79 47.7
Total 396 179 224 56.6

A total return of 56.6% or 224 was realized with a follow-up mailing. 65.0% of
the students requesting transcripts (T group) ultimately responded to the survey,
while 45.7% of the students who did not request transcripts (NT) returned ques-
tionnaires.

Of the 102 institutions originally sent instruments, twelve indicated that
students who had requested that SUPA credit be transferred to their institution
never actually enrolled. Eliminating these returns, 79 or 87.8% of the 90 in-
stitutions responded. Table 3 describes the institutional sample across three

variables: type, kind, and size.
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TABLE 3
Institutional Returns Sorted by Type, Kind and Size

Variable Number 4

- 2-year college 10 12.7
TYPE 4-year college 43 24.4
university 26 32.9

v public 49 62.0
KIND private 30 38.0
under 1000 13 16.5
1000-2000 11 13.9

SI1ZE 2000-5000 29 36.7
5000-10,000 16 20.3

over 10,000 10 12.7

When the three variables--type, kind, and size--were considered simultaneously
as in a three dimensional matrix, it could be seen that SUPA students tended to
more frequently enroll in privately managed, four-year colleges, with under-
graduate populations within the range of 2000-5000. They enrolled least fre-

quently in public two-year colleges.

Findings
In the sections that follow, only a brief summary will be made of the
findings as related to each of the major questions explored in the study.
Written Policy. One important question on both institutional and student
questionnaires was whether colleges currently have written policy for transfer
credit evaluation that would apply to their entering freshmen who participated
in SUPA. Based upon institutional returns, 47 of 79 or 59.5% of the sample re-

ported that they had no appropriate written policy. Although there were no sig-
nificant differences between public and private institutions in this respect, it
appears that universities, as compared to four-year and two-year colleges, are
most 1ikely to have established written policy dealing with this type of credit;
perhaps this is due to their more frequent activity in evaluating student cre-
dentials from the widest range of academic, social, and cultural backgrounds.
Students were similarly divided in their opinions of whether written policy
applicable to their SUPA credit existed at their college. Of *4e 145 "T" students
returning questionnaires, 64 (44.1%) felt there was established written policy
while 81 (55.9%) indicated that they know of no policy or simply admitted ig-
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norance to the question. A random sample of approximately two dozen colleqe
catalogues supports this finding. In only one instance did a catalogue recog-
nize that some of their entering freshmen would be bringing with them college
credit earned while still enrolled in high school and indicated how it would
be evaluated for credit toward a degree.

Responsibility for Credit Transfer Decisions. Responses from institutional
representatives indicated that the responsibility for credit transfer decisions
is chiefly an administrative rather than academic function. That is, the reg-
istrar's and adnissions offices were charged with the responsibility in nearly
55% of all cases, whereas the function was placed in the hands of the college
dean”and department chairmen in approximately 20% and 10% of the time respectively.
However, when broken down according to public-private status, it was observed
that in private colleges and universities there is considerably more involvement

on the part of academic representatives, i.e., department chairmen, deans, and
student advisors with much less authority resting with the admissions departments.
Overall statistics from student responses show that they were usually in-
formed of the decision regarding their SUPA transfer credit through administra-
tive offices. Word reached students via the registrar's office in 47 cases
(33.3% of th: sample) and the admissions office in 34 cases (24.1%). However, o
the role of the advisor became more important as a contact between -the office
that makes the decision and the student as indicated by 20 respondents (14.2%).
Department chairmen contacted students in 16 instances (11.3%).
tffect of Major. Both institutional representatives and students were
asked if a choice of major or area of concentration would affect transfer credit

recognition. Contrary to what might be expected from a review of the literature,
97.1% of all students transferring SUPA credit said they were told that it would
not. Institutional responses were somewhat more divided as only 68.8% or 53
colleqges and universities agreed that choice of major would not affect transfer
credit recognition.

A closer examination by type, kind, and size of institution allows interest-
ing observations to be made. Four-year colleges overwhelmingly indicated that
choice of major would have minimal effect on credit transfer decisions in 35 or
81.4% of such institutions. Among 2-year colleges and universities, the opinion
was fairly evenly divided with 50.5% and 54.2% No response, respectively.

Differences may also be seen when the responses are sorted by kind of in-
stitution. The majority of returns from private institutions (77.6%) reported

that the choice of major would not be a factor in transfer decisions, regardless
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of the courses involved. Opinion among public institutions, on the other hand,
was more divided, with 46.4% of the responses indicating what major could have
an effect.

To summarize, the choice of major or area of concentration is not given as
a factor affecting transfer credit decisions at the majority of institutions
reqardiess of type, kind, and size. Responses do indicate that it is more Tikely
to be taken into consideration at public institutions and at the larger instd-
tutions, particularly the universities.

then Are Students Informed? Another aspect of the decision-making pattern
related to inter-institutional credit transfer is when institutions are able to
give students notification of how their credit will be recognized. The question
on the institutional questionnaire read as follows: "When does your institution
inform entering freshmen of decisions (tentative or otherwise) regarding recog-
nition of their college transfer credit?" The response to this question was,
of course, dependent upon the institutional official or officials having avail-
able to them whatever information they feel is necessary to make such a decision.
This varies from an official transcript to information as stated on a student's

application or in an interview situation. The question also implies that the
student has requested that such an evaluation be made.

Overall statistics, based upon institutional returns, show that 17 (21.5%)
respondents indicated that their institutions notify students of transfer credit
decisions before acceptance, 45 (57.0%) before registration but after acceptance,
and 17 (21.5%) after acceptance and official campus registration. Responding to
the question of when their college or university notified them of a decision
regarding their SUPA transfer credit 23 (16.3%) "T" students indicated notifi-
cation before acceptance, 44 (31.2%) after acceptance but before registration,
and 74 (52.5%) after acceptance and registration. Discrepancies between normal
institutional policy for notifying students (based upon institutional returns)
and when SUPA students were actually notified could be due to at least four
factors. ATthough procedures have since been established to facilitate record
keeping, official Syracuse University transcripts were not available the first
year of the program until & week after normal fal] campus registration. Some
colleges that normally notify students earljer may have had to delay their de-
Cisions until after the official transcripts of grades arrived. Second, many
high school students, unaccustomed to initiating records transfer, delayéd in
requesting either a transcript of their SUPA course grades or in asking the
receiving college to decide upon appropriate action. A third consideration is
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ges may not notifyv students as early in fact as they do in theory.

"
o

that col
And finaliv, since Syracuse University Project Advance did not fall directly

L]

under written procedures established to deal with transfer credit at most in-
stitutions, decisions may have been delayed because college officials were un-
familiar with such practices.

Sorting the returns oy kind of institution, representatives from the public
sector indicated the vast majority of cases (83.3%) that entering students are
informed of transfer credit decisions after official acceptance into a program
ut berore campus registration. Only two respondents from the public institu-
tions indicated that it was the practice to delay notification until after
registration, There was considerably more variation, however, among private
colleges and universities. Fourteen (28.6%) of the private institutions sig-
nified notificalion before acceptance, 20 (40.8%) after acceptance but before
registration, and 15 (30.6%) after both acceptance and official registration.
Such variation is further reinforced by the fact that private institutions
supplemented the questionnajre much more frequently (40.8%) with comments and
clarification of procedure than did public institutions (26.7%). This may
reflect greater complexities in the decision-making process in the private
sector and fewer "cookbook" quidelines.

In summary, returns from institutions indicate that the student is usually
notified of transfer credit decisions before registration but after acceptance.

regarding timing of student notification.
Non-Transcript Requesting Group Returns. The open-ended item requesting

"additional comments” on the questionnaire sent to students (NT) who did not
request a transcript of their SUPA grades was by far the most informative item,
Fifty-two of the 79 NT students returning instruments reported that they were
attending coliege. Many of the comments and responses to other items on the
questionnaire indicate a widespread misunderstanding of procedures for grade
trarsfer between institutions. Despite handouts and repeated explanations by
both SUPA staff and high school teachers, many students still did not realize
1t was their responsibility to request that an official transcript of their
SUPA qrades he compiled and forwarded to the college they would be attending.
This problem clearly calls for further emphasis of procedure and clarification

of responsibility in future student orientation sessions and in course manuals.
Ho
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Nineteen [24.4%) of the "NT" student returns indicated that they actually

2

did request a transcript. The author wrote all students to inform them either
that tney were in error or -that their request had been mislaid. In either case,
they were advised to request a new one. Someof this confusion was undoubtedly
due to the administration of a questiopnaire in the spring of 1974 asking students
to indicate where they planned to attend college., their anticipated major, and
other questions related to future goals. Some students may have thought that
this instrument was a transcript request.

Ovarall, the "NT" students were among the lowest in academic achievement
in SUPA courses and had negative comments (e.g., poor teaching, course work
boring, misleading information given) about their experiences in the program
much more often *~an did students in the "T" group. Also, students surveyed 1in
this group faiied tc complete their questionnaires more often and had a higher
rate of delirquent returns. The survey of “NT" students produced several very
useful results: it brought to 1ight basic misunderstandings about the goals of
the program; it pointed out poor screening of some students who probably would
have benefited by enrolling in another type of senior vear alternative; and it
revealed a need to explain the procedures of credit transfer better,

Recognition and Reward of SUPA Course Credit. As indicated in the descrip-
tion of the methodoloay, both institutional representatives and "T" students
were asked to indicate how credit earned in SUPA was recognized and rewarded as
transfer credit. Since one objective of the investigation was to compare and
contrast institutional and student views of how the credit was received, only

‘matched pair" returns were compiled for the first analysis. The term "matcherd
pair’ refers to data resulting from the returns of the "T" student questionnaire
and the institutional questionnaire for each individual student included in this
sample. This results in two directly comparable perspectives on the treatment
of SUPA credit.

Table 4 summarizes returns from institutional representatives who supposedlv
obtained the information regarding the treatment of each student's transfer
credit directly from official records. The institutional returns, therefore,
must be considered to be more reflective of fact than information obtained
from the students. Each portion of the variable credit English course (i.e.,
essay, fiction, poetry, minicourse 1, minicourse 2, and independent study) is
treated separately since individual students completed various components and
failed to earn a gqrade in others. Seventy students, for example, earned credit
for "essay" while 38 completed one credit under "independent study." Overall,
approximately 607 (59.2) of all students aé;éss both courses (and all components)
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were awarded both academic credit toward their degrees and exemptions from similar
required courses. Nearly 307 (29.1) received academic credit without any kind
ot exemption. Three other observations can also be made:
L. HNearly all (91.1 ) students received academic credit bv the receiving
institutions for SUPA transfer credit.

A
Institutions seldom (1.97 or 7 cases) rewarded SUPA coursework simply

2
with exemption (without academic credit) from similar required courses.
J. e various components of the Freshman Enqlish course received similar

reconnition as transfer credits,

CLoi» particularly important to note treatment of various sections of the
non-traditionally structured English course. Not only are credits earned in
2ingle units with accompanying individual grades as opposed to the traditional
block of 3 semestor credit horus with a single grade) but one unit, the essay
comnonent, is of rered only on a pass-fail basis. Successful completion of the

essay portion of the course is signified by a "P" in the grade column of the

e

franscript. Essay credit was recognized as suitable for "credit and exemption"
and “"credit" in appr@ximate1}zéquai proportions to other components in the course.

 Treatment of the entire English course across all six components compares sim-
ilarly with the recognition of the more traditional 3 credit sinqgle grade struc-
ture of the Introductory Psychology course.

The students' view of the treatment of their SUPA transfer credit is sum-
marized in Table 5. The information reported by the students is genera11y con--
sistent with the official verification by institutional officials. The biggest
discrepancy is that students more frequently reported that SUPA course credit
fulfilled some proﬁram requirement than apparently was the case in fact. Stu-
dents indicated in 262 (70.6) cases that credit and exemption was received and
in 67 (18.17) that credit alone was awarded. This compares with 220 (59.3%) and
118 (31.87) respectively from institutional returns for that same student group.
such differences are likely due to two reasons: 1) students really lack a clear
understanding of decisions related to their transfer credit or 2) students are
interpreting the word "exemption" differently from institutional officials.
Students may have felt that they had been exempted from a requirement if, for
example, Psychology filled an elective requirement in the social sciences area.
Institutions. on the other hand, may have indicated exemption only if the
taychology course replaced another psychology course required in the program.

In either case, it seems as if communications between the student transferring
credit and institutional officials could be improved. This point is further
reinforced by students indicating that they received only "exempﬁimn“ without
59
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Credit or "neither credit or exemption" more often than appeared to actually be
the case based upon institutional returns.

In examining institutional returns even prior to computer processing, one
thing was immediately clear: colleges and universities were almost unanimously
consistent internally in their treatment of students carrying SUPA credit. In
other words, an institution generally rewarded the credit of two or more
students in the same way. The one exception to this practice was by a large
private university, it was somewhat surprising not to have observed such dif-

ferences within institutions more frequently.

Summary of Findings

As evidenced by the rate of return, the methodology used in the investi-
gation was effective in gathering information related to the transfer of SUPA
credit from three groups: students who transferred credit, students who had
not yet transferred credit, and post-secondary institutions receiving students
with SUPA credit. The distribution of both student and institutional returns
was representative across the factors considered to be significant to the ob-
Jectives of the study. Among the major findings of the present investigation
are the following:

1. The majority of participating institutions indicated that they have
not yet developed written policy related to the transfer of college
Credit earned by students while they are stil] enrolled in high schoo].
This is confirmed by student data.

2. Marked differences in the primary location of decision making authority
related to the evaluation of transfer credit was observed among insti-
tutions of different types, kinds, and s5izes,

3. The majority of institutional and student returns indicated that a
student's choice of major or area of concentration would not affect
the recognition of SUPA transfer credit regardless of the type, kind,
and size of institution. It was found, however, that choice of major
was more likely to be a factor at public institutions and at larger
institutions, particularly universities.

4. Returns from institutions indicate that students are usually notified
of transfer credit decisions before campus registration but after
official acceptance. Some variation in such a practice was observed
when institutional data was sorted by type, kind, and size, particularly
among private colleges and universities,
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5. Successful compietion of SUPA courses was generally recognized both
for fulfilling requirements in a student's academic program and as
credit toward the associate or baccalaureate degrees. There was gen-
eral agreement between students and institutions as to the treatment
of the credit. In addition, institutions were nearly always internally
consistent in their evaluation of SUPA transcripts among students and

within courses,

¥
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CENTER FOR INSTRUCTIONAL DEVELOPMENT

PROJECT ADVANCE

SYRACUSE UNIVERSITY

December 16, 1974

Dear Project Advance student:

Last year you were among students from nine high schools in New York
State participating in Project Advance. This special program allowed
you to earn Syracuse University credit for college courses that were
part of your regular high school program. Since one of the most
important outcomes of Project Advance is college credit that we hope

is easily transferable to other colleges and universities, we are

asking that you spend a few minutes completing your Credit Transfer
Zzcord which will become part of your files. This information will be
extremely valuable to students currently in the program who are

thinking of applying for admission to the college you are now attending.-
In behalf of all those involved in Project Advance, I'd like to thank
you for your cooperation and wish you success throughout your collegiate
years, Happy Holidays!

Sincerely,

Franklin P. ¥ilbur

Associate in Development
P.S. To bring your records up to date, please return the enciosed forms

in the self-addressed envelope as soon as possible.

FPW/ks
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CENTER FOR INSTRUCTIONAL DEVELOPMENT

PROJECT ADVANCE

SYRACUSE UNIVERSITY

Completed by:

1. Hame of college or university now attending. ____ . e e

2. Major or area of concentration. e e . , o

(Check if not yet selected 1)

3. What degree are you working toward? (Check one)

[J Associate [ sachelors [ Other _ — —

4. Vhen did you ask your college to make a decision about your Syracuse University Project
Advance credit? :

Before Acceptance-- [] After Acceptance-- E:]After Acceptance-- o
“Prior to Registration Prior to Campus Registration After Campus Registration

5. When were you informed, at least tentatively, as to your college or university's decision as
to the recognition of your Syracuse University Project Advance credit?

Eefare Acceptance-- i After Acceptance-- [[] After Acceptance--
Prior to Registration " Prior to Campus Registration " After Campus Registration

6. Ooes your college or university have written policy related to their recognition of credit

-red at other college heir entering freshmen? . o
earred at other colleges by their entering freshmen? (] Yes [ Mo

7. Who informed you of the decision made at your college or university reqarding credit earned
. in Syracusa University Project Advance?

[] Your advisor [T} Department Chairman {JRegistrar's Office
[} college Dean [ JAdmissions Office [Jother (specify)

Were you told that your choice of major or area of coﬁcentratﬁgn affected the number of
Syracuse University Project Advance credits recognized at your college or university?

[1 Yes [J Mo

[ss)

9. what information, in addition to the college transcript, did your college request before
making a decision on the recognition of your Syracuse University Project Advance credit?

[ Check here if you are not aware of any.

10. Ploase feel free to add additional corments that will help us to understand any problems you
may have encountered in transferring Syracuse University Project Advance credit. (Please
use the back of this sheet.) '

121 COLLEGE PLACE | S‘r'Rff\CUSE. NEW YORK 13210 315/423-2404
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CENTPR TUOH INSTRUVETTIOIN YD DV b vENT » SY AL SE UNIVERSTTHY

VIV COib GF AT ERRISE |

Part B: Student Transcript Data Form

Important: Please complete your enclosed Transcript Data Form using the following procedure:

In the section of the form Tabeled Mmaritutional Agﬁlgﬂ check only one of the five columns for
each of the course grades. Foundations of Human Behavior and Communications and Society involve
only one grade and the traditional three credits. Freshran English 1s a variable credit course
involving up fo six course grades. Please indicate to the best of your knowledge what action the
college or university you are now attending has taken for each course grade.

Check hera if you received credit teward your degree requirements,
tizn from 2 sinflar ?é”é??e% course,

2. Exemption Only. Check here if you received exemption fram a requirement in your
SXeAprion V0! pLig
degree program but received no credit., If you receive’ an exemption but were-ta.d
that credit will be deferred until after completion o. .n advanced
course, 2150 check this column and make a noie on the back of your data form to

this effect.

3. Credit and Exemption. Check if both were given,

4. Neither Credit nor Exempticn. Check {f neither was glven.

5. Other Actiosi. If you check this column, please give a brief explanation on the

back of your data farm i.e., “granting of cvedit or course exemption is against
callege policy,” or "special degree requirements,” etc.

Number of Credits Accepted. In this columi, indicate the number of credits

aé;eptLd by your callege cr university fur each course or, in the case of English.
each portion of the course. v

7. If you are not attending the college or university indicated on the data form,
pleass correct the information and complete the Imseitutional Action portion as
requested.

8. We ask that you respond as szoon as possible and forward both the questionnaire
{Part A) and your transcript data form {Part B} in the return envelope provided.

Thank you again for your time and assistance.

Forward ta: Franklin P, Wilbur
Associate in Development
Syracuse Univarsity
121 College Place
Syracuse, New York 13210
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SYRACUSE UNIVERSITY CENTER FOR INSTRUCTIONAL DEVELOPMENT

PROJECT ADVANCE

Jear Registrar,

Yeur institution has recently been engaged in evaluating college transcripts sub-
mitted by entering freshmen who have participated in Syracuse University Project
Advance. Project Advance is only one such program offering high school students
ar cpportunity to enroll in college courses prior to high school graduation. It
is of critical importance to Syracuse University and participating high schools

Lo know how credit earned in the program has been recognized and rewarded at your
institution. We ask you tc please assist us in assuring that the enclosed question-
naire and student records are completed and returned as soon as possible. Please
read the entire questionnaire carefully. If your office does not have all the in-
formation requested on each student, kindly contact the appropriate depariment.

Like Syracuse University, your institution may be cooperating with area high
schools to creste opportunities that represent new and more effective transitions
between high school and college. Since the "high school student with college
credit” doesn't necessarily fall into the usual category of "transfer student"
(i.e., student from another 2 year or 4 year post-secondary iistitution), we
think it a particularly important responsibility to see how these students fared.
The return of this data is extremely important, and we appreciate your time.

reel free to enclose additional comments of statementis of policy to assist us in
better understanding how transfer credit of entering freshmen is evaluated at
Jour institution. -

Sincerely,

Frankiin P. Wilbur
Associate in Development

FPW/ks
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SYRACUSE UNIVERSITY CENTER FOR INSTRUECTIONAL DEVELOPMENT

PROJECT ADVANCE

Completed by:
Name of Institution ,, e —
Institution's Address e —
Person completing forms_(Dr., Mr., Ms.) _ e — —
) , first last
Title o _ o — —
Telephone_ e e

Part A (Please check appropriate category)
1. Type of institution: [] 2-year college [] 4-year college []] university
2. Kind of institution: [J private [] public ..

3. Size of undergraduate population:
[J under 1000 [ 1000-2000 [J2000-5000 [J 5000-10,000 [ 10,000+

4, dighest degree granted:
[J associate [ baccalaureate '[] masters [] doctorate {[J(other)

5. With increasing frequency, high school students, prior te graduation, are accumulating
college credit through various arrangements with colleges and universities. Does your
institution have written policy that would apply to the recognition of such college credit
earned by members of your entering freshman class? [ ves [J no

6. Wnere are decisions regarding transfer credit for these entering freshmen usually made?
[] student's advisor []] academic department chairman [] registrar's office
[ college dean [[] admissions office [0 other (specify)

7. When does your institution inform entering freshmen of decisions (tentative or otherwise)
regarding recognition of their college transfer credit?

[ before acceptance-- [] after acceptance-- [ after acceptance-- )
orior to registration prior to campus registration after campus registration

B. Wouid 3 freshman student's choice of major or area of concentration possibly affect transfer
“redit recognition at your institution? —
.re ecognition at your institution? [ 25 Ej o

Please feel free to add additional comments that will help us understand how transfer credit
of entering freshmen is evaluated at your institution, concerns that you or others may have
regarding school-college articulation programs, etc. (please use the back of this sheet).

hilk
"
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CENTER FOR INSTRUCTIONAi, DEVELOPMENT

PROJECT ADVANCE

SYRACUSE UNIVERSITY

December 16, 1974

Dear Project Advance student:

Last year you were among students from nine high schools in New York
State participating in Project Advance. This special program allowed
you to earn Syracuse University credit for college courses that were
part of your regular high school program, For many reasons, you may
or may not have decided to have this credit transferred to other
colleges and universities. In order to determine how credit earned
in the program was used, we ask that you spend a few minutes to fill
out the enclosed form and return it in the self-addressed stamped
envelope provided. This information will be extremely valuable in
helping all those participating in Project Advance understand the
variety of ways in which credit earned in the program has benefited
the student or why the credit was not transferred .to other institutions.

In behalf of all those involved in Project Advance, I'd 1ike to thank
you for your cooperation. Happy Holidays!

Sincerely,

Franklin P. Wilbur
Associate in Development

70
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SYRACUSE UNIVERSITY CENTER FOR INSTRUCTIONAL DEVELOPMENT

PROJECT ADVANCE

Completod by:

Check the appropriate category or supply the information requested.

1. Are you now attending a college, university, or professional school?

7 [Jves []no

If yes, what is the name of the school you are now attending? X
2. Did you have Syrazuse University Project Advance credit transferred to another schocl or

college?
Yes {TI¥g

If yes, wherev _ - -

f nz, why not?
E Collegz said they would not accept the credit so I didn't bother to request credit
iransfer. , :
\ {ji decided not to enroll in any school or college.
gmg: didn't know 1 was supposed to request a Syracuse University transcript.
[ Jother, (Explain) . . e o -

3. If you enrolled at a college or university and decided not to transfer Project Advance credit,
piease indicate why not, .
Hy grade(s) in Project Advance were too low to transfer.
[J1 decided that I would benefit by repeating a similar college course(s) as a college

freshman.
Ulother. (Explain) - ,, . e

4. If you found that Syracuse Umiversity Project Advance credit was not acceptable at another
institution, how did you ¢iscover this? :

UCollege catalogue OlLetter from institution
Ovisit te institution . [ Speaking with institutional representative
(O0ther =~ B ) B o B - ~

5. Plaise feel free tc add additional comments that will help us to understand any problems
you may have encountered in transferring or attempting to transfer Syracuse University
Project Advance credit {use back of sheet).

121 COLLEGE PLACE | SYRACUSE, NEW' YORK 13210 315/423-2404
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DOES PARTICIPATION IN A PROJECT ADVANCE COURSE
AFFECT A STUBENT'S ABILITY TO DO WELL IN COLLEGE?
A FOLLOW-UP OF 1973-74 PROJECT ADVANCE STUDENTS

David Chapman
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Follow-up of Project Advance Students’ College Experience

Does participation in a Project Advance course affect a student's ability
+0 do well in college? How do students who participated in Project Advance and
who then go on to college evaluate their experience(s) in Project Advance
courses? The students who would know best are those who had participated in
Project Advance during its first year, 1973-74, and gone on to college.

During November, 1974, these students were contacted by mail and asked to
complete a short questionnaire. Of the 277 correctly addressed questionnafrés
that were mailed, 140 were returned, a 50% rate of response. The questions
were designed to collect three types of information: 1) students' achievement
in college, 2) the influence of Project Advance on students' ability to manage
their time and develop good study habits, 3) their overall ratings of Project
Advance from their perspective as college students, and 4) their comments and
suggestions regarding the Project Advance course(s) they had taken.

The first three types of information are summarized separately for students
who had been enrolled in English, in Psychology, and in other Project Advance
courses (Communications in Society and Human Values). Part four, student com-

ments, form the Tast portion of this report.

-3
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Students Enrolled in Project Advance English

Grade Point Average at end of freshman year

Grade
N Average
Students enrolled in P.A. English only 65 2.89
Students enrolled in P,A. English and another
P.A. course 12 3.08
Overall average 77 3.00

My experience in a Project Advance course was ___ preparation for more
advanced courses in the same area.

fantastic, excellent (2), very good (3), good (37), helpful, pretty good,
average, decent, okay, fair (7), suitable, not so good, poor (5), useless,
can't answer; haven't taken other English courses %7)i

My experience in Project Advance was ____...preparation for most of the work
I took du-ing my freshman year.

very good/excellent (6), good (26), great, valuable, fine, helpful (2),
adequate, satisfactory, okay, fair (8), poor (3), inadequate, bad (3),
useless, irrelevant, no effect.

[t helped me to learn to manage my time. Number of Students
a great deal 8
some 40
2 Tittle 22
not at all 18

[t helped me develop good study habits.

a great deal 6
some 45
a little 20
not at all 17

On the basis of my experience in Project Advance I would recommend

the course but not tﬁe teacher ' 14
the teacher but not the course ' -]
the course and the teacher 54
neither the course nor the teacher 3
Overall, I rate my experience in a Project Advance course to be |
excelient . 26
good cee 52
Fair 9
peor 3

Do you think that as a result of participation in Project Advance, you may complete
your deqree program sooner?
yes 14
no 75
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Students Enrolled in Project Advance Psychology

Grade Point Average at end of freshman year

Grade
- N Average
students enrolled in P.A. Psychology only 50 ©3.01
Students enrolled in P.A. Psychology and
another P.A., course 12 3.08
Overall college freshman GPA respondents
who took P.A. Psychology 66 3.02

My experience in Project Advance course was a ___ preparation for more
advanced courses in the same subject area.

excellent (9), very good (4), great, good (30), okay, fair (4),
suitabie, decent, small, poor (4), didn't take psychology at
college (5).

My experience in a Project Advance course was a(n) e preparation for
most of the course work I tcok during my freshman year.
excellent (3), good (18), solid, worthwhile, adequate, identical,
fair (7), satisfactory, all right, okay (2), average, general,
inappropriate, not related to, no effect, not needed.

It helped me to Tearn to manage my time.

a great deal 9
some 36
a little 13
not at alj 12

It helped me develnp good 'study habits.

a great deal 9
50me 36
a little 16
not at all 9

On the basis of my experience in Project Advance, I would recommend .

the course but not the teacher 7
the teacher but not the course 1
the course and the teacher 61
neither the course nor the teacher 0

Cverall, [ rate my experience in a Project Advance course to be

excellent 27
5004 38
fair 5
noar 0

Do you think that as a result of participation in Project Advance, you may complete
your degree program sooner?

yes 20 - i

no 50 {1




Only 4 responses were available from students who had been enrolled in Communication
and_Society or Human Values. These were summarized together.

srade Point Average at end of freshman year 3.15
My EXDSFiEﬁCE in a Project Advance course was a _____ preparation for more
advanced courses in the same subject area.

excellent, good (2), identical
My experience 1n a Project Advance course was a(n) __ preparation for most
of the course work I took during my freshman year.

excellent, good (2), identical

It helped me learn to manage my time.

a great deal
some

a little
not at all

fe o us AN

It helped me develop good study habits.
a great deal
some
a little
not at all

Lol N Y ]

On the basis of my experience in Project Advance, I would recommend

the course but not the teacher

the teacher but not the course

the course and the teacher

neither the course nor the teacher

O W oo

Overall, I rate my experience in a Project Advance course to be

excellent
good
fair
poor

0 Ml M

Do you think that as a result of participation in Project Advance, you may
complete your degree program sooner?

yes Z
ne 2

)
o
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STUDENT COMMENTS

Since college studies are so different from those in high school, project
advance proved to be an enlightening experience. It gave me some ideas as
to what to expect upon entering college.

If 1 hadn't taken it, I would be at a disadvantage because my High School
didn't prepare people in the English studies. And also, I had a credit
jump which allowed me to take another course freshmen wouldn't normally
take,

I'm really glad that I had the opportunity to participate in Project Advance.

At the time that the classes were being taught, I thought that some of the
things we were doing were a bit ridiculous, but now, I'm thankful for everything
we did. It (Project Advance) has helped me prepare for classes in the same
subject area.

The course wasn't demanding enough to push me into any work that was really.
qood. The only benefit of the entire course was a greater familiarity with
iibrary resources - other than that, there was very little in the course that
taught me anything.

I didn't feel that project advance made college 1ife easier for me. However
it did give an idea of what to expect in college.

I enjoyed the course and can honestly say that it helped my writing skills.
It did not affect my study habits because it was taught in a high school
atmosphere and I find it completely different being in college. I was also
disappointed to find that the course was not required by my major.

I hate to condemn *ne whole project advance course just because of my personal
experience, I saw many students succeed and work very hard in it. However,

I was very dis<atisfied myself. In high - school I was not ready to give up
an hour or so everynight to English. At the time I felt the course was very
difficult and inoking back I see it was not representative at all of any
courses | have tcken so far at school.

Project Advance Eng11sh exempted me from Introductory Freshman Eng11sh and the
associated drudgery of Paradise Lost.

Learning how to write well, and in a limited amount of time, he]ped me greatly

in taking tests in college (essays). Anyone who is going to go to college should
learn how to write correctly befare they get there. I definitely recommend this
course also for people who aren't gning to go to college because it helps you to
organize your thoughts, and to express yourself more clearly and effectively.

[ feel it was a worthwhile course but I don't feel that it made any difference
in my college career. I don't feel that it helped my preparation at all.

[ took the English course for my own benefit - no other reason. Throughout my

nigh school english courses (or any others), I never learned how to write a
good essay or paper. I am a biology major and I have done little essay or paper

writing, but -1 found that when I had to write one - it was fairly easy to tackle

it. T used to be nervous and dread writiny one - now I can collect my thoughts
and write 2 very good paper and enjoy it.
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an be seen by my records, my grades received were not very high (about a C). 1
1igence of the work assigned. X'q

As
d
oo %4171 capacity. The exper-

C
o feel however that this is due mostly to my own neg
e that 1 could have done much better had I works’

H
H

Lo}
b J
"

!

ur
ence was rewarding, academically and <ornomically

enior year and figured that 1 woutd zuGimulate enough credits in college

© Ryt 1 did take 2 courses and [ will never forget the good that came out of
it. lear .od a lot about the amount of time and effort needed to result in a good
grade. It put me 9 cradits ahead and lessened my electives load which might lead to m
graduating a semester early. In all, it was an excellent experience prior to coliege,
so0d insight into college courses, and I will never regret taking either

T
heavy 3§
5 T
irse

Ar first [ was hesitant in laking Project Auvarce coucses because 1 didn't want a
o

I
.
i

gave e a

course.,

rersonally | found no influence on my college experience, however 1 found taking
freshman English in high school to be very beneficial as it was one less course [
had to worry abou* during my first semester as a freshman.

I wish at the time that I had taken the psychology course more seriously. 1 obtained
4 C in the course but I wish now that ['d realized that the course was just as good

as if it were taken right at S.U..

Project Advance helped me get into the more important psychology courses before most

r

of m friends. As Project Advance classes are smaller in comparison to the Univer-
sity's huge introductory courses, [ feel that I was able to learn more in a better
atmosphere.

It was & grea* help and was a good experience in high school and a better realizatior
of what some ccllege work load will be like.

. would say that it was an easy way to obtain college credit.




Students who :uccessfully completed Project Advance courses in high schools
during 1973-74 and who then went »n to college had an averags of 3.0 (B) at the
end of their freshman year. Slightly more than half of the students responding
Felt the course had provided a good preparaticn for more advanced courses in
the area of tneir Project Advance course and about the same number felt their
Project Advance course(s) provided a qood preparation for most of the work
they toox during their freshman year in college. More specifically, 54 percent
of the students who had taken Project Advance English felt the course had helped
ther Tearn to manage their time and 57 percent felt the course had helped them
develop good study habits "some" or "a great deal." Minety-four percent of
tnese college sophomores would still recommend the course and 75 percent would
a1s0 recommend *helr same teacher. Fifteen percent of the respondents thought
that as a resuit of their participation in Project Advance, they might complete
their degree program sooner.

While only four students who had been enrolled in Communications in Society
or Human Values, all were very positive about the course, and their experience
in the course. Two of them felt their participation in Project Advance might

shorten their time in college.

Summary
Studerts who successfully completed Project Advance courses in high school
during 1973-74 by mai} and asked to complete a questionnaire regarding their
experiences in college and the irfluence of Project Advancé on those experiences.
Project Advance students responding to this questiobnaire averaged a 3.0
(8 average) at the end of their sophomore year. STightly over half of the stu-
dents felt their experience in a Project Advance course helped them learn to
manase their time and develop good study habits. Their overall ratiﬁg of their
Project Advance course(s) was overwhelmingly positive. The vast majority of the
students would still recommend both the course(s) they took and their teacher(s).
fbout 20 percent of the students expected that as & result of their participation

in a Project Advance course they might complete their degree program sooner.
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PROJECT ADVANCE

As one of the first group of Project Advance students, You are in a unique
position to tell us how Project Advance has affected your college work and how
the Project Ad ance courses might be improved. Please answer the questions
below and retu-~n the sheet in the enclosed, stamped envelope.

Name - 7 N o College AttEﬁdiﬂQW ] N

I'was =rrolled in Project Advance
E:jﬁng1ish [:]Psychéiggy [:]}Mman Values

1. Grade Point Average at the end of freshman year.

P

My experience in a Project Advance course was a 7 . reparation for
more advanced courses in the same subject area.

3. My experience in a Project Advance course was a(n) prenaration

for most«cf the course work I took during my freshman year.
4. It helped me learn to manage my time .

a) a great deal b} some c) a little d) not at al}
5. It helped me develop 900d study habits e

a) a great deal b) some c) a little d) not at all

On the basis of my experience in Project Advance, I would recommend

L]

) the course but not the teacher
) the teacher but not the course

) the course and the teacher

} neither the course nor the teacher

7. Overall, I rate my experience in a Project Advance course to be

-

1) excellent b) good c) fair d) poor

Z. Do you think that as a resylt of participation in Project Advance, you may
complete your degree program sooner?

a) yes b) ne

Y. Any comments ar sugyestions which you wish to make regarding Project Advance
courses or their influence on your college experience will be appreciated.
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PROJECT ADVANCE STUDENTS EXPECTATIONS OF COLLEGE

A Comparison of Project Advance Students
Coming To Syracuse University with
Other Syracuse University Freshmen
Using the Collega Characteristics Index

Bonnie Baranowski
Bavid Chapman
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0 f Entering Fio himen
ollege Courses Buring Hign School |
tusents' expectations of college.
enter college with unrealistic

menon he refers to as the "fresh-

seniors, regard?ess of the institution they

1y stereotyped, idealized image of college life,

any actual institution. Writes Stern:

.. udents] are badly misinformed about the extent to
wh%:h cheir college is Qr ganized rationally to achieve its
variays ends, expecting 1t tobe a Jot more consistent than

ge in fact is. And they are even more pocriy in-
beut the composite character of the school. They
ti
5

thxnk tha it is prepared to do as much toward the shaping
of fhETTV ocial Tives as it will do for their intellects,
whereas in fact, no school combines these attributes. (1970,

=, 173)
he research is not clear as to the scurces of these unrealistic expecta-
s themselves report that they get their information from
tly, and high school counselors (Mclaughlin, 1966; Stern, 1970;
Tillery, 1973). It sesms Tixely that these groups ail tend to idealize col-
fese 1172, Whatever the source(s) of their expectations, “heir myths about col-

May serve as a source of coriderable tension and frustration as they

lege 1ifa

discover that their college does not and cannot meet their jdealized expectations.
Perhaps if stuedents are provided with more exposure 1o college experiences

before their matriculation, thoy will hold more realistic expectations of col-

)

perience increasingly available to high school

inge Tife. One type of ZQE]Z1§ ex
students is the opportunity teo take wallege courses during hiyh school. Many

tiies across the _opuntry are presently involved in some form

517 o, o . .
1.,J|k By Ll v

of high school-colleae cogprration that of fers this possibility (Wilbur, 1975;

Chapman and Wilbur, 1976€). Hawevgri Tittie research has examined 17 or how
these particular course experiences influence students’ expectations of college.
It seems ressonable, however, that as high school students take college courses
in which coliege standards are maintained, students will develop expectations
lege more consistent with what they will actually

about themselves and about o)

experience in college,
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hold more cecwrute

present study

Project Advance. Project
selected Syracuse University courses in parti-

p
ard surrcunding states. Courses are taught

) S

nigh school teachers under the supervision
regular University courses, and consider-

standards are indeed being maintained

College Characteristics Index (CCI)
frst, whetner the celliocge expectations of
and then coming to Syracuse University
her ireshmen entering Syracuse University,
direction of more realistic expectations
Advanre group.  One would expect that participation
woei 13 lead to mora “accurate” expectations of the

a1l climzte but have jittle influence on expectations

Accuraly 1s defined in the present

(v e options of upperclassmer.

searah using the CCI has focused or need-press con-

abtrition. An excelisnt review of this iiterature

ity

Hc aver, students' adaptation to and cuccess 1in
by the congruerce of their needs and the insti-

SLTA0NAT L “aan consequence of their expectations end the press they

auterbach and Vielhaber, 1966). Standing and Parker
of disparity between the anticipated envi-
mont would relate to achievenent, satisfaction
mog ol the upiversity. However, their resuits re-
between inaccurate preconceptions and achievement were
inconciusiva, ificant differences were found between the preconcep-
dents who dropoed out and those who did not. On the other hand,

Vielnaber (1966), using the CCI with West Point Cadets, found that

t1ons o7 40

Laute

ACCUT:

Ly end of the year GPA. However, the expectaticn-press measur

atd in the prediction of grades over other indicators already

~

1igh school vank in class). More recently Dresser

#vaiiable {1.p., DAY=V, 2AT-M,

(18715, uzning the 001 to study student atirition at Syracuse University, found

that envivonmential excectations were significantly related to student dropout.

B4
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Methodolgy
Precedure. During the summer o7 1975, as a part of the freshman orjenta-

tion program at Syracuse University, entering students were asked to complete

]
e
et

e

Respenses had already been collected for college
the College of Arts and Sciences at Syracuse University

as part of another study (Woodstruck, in preparation).
The CCI was developed by Stern (1958, 1970) 25 a measure
f the college environment. The instrument consists of

@ seri:3 of 105 {110 on the short form; 300 on the long form) which describe
possinie chars teristics of a col’ - i{sspondents rate @noree or disagree)

sach item - qe basis of their bel..: that the item describec something that
is or ds o it to occur at their college. These items compose eleven

College U roniant Factors which are reported in Figure 1 and described in
eariier work by Zteen (1870).

amp. A total of 2039 entering freshmen complete’ the CCI. Of these,
54 had completed one or more Project Advance courses during their senior year

in high schoci. The college sample consisted of 377 students from all four

in the College of Arts and Sciences at Syracuse University who
completed the CCI during the sprwng of 1973. In the present study, they will
be referrad to as "upperclassmen.'
Data Anailysis. The data ana]ys1s wes conducted in two parts. The first

d discriminant analysis to determine if entering freshmen differed from upper-
classmen across the eleven factors of the CCI, that is, whether or not the fresh-
man myth existed in the entering students. Part two used discriminant analysis
fo compare the college expectations of Project Advance students (PA) with those

f catering froshmen (NPA), Discriminant analysis is a multivariate multi-
Li0UD Toohmigue that answers the questions, "What combinations of scales best

{i.e., discriminates) differ. aroups”? Discriminant analysis was
a5 the analytic technique ber . = eleven factors of the CCI show
a substantial intercorrelation. Both 25 were completed using SPSS version
7

re or each group on cach factor are reported

EI{IC : 91

Aruitoxt provided by Eic:



1. Aspiration Level

2. Intcilectual Climate
3. Studsnt Cignity
4. Academic Climate
5. Academic Achievement

6. Self-Expression

7. Group Life

8. Academic Organization

9. Zocial Form

Play

Y. Vocational Climate

Counteraction, Change, Fantasied Achievement,
Understanding

Reflectiveness, Humanities-Social 5ciences,
Sensuality, Understanding, Fantasied Achievement

Objectivity, Assurance, Tolerance
Humanities-Social Sciences, Science

Achievement, Energy, Understanding, Counter-
action, Conjunctivity

Ego Achievement, Emotionality, Exhibitionism,
Energy

Affiliation, Supplication, Nurturance, Adap-
tiveness o

Blame Avoidance, Order, Conjunctivity, Deliber-
ation, Deference, Narcissism

Narcissism, Nurturance, Adaptiveness, Dominance,
Play

Sexuality. Risk-taking, Play, Impul..veness

Practicalness, Puritanism, Deference, Order,
Adaptiveness

Figure 1 First -Order College Environment Factors (CCI)

“nyrce: 5.6, Stern. People in Context, New York: Wiley and Sons,

Inc., 1970,

p. 56-58,
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TABLE 3

Centroids of Groups in Discriminant Space

Group Function

- Freshmen

Upperclassmen 1.88
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TABLE 4

Predicted Classification of Entering Freshmen
and Upperclass Students

Predicted Predicted
7 Entering Upperclass
__Actual Group o Freshmen _Students

tntering Freshmen 1507 132
(N = 2039) (93.5%) (6.5%)
s Students 9 368

(2.4%) (97.6%)

O
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pectations of Play-
‘otions of upperclass-

Academic Jruanization

lor perception) that the institutional
is a minimum of coercion, thaf stu-

and consideration accorded mature adults.

gnal press for the development of social skills,
‘tation that participation and appropriate manners
nmen were lower than upperclassmen in their ex-
ization factor. This dimensicon refers to the

ard struct e in the academic environ-

reshmen seeme¢ "0 expect fas Jore social activity to

icipation in that

same time, they expected

otz of college.  These

viassification analysis

SRSERRON BT H S TR TS furoentering freshmen and uroerclassmen indicated

94 1R of tne 2005 stydents could be correctly classified (rdb1P 4). Since

- studept's o ticns/perceptions
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unction is defined primarily by

factors., The Academic Achievement factor refers to students'

Hig
v¥ the academic standards and intellectual rigor of the institution
iy of éﬁztrucii,n and learning that students expect to find. Stu-

re feel that competition for grades will be intense and

: » r
chat taculty will cush students to their full capabilities. Students who have
iri high school are less imbued with these beliefs. The

L
o

aken celiege oo irse
ton factor 15 concerned with opportunities offered to the students

Tor the develooment of Jeadership potential and self-assurance. Again, PA stu-
dents ha.2 a lower score then the NPA group. Academic Climate refers to the
academic excellence in staff and facilities in the conventional areas of the
nurianities, social science, and natural sciences. A high score on this factor
weuld dncicate the pracence of good facilities such as libraries and laboratories.
PA students hold higher expectations along both of these factors than de NPA
students,  Overall, the function migh% be termed an Ac:damic Achievement function

with PA students expecting a lower iﬁstftutiﬁnai press fg- academic achievement

b

and a somewhat higher press for self-expression and beiter zcademic f~-iTities
than o MTA sticents. he centroids of PA and NPA studeri. ‘v discriminant space
A clas<ification analysis showrs 1 iscrea.~ in the

ts into their original groups (PA or HPA) on the basie

‘unctien.  This {s probably due to the very small pro-
sortion of PA the overall group {less than 3%). While groups dif-
nivicantly, tne diffarences are not sufficient to a, m the classifi-

Ei
sdye u"ﬂl
&~3§é~;\1 i/isﬁz’

coming to Syracuse University in-

firata that, averall, entering freshmer have unrealistic and idealized expecta-
consistent with what Stern (1970) describes as the fresh-

co
itan mytn.  However, students who had taken culiege courses during high school
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TABLE 6

Centroids of Groups in Discriminant
Space for "A and NPA Students

Group - - __ Function

Project Advance Students -.56

Non Project Advance Students .02

10

v 100




through Project Advance differed significantly from the other entering freshmen
and appeared cleser to upperclassmen in their expectations of academic and in-
tellectual aspects of college. PA students did not differ significantly from
other freshmen in their expectations of the social or personal aspects of col-
Tege 1ife. 5till, PA student scores were in the direction of the upperclass-
men's perceptions on the majority of the dimensions of the CCI.

It is interesting that significant differences were found on a function
defined primarily by Academic Achievement, the dimension ‘most directly related
to the classroom experience. The rigor of college level work appeared somewhat
less mythicized to the PA group. This may merely reflect a greater confidence
among these students that they have the nécessary skills and can meet the chal-
lenge of college work. Indeed, this would be consistent with results of an
earlier study of PA students who had gone on to college in which over half of
the respondents indicated that their experience in Project Advance courses helped
them learn to manage their time and develop good study habits. (Chapman, 1976).

An alternative explanation is that the more accurate college expectations
of the Project Advance group were due to their experience with a college course
itself. The reader should be cautious, because correlation does not denote
causality; one cannot conclude from this study that taking Project Advance
courses "caused" the greater accuracy of expectations. Still, it is a reason-
able speculation. The speculation is supported by the greatest differences
observed on those dimensions most directly related to classroom activities, the
experience on which PA and NPA students most clearly differed. Perhaps the
first-hand exposure to college level work leads to more accurate expectations
of college in general and of the academic aspects of college in particular.

One can speculate that the more accurate expectations would redice students’
initial frustration and tension of adapting to college 1ife and would, in turn,
contribute to their success as college students.

The theoretical basis for refatihg expectations of courses to expectations
of college in general is cloudy at best. Calista (1975) has pointed out that
little differentiation is made between generalized institutional expectations
and those associated with a student's actual courses. He speculates that stu-
dents can be unrealistic about their situational (college) expectations but be
quite realistic about their contextual (course) expectations. Results of the
present study suggest that the two may be more closely related and that course
experiences may be important contributions to generalized expectations. This

area deserves more study.
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Is it reasonable that one, maybe two, college courses taken during high
cchool could have sufficient impact to be related to the differences in expec- '
tations? Probably so. Previous studies indicate that by the sixth week of
the freshman year, the idealized image of college 1ife described earlier as the
freskmar, myth disappears, and students develop a more realistic perception of
the environment {Sterm, 1970). Stafford {1570) has found that the freshmen
perceive the school no differently from other students by the end of the first
semestar. The freshman myth is dispelled quickly. Perhaps PA students are
closer in some respaects to being second semester freshmen in terms of their
classroom experience.

A third possibility should be considered. As mentioned earlier, Dresser
(1971) fourd that environmental expectations were significantly related to stu-
dent attrition at Syracuse, However, "in terms of press expectations, those
who left Syracuse appear to have expected less «f an Intellectual or Academic
Climate, lower levels of Academic Achievement anc fewer opportunities for Self
Expression than those who stayed." He further noted that these students tended
to have high intellectual needs. Hence, while their expectations were closer fo
reality (that is, the the perceived press) than the high expectations associated
with the freshman myth, these were incoengruent with personal needs. Possibly
the lower Academic Arhievefient scores of the PA students foreshadows a problem
with perseverance in college. It ‘should be noted, however, that the PA students
in the present study, whila lower than NPA students on Academic Achievement,
were higher on Academic Climate and Self Expression. They do not fit into the. .
pattern described by Bresser, Further research should investigate whether stu- 1
dents who take college courses during high school differ in their persorality
from other college-bound students, particularly in the area of achievement and/or

motivation.
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[t ic the intent of this first report to present student enroliment and the
distribution of grades for Project Advance in the academic year 1974-75

Enroliment

enroliment blossomed in this, the second year of the Project's vperation.
The averall enrollment figures quadrupled from 462 in the 1973-74 academic year
to 1865 in 1974-75. This increase is reF?ective not only of a four-fold increase
in the numper of particinating schools, but:a substantial increase within schools.
Both kinds of growth are important to Project Advance; howewer, growth within a
school is a powerful indicator of the acceptance of the pragram by the schooi
and its students. This may serve to demonstrate confidence im Project Advdnce
both before and after its implementation in schools, A summary of enrsl1mEﬂt
by course is presented in Table 1.

Achievement .

The second area of interest is that of student achievement represented as
the numbers and distributions of student grades. This 2llows the reader to get
an idea of what students' performance was like for the academic year. For our
purposes we may say that the distribution of student grades represents an even
more specific data set than many traditional grade distribution reports. The
courses offered by Project Advance are systematically developed and monitored.
Therefore, given the breadth of application to nvmerous settings throughout the
state, two maj » observations may be made. {1V frzdes are rerlective of a stu-
dent's progress at his own rate through courses designed to monitor his progress
at reqular intervals. (2) Grades may demonstrate tlie consistency with which
courses were of fered in the many different settings. This allows a graphic and
comprehensive statement of comparison across all schools and all courses.

Quality points are a standard indicator for college and un1ver51t1es as a
way of reporting student achievement. A quality point is the number of credit
hours times the number assigned to each grade (A = 4, B =3, C = =2, D =1).
This is a workable format for Project Advance because of the variable credit

arranaements of many of the courses. The quality noint affords a standard
measure by which all courses may be compared. Future reports will use this
mode as well. ;

Summaries of quality points generated for each course are presented in
Table 2. Figure 1 shows graphically the quality point distribution across
courses for all schools. This illustrates clearly, for instance, the difference
in design aporoach between English and Psychology. Most peneficial is the
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i1lustration of the relative size of the participating courses and their dis-
tributions.

There are other terms that most institutional researchers use such as "FTE,"
veredits,” "semester hours,” etc. which for the large part do not apply to. the
Project Advance course division summaries. However, for the sake of comparability,

come of these terms will be used, occasionally in modified forms. “FTE" is a

¥

arm meaning "full-time equivalency” and usually refers to the grouping of credit
hours by "full-time" blocks, usually 12 credit hours in undergraduate institutions.
Since Project Advance is not a degree-offering program, the term wiij not be used
sxcent to designate student enrollments. "Credits" and "semester hours" are used
interchangeably to designate the number of units of study assigned to
a course. Technically, a credit hour is eguivalent to one hour of instruction
per week for fourteen weeks. Most Courses are three credit hours per semester
or the equivalent of three hours of instruction per week for fourteen weeks.

The following sections discuss, by course, the enrollment and grading
patterns of Project Advance for the 1974-75 academic year.

English 101- 102

Freshman English is divided inte six credits, earned in sequence. English

101, the study of composition, consists of the writing of argumentative
essays (essay unit--one credit, pass-fail), the critique of short fiction (fiction
unit--one credit, letter grade assignment), and the critique of poetry (poetry
unit--one credit, letter grade assignment). participation in the two latter
units is contingent upon a passing grade in the essay unit. Therefore (and
because the course is 5g1f -paced), there is usually some attrition after the
assay component. This, as well as the distribution of scores on the units, is
dgisplayed in Table 3. English 102, the study of literature, is composed of mini-
courses (designed by each school in conjunction with the Project Advance staff)
ard independent research papers (Independernt Study). For the 1974-75 year, each
of these components was offered as a single credit option in the combination of
one minicourse-two independent study units or two minicourses-one independent

study unit.

Table 4 (A, B, and €) is a breakduwn by school of each of the one-credit
units in English 101. Since these units are uniform throughout Project Advance,
it is interesting to compare schools with regard to their grade patterns. Note
that there is a s}ight attrition rate from the essay to the fiction to the poetry
unit. Students have the option of completing only those units they choose to
complete. Therefore, some studentis stopped after the essay or fiction pnits,
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It is interesting to note that smaller sections generally had no lower drop rates
than larger omes. It is not clear to what this phenomenon should be attributed.

Psychology 205
The Psychology course, although complex in internal design, has as its out-

come one final grade reflecting three credit héurs of college study. Distribu-
tions of grades for each school are shown in Table 5. Compared with some other
courses. there is a relative abundance of high grades in Psychology. In all
schools but one, the highest concentraticn of grades is in the "A® range. This
ic a function of the design of the Psychology course which js constructed on 2
mastery approach (modified Keller* plan) which encourages students to complete
enough units for an "A" grade given a relatively flexible time frame. The dis-
tribution of grades for schools confirm the expectations for such a course.

Religion and Brass Methods

Three schools were involved in the offering of Religion 105 (Human Values)
and Music 314 (Brass Methods). Though small in enroliment, both courses were
successes in terms of student achievement. Table 6 summarizes Religion 105's

student data, and Table 7 gives a summary for Music 314.

Summary

This report has been one that stressed grawth and comparison. The growth
was reflected by enrollments within schools, addition of new schools, and ad-
dition of new courses. The comparison was among schools and among courses.
Fach comparison confirmed the consistency of distribution of- grades both with-
in courses and within schools.

*Keller (1968) pioneered a course design characterized by the mastery of small
units of instruction which allows students to accumulate total points for a final
grade.

103

« 109




TABLE 1

Project Advance Student Enrollment Summary

Course Enrollment # of Schools

Psychology 205 671 17
English 101-102 1170 34
Religion 105 16 1
Music 314 8 2
o V ) ; T 7754**

Total 1865*

* Some students were enrolled in more than one course, so this
number is the number of enrollments. The number of students is
less (1378). '

this figure includes dual and triple school offerings. The
number of schools was 39.
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Figure 1
The Distribution of Quality Points

for Each Project Advance Course
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TABLE 2
The Distribution of Quality Points
by Course for all High Schools
Combined 1974 - 75*

Course Grades Total
- - Quality

Points

A B C D P Earned

Freshman English 802 1692 1422 98 1170%* 5184
Psychology 1329 447 210 27 .- 2013
Human Values 19 26 7 0 ———— 52
Brass Methods 21 3 0 0 -——— 24

2171 2168 1639 125 1170 7273

* Quality Point = Credit Hours x Grade Point o
**[ ayel 1] quality points were awarded pass/fail (P/F)
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TABLE .3

The Distribution of Grades of High Schools
for Freshman English, by Unit of Study
1974:-75

Total
Credits
A B C ) p Earned

Unit Grade

[ssay - - “e- - 1170 1170
Fiction Enghash 143 465 421 19 — 1048
161 406 400 29 - 996
317 561 404 39 - 1321
649

Poetry

Minicourses English 7

Indevendent Study 102 181 260 197 11 ————
Total 802 1692 1422 98 1170 5184
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TABLE 4A

Freshman English
Course Totals -- First Semester

Enrollment

1 55
2 24
3 35
4 56
5 30
6 54
7 21
8 31
9 17
10 68
11 20
12 68
13 17
14 38
15 24
16 ' 109
17 48
18 19
19 26
20 27
21 33
22 44
23 13
24 23
25 7
26 27
27 16
28 19
‘29 14
30 30
31 30
32 75
33 21
34 R 35

Total 1170
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TABLE 4B

115

Grade Distribution: Fiction

v Section

School A B C D Totals
1 9 29 13 51
2 6 10 8 24
3 7 19 10 36
4 18 18 16 3 55
5 7 8 8 23
6 9 21 21 51
7 1 7 12 1 21
8 ‘ 13 17 1 31
9 , 11 7 18
10 7 31 23 2 63
11 5 7 7 1 20
12 10 41 21 72
13 7 5 4 16
14 1 20 17 38
15 1 5 17 23
16 15 40 44 4 103
17 4 20 19 2 45
18 12 7 19
19 17 3 20
20 7 15 4 26
21 10 13 9 32
22 2 6 16 24
23 4 5 9
24 9 11. 1 21
25 4 3 7
26 2 12 15 - 29
27 , 8 5 13
28 1 9 9 19
29 ] 5 4 1 11
30 1 13 15 29
31 4 10 14 28

32 8 15 10 33
33 7 13 20
34 5 17 3 25
Total 143 465 421 19 1055

109



TABLE 4C |
- Grade Distribution: Poetry

: Section
School A B C D Totals

1 2 16 33 51
2 6 8 10 24
3 8 11 14 33
4 21 17 19 1 57
5 4 7 4 3 15
6 5 29 19 54
7 1 9 7 20
8 4 12 13 29
9 3 6 2 11
10 5 32 22 1 60
11 8 8 4 20
12 12 29 25 4 70
13 4 5 3 12
14 7 13 18 38
15 1 7 14 22
16 15 38 44 1 98
17 2 14 24 3 43
18 2 11 6 19
19 3 14 3 20
20 7 8 11 26
21 15 13 4 32
22 4 8 12 24
23 2 1 3 6
24 11 4 7 22
25 3 3
26 1 3 19 3 26
27 1 2 1 4
28 12 7 19
29 4 3 7
30 5 14 9 28
31 4 13 10 27
32 8 18 11 37
33 1 7 8 16
34 6 14 6 26
Total 161 406 403 29 999
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TABLE 5

Distribution of Grades by High Sch:r;:tsgl
for Foundations of Human Behavior (Psychology 1205)
1974 - 75

School Grades .
S Enrollment
A B c by School
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TABLE 6

The Distribution, of grades by High School
for Human Values (Religion 105)" |
1974 - 1975

Course - Gféd?rr 7 ,
N Enrollment
A B c P by Option
Belief Option 3 8 5 0 16
Paths of Salvation 8 6 2 0 16
Philosophical Methodology 8 8 0 0 16
- i9 22 70 a8

total grades
given
(# quality points)

*Rel-gion 105 was offered each semester (1974;75) in one high school.
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TABLE 7
The Distribution of Grades by High | School
for Brass Methods (Music)
1974 - 15

School Grades .

- Enrollment

by School
5
3

A B c

e
vl

olo o v

0
2 3 0 0
0

Total 7 1 8

El{fC‘ 119

Full Tt Provided by ERIC.



THE PRIORITIES DF STUDENTS, PARENTS, AND STHOOL PERSONNEL
FOR PROJECT ADVANCE
AND THEIR EXPSCTATIONS OF PROJECT ADVANCE COURSES

David Chapman

Q 1 1 i
ERIC

Full Tt Provided by ERIC.



Introduction

The concern of parents for their children, teachers for their students, and
high school and university personnel for the programs they oversee are often dif-
ferent. Often, decisions about education have fallen to educators as the "experts"
in the area. Over the last ten years, however, parents and other community groups
have shown & jrowing interest in knowing what their schools do and an increasing
desire to be involved in those decisions {(Gooler, 1970). In particular, parents
have become more involved in the goal setting activities of their. schools (Walterg,
1973; Pincus, 1975; Leean, 1975).

‘One concern of Project Advance is that, as the Project expands, it remains
" responsive to the goals of the multiple audiences which it serves. During the
first year of the Project (1973-74), a study was undertaken to identify the goals
and priorities of parents and students (Slotnick and Chapman 1975) in the belief
that this information would be useful in Project planning. A second use of the
information was to advise high school administrators considering participation in
the Project who were concerned with the reception of the program by the community.
During the second year of the Project (1974-75) this study was revised and expanded
to investigate the priorities of students, parents, teachers, and high school
administrators involved with the program. Along with the use of this information
in Project planning and advising high schools was an additional purpose: to see
if people's perceptions of the Project, as erpressed by their priorities, changed
as the Project grew.

While the first part of this study dealt with people's priorities for the
program, a second part dealt with people's expectations of the courses themselves.
Specifically, this portion of the study describes and compares the expectations
of students, parents, and school people (teachers and principals combined) towurd
Project Advance Eng“ish and/or Psychology. The study was undertaken for three
purposes: 1) Expectations influence subsequent ratings of a course. A knowledge
of pre-course expectations aid in the interpretation of post-course ratings.

2) The Project was interested in determining the congruence of expectations across
groups. This information can help guide the way the Project represents itself and
is part of a concern that people's expectations not be in excess of what the pro-
gram can fulfill. 3) Parents and school people influence the college plans of
students. It was felt that this information might help describe the population

best served by a program 1ike Project Advance.



Methodology

The priorities of students, parents, teachers, and principals were determined
by having members of each group sort thirty goal statements into five categories:

1) The two most important outcomes for Project Advance.

2) The next seven most important outcomes for Project Advance.

3) The twelve statements that were not selected for any of the other

“ategories. : '

4%  the seven least important outcomes of Projecf Advance

5) The two least important outcomes for Project Advance.

The sorting was accomplished by using a two-page "Goal Survey" in which
the number items were listed on one page with respondents asked to sort state-
ments into categories by placing statement numbers in ;ﬁe appropriate areas of
the next page. Additicnally, respondents were asked to provide Timitéd back-
ground and demographic data. A copy of the "Goal Survey" is shown in Appendix A. -
Pre-course expectations were collected using the Adjective Rating Scale (ARS}
{Kelly, 1971; Kelly and Greco, 1975). Respondents rated 24 adjectives across
a four point scale ("extremely," "very,” "slightly,", "none at all") in response
to the statement, "I expect this course in Project Advance to be . . MOA
copy of the ARS is found in Appendix A, '

Respondents to the Goal Survey and Adjective Rating Scale included members
of four groups: students enrolled in Project Advance English and/or Psychology,
their parents, teachers teaching Project Advance English or Psychology, and
principals of the schools where the courses were offered. Students completed
the instruments in class during October 1974; teachers completed theirs during
the fall teacher seminars. Parents and principals were contacted by mail at
the beginning of the school year. In using the mail, all standard procedures
for ensuring a high rate of return were empioyed. The rates of response of
each group on each instrument are reported in Table 1.

Demographic information was collected on the Goal Survey to help describe §
each sample. A review of this information suggests that: 1) Hearly ail the |
students-in both samples expect to go to college, with the predominant preference
teward four-year public and private colleges 2) Compared to the general adult
population in the United States, parents of Project Advance students are more
apt to hcld professional or white collar employment and have at Teast two years
of college education. Nearly 58% of the fathers reported some college experiéﬁce
while 46.5% of the mothers reported at least two years of college. The parents |
personal experience of college might be expected to influence their priorities -
and expectations for Project Advance. 3) The teachers involved with Project
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TABLE 1
Frequency of Useable Responses and-Useable Responses
as a percent of the Original Sample for Each on the
Goal Survey and Adjective Rating Scale

Adjective Rating Scale

Sample Size Goal Survey

Students 13912 1144 (82) 1292 (92)
Parents 546° 280 (51) ' 280 (51)
Teachers 80° 78 (99) 78 (99)
School Administators 39¢ ‘ 35 (90) 33 (84)

= Represents the entire population within the catagory
= Population of parents is estimated at 2780

o ooe
i
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Advance tended to be experienced teachers. Nearly two-thirds of the teachers
have coursework beyond the Master's degree and the average teaching experience

is 12 years. 4) The priﬂcipéYS tended to be seasoned teachers who had consider-
able experience as school administrators. More detailed information is presented

in work by Chapman (1975).

Instrumentation

he thirty items on the survey represented a possible
each was formulated as a goal statement. For
example, "Project Advance students should have less trouble adjusting to college,"”
or "Participating in Project Advance should provide a student with an indication
of his/her ability to do college work." The items were adapted from the "Student
and Parent Questionnaire" developed by Slotnick and Chapman (1975) as a part of
thEpreviausyéar'seva1uaticﬁcf Project Advance. During the first year of
Project Advance an independent outside evaluator of the Project conducted inter-
views with high school administrators, instructional materials developers, and
administrative personnel associate with Project Advance to identify what they
thought were important outcomes for Project Advance. The information from

these interviews was condensed and reported back to a general meeting of the
educators involved in-the interviews. From this meeting, sixteen broad categories
of goals, mentioned by at least one group of educators, but not necessarily by
all, were identified, as shown in Figure 1. An item pool, was developed for

each category by the evaluation staff of the Project drawing on the general
Titerature pertaining to high school-college articulation and the evaluation
documents of Project Advance. The final selection of 33 items was drawn from

this pool.

Adjective Rating Scale. The ARS was originally developed as a measure of
student attitudes toward college courses (Kelly, 1971; Kelly and Greco, 1975).
The twenty-four terms on the instrument were originally selected from a large
set of adjectives used by students at Syracuse University when they were asked
to 1ist the three words that best described the course they had just completed.
Terms were chosen for their common usage and bipolarity. A principal components
analysis with varimax rotation yields a five-factor solution that has been
found to be internally Consistent across grade level (high school to graduate),
course contents, pre- and(éaéﬁ=c@§fse administrations, and geographical settings

(Kelly and Greco, 1375; Chapman, 1975). Kelly and Greco (1975) report internal
reliability {alpha) coefficients for the factor scales ranging from .71 to .85.
Their scales show a substantial correiation with the evaluation, potency, and
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Figure 1
Categories of Possible Outcomes of Project Advance
Identified by Slotnick and Chapman (1375)

o;m oA W

10.
11.
12.

13.
14.
15.

==

Equivalency of Syracuse and Project Advance courses
Enrollment in Project Advance

Parental attitudes toward Project Advance

Students' and teachers' attitudes toward Syracuse University
Growth and expansion of Project Advance

Certification of high school teachers to teach Project
Advance courses

Ongoing relationships between high school and Syracuse
University -

Adequacy of Project planning

" Favorable publicity for Project Advance

Information for guidance purposes
Low dropout rate from Project Advance

Accessibility to Project Advance by a variety of high school
students

Enrichment of high school experience
Evaluation of college potential
Student interest in college

Student. performance in college
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TABLE 4

Spearman Rank Order Gnrrelétiﬂn Coefficient of 30 Goal Statements
by Students, Parents, Teachers and Principals

Comparison Rho P

students with parents .95 .001
students with teachers .90 . 001
students with principals .87 » . 001
parents with teachers .92 . . 001
parents with principals .92 .001

teachers with principals .95 .001
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activity scales of the semantic differential (Kelly, 1975).

Results
Goal Survey. The procedures employed in data analysis were reported in
considerable detail in work by Chapman (1975). Essentially, items on the Goal
Survey were rank ordered for each group separately and Spearman rank order
correlation coefficients were computed between every possible pair of groups

to determine if the rankings were correlated. Results of this analysis are

shown in Table 2-3. The ranking of all four groups show strong, significant
intercorrelations, (p < .001) for the 30 goal statements for Project Advance.

In other words, thesé four groups have a high level of agreement in their
ordering of goals for Project Advance.
| Several general observations will assist in the discussion of these results,
First, consider the particular statements at the top and bottom of the orderings.

Project Advance should improve the study of
classroom skills students need in college.

Top
Ranked High school students who SUCCESSfUTTy EompTete
Project Advance courses should receive college
credit.
Project Advance should receive favorable
publicity in newspapers and other news media.
Bottom ,
Ranked Project Advance should improve high school

students' feelings toward Syracuse University.

The first observation is that top ranked goals refer to benefits accruing

directly to the student. They express goals that are intermediate and instrumental
to the student's longer range goals of entry to and success in college. The
bottom ranked goals regard benefits to the agency (Project Advance) or fnstitution
(Syracuse University), goals which might be seen as terminal or unrelated to the -
'zespgndents. When students receive their college credit, their contact with the
sponsoring institution, in most cases, ends and is of little or no continuing
concern to the respondents. Even the school people who hope to continue the
program may feel 1ittle sympathy or concern for the future welfare or prestige
of the sponsors. A similar observation was made by Wilder (1968):
Because the goals of education are in some respects the most
general and Tong range aspects of education with which par-
ticipants in the system are concerned, it is quite likely
that these goals lack importance, salience, or relevance
for teachers, mothers and students on a day-to-day basis.
In schools, as in most organizations, terminal goals are
frequently displaced by more immediate and tangible concerns.
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A second geﬁéfa] observaticn is that there was greater agreement among
school peoﬁ]e, especially principals, as to the least important outcomes than
among either the student or parent groups (agreement is indicated by Tower
standard deviations associated with responses to each statement). This suggests
that school people do not see their participation in the program as implying
their advocacy of the sponsor. This might suggest that the personal prestige
of offering a college course is less important than the perceived benefits to
the local school. ’

A third observation is that student and parent priorities have shifted
since the first year of the program. The goal study done at the end of the
first year found that: N

Equivalence of student performance on and off campus and-
continued support from the University were most important
to both groups. Favorable publicity to the Project, the
University, or the school district were among the Towest
ranked outcomes. Likewise, students and parents were close
on the strength of importance they attached to the top and
middle rated outcomes. However, more disagreement between
groups was found among the lower rated items (Slotnick and
Chapman, 1975, p. 75).

While in the first year, equivalent student performance and careful monitoring

of the program were the priorities, by the second year the emphasis had shifted
to the "competitive edge" which participation in the program might offer a
student headed toward college. Perhaps this suggests that in the first year,
when the program was primarily available to only Syracuse area schools, it was
generally perceived as an "experiment” and attention was on whether the experi-
ment would work. During the second year, when the program was offered state-
wide, it was no longer seen as an experiment but as an "instrument"” with attention
then shifting to the payoff--college credit,widely transferable, study and
classroom skills in college. The shift may have been due to something emanating
entirely from the parents themselves; or, it might have been due to the way

in which the Project presented itself while recruiting new schools--as a program
with some proven success. The survey may have picked up expectations which the
Project itself planted. The question, in either case, is whether the Project

has yet had enough "history" to warrant the shift in expectations (as reflected
by the shift in priorities). Some evidence suggests that many colleges to which
these students may apply have 1ittle experience and little or no policy regarding
the treatment of the college credit students can earn through Project Advance
(Wilbur, 1975). Moreover, the Project has 1ittle information on the study and
classroom skills developed in Project Advance courses or that students find

them useful in college. Until the Project has a Tonger history, it might be

123
131



well to retain the rubric of "educational experiment," in so far as that rubric
helps keep priorities (and expectations) more within the 1imits of what the
Project is sure it can deliver. This can be accomplished most diréctiy in the
way the Project presents itself to the schools and in the claims it makes.

Adjective Rating Scale. Responses to each group to each of the adjectives
are reported in Table 5. The greatest difference in ratings for-particu1ar
adjectives across groups were "Difficult,” "Stimulating," "Challenging,"”
"Enlightening,” "Exciting," and "Rewarding." The expectations of school people,
overall, seem to be closer to student expectations than are those of parents.
Readers are encouraged to examine Table 5 and draw their own conclusions.

811 three groups began the year with rather high expectations for an in-
teresting and worthwhile experience of moaderate difficulty and minimally dull
or boring. The expectations seeé high yet, for the most part, reasonably
consistent across groups. The study does not indicate whether these expecta-
tions relate primarily to the particular teacher, the design of the Project
Advance course, or whether these groups even make those discriminations in
forming their expectations. In the present study, several additional (and more

influential analyses) were conducted using this data.

The ARS ratings can be considered a measure of people's attitudes toward
Project Advance courses. However, attitudes, when treated as multidimensional
constructs (see Kerlinger, 1967; Kerlinger and Pedhauzer, 1968), can differ in
two ways: 1) Theycan differ in composition, ij.e., the adjectives that cluster
together to define each factor cluster differently for each group. If that
happens, groups are said to have different attitudes. 2)They can differ in
direction and intensity, i.e., groups have the same composition of attitude,
but hold that attitude in different degrees.

In the present study, factor analysis was first used to determine if
groups shared a similar composition of attitude (as measured by the ARS) toward
Project Advance courses. Then, differences in direction and intensity of groﬁps
along that attitude were examined using discriminant function analysis. Responses
for each group on the ARS were factor analyzed using principal components analysis
with varimax rotation of factor structures with eigenvalued over one. Teachers
and principals were collapsed into one group termed "School People." Since the
factor structures of all three analyses (students, parents, school people) were
all highly congruent, data from all three groups were pooled and refactored.

Practical Value, Dullness and Difficulty. Responses for each group were scored
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across factor scales developed from this solution (Chapman, 1975).

Since groups shared a similar composition of attitude toward these courses,
the next step was to compare the direction and intensity of differences in this
sititude among the groups. Since statistical independence of factors was lost
by the scaling procedure, discriminant analysis was chosen as the procedure to
use in considering differences in direction and intensity of attitude toward
these courses across the three groups. Results of the stepwise discriminant
function, reported in detail elsewhere (Chapman, 1975b), indicated significant
differences in the direction and intensity of pre-course expectations among
students, parents and school people.

Interpreting discriminant functions must be done with caution and results
should not be oversimplified (Tatsuoka, 1971). The interested reader is referred
to the more technical write ups (Chapman, 1975a).

Parents and school people were similar in their expectation that the courses
would be "more duil/less interesting" while students differed significantly,
expecting a "more interesting/less dull" course. At the same time, students and
parents weré very similar in expecting a more difficult course while school
people differed significantly in expecting a less difficult course.

~ The higher expectation of an interesting experience on the part of an enter-
ing student may hint at what Stern (1970) calls the freshman myth--an idealized
stereotype of the college experience often help by entering college freshmen.
At the same time, the expectation of a less interesting and less difficult
course on the part of the school people may suggest a slightly jaundiced view
of the college experience, at least as it is translated into the college setting.
Further research may well consider how these varying expectations of a college
experience translate into advice and counsel to the coilege bound student.

Conclusion
This study investigated the priorities of students, parents, teachers,
and principals among thirty possible outcomes for Project Advance. Results
indicated that these four groups have a high level of agreement in their ordering
of goals for Project Advance. The study also indicates that students and parents
may have shifted from seeing the Project as an experiment as indicated in the
first year's evaluation to seeing the Project as an "investment" with more atten-
tion to the payoff, i.e., college credit and preparation for a successful college
experience.
Secondly, this study investigated the expectations of students, parents,
and school people toward courses in Project Advance. All three groups began
126
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the year with rather high expectations for an interesting and worthwhile experience
of moderate difficulty and minimal dullness. At'a more inferential Tevel of

analysis, sohe significant differences are ochserved among groups.
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Project Advance Evaluation
Freshman English
1974-75

This report of the evaluation of Project Advance English is organized
around three questions which are nften asked about the course: How «oes the
course operate? Does students' performance in the course really meet college
ctandards? And, how do students rate the course? Specifically, it describes
oroject Advance Freshman English as it was offered during 1974-75. It reports
on a study which compared the quality of papers written by students in Project
Advance Freshman English with those written by students in Freshman English at
Syracuse University. Llastly, it describes student response to the course as the

course operated in their high schools.

Description of Project Advance Freshman English

The freshman English course offered at Syracuse University and in the
high schools through Project Advance is a self-paced course focusing on compo-
sition and literature. The structure of the course is outlined in Table 1.
The student initially demonstrates his proficiency in basic grammar ang com-
position skills on a placement test which indicates at what level he should
begin the course. A student deficient in basic grammar skills is placed in
Level I, where he is assigned relevant self-instruction texis and is regularly
given criterion tests in the area(s) of his weakness. When he reaches a pre-
determined level of proficiency measured by these criterion tests, the student
moves into Level 11 (Essay Writing). The student, on the other hand, whose
perFormaﬂcé on the diagnostic test demonstrates adequacy in these basic grammar
skilis may be placed immediately in Level II where a diagnostic essay is written.
If he wr:.es a weak essay, the student remains in Level 11 where he must write
at least two consecutive passing essays before movifig to Level 11 (Literature).
A strong diagnostic essay will place him in Level 11, which consists of a series
of minicourses in fiction, poetry, selected literary topics, and independent
research.

Wherever a student is placed in the course, he moves at his own pace toward
advanced Tevels. The self-paced concept in English assumes and accommodates |
the wide range of English language proficiency which students bring to college.
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A Comparison of the Quality of Papers Written by Students in Project Advance
Freshman English with Those Written by Students in Freshman English at
Syracusa University

This study was designed to serve TWO purposes. first, to compare the
quality of student writing between the Project Advance and campus COUTrses, and
second, to describe the characteristics of passing and failing papers written
by Project Advance students. In comparing the qualityof papers, the study
answered two questions: 1) Were papers written by Project Advance students
which received passing grades as good as passing papers written by students on
campus? and 2) Were failing papers written in Project Advance English as poor as
papers which were considered failing on campus?

To answer these questions, three judges were asked to describe and compare
both passing and failing papers written on- and off-zampus. This procedure was
conducted cnce for papers at Level II and repeated for papers at Level III.

The judges were not told whether the papers they read were considered passing
or failing or whether the student authors were from Svracuse University or
Project Advance. The three judges participating in this study had all exper-

* jence with the teaching materials and procedures that were used by the Syracuse
University English Deoartment to teach writing. Two of the three judges were
familiar with the goals and design of English instruction in Project Advance.

The essays used in the study were collected by the evaluation staff from
both the Syracuse University English Department and the Project Advance teachers.
At both Level II and Level III, papers were collected in each of the following
groups:

High School Passing

High School Failing

Syracuse University Passing

Syracuse University Failing
Twenty papers were randomly selected from each of these groups. The random
sampling helped ensure that the results would generalize to all the students’
efforts. However, in examining the samples, one change was found to be needed.
The passing papers collected on campus at Level II during the second semester
were primarily from tutor sections which were designed to serve students pro-
qressing more slowly. While these papers were “passing," they were not judged
to be representative of the quality of campus passing papers overall. To of f-
set this, five of the strongest Level IT campus passing papers were selected
from the 1974-75 English evaluation and replaced by the five weakest passing
papers from the tutor sections. With this change, the new on-campus passing
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RN E RTINS fed to be representative of on-campus passing papers in
Tach qroup of twenty papers was then randoinly separated into two piles of
spers eacn.  One piie from each group was presented without identification
i vach judae for examination. The judges reviewed the papers to decide how

in sach group were similar te one another and different from those

T oather groups.  They were allowed to use whatever criteria they wished.

Level !l--Composition

At Level [I, the judges established eight criteria along which the papers
were considered.  These included Grammar and Mechanics, Language Competency,
Styie, Organization, Support, Topic and Thesis, Logic, and Depth of Thought.
Judues’ _orments describing each pile of papers across these criteria are pre-
sented in Figure 1.

The judges considered three piles of papers to be acceptable passing papers.
These inciuded Project Advance Passing, Project Advance Failing, and Syracuse
Uriversity Passing. '

Project Advance passing papers were described as well organized, competent
compositions which were generally successful in pursuing difficult ideas. They
were clearly the best pile of papers examined.

Project Advance failing papers were considered the next best set of papers.
They were characterized by few problems; where problems occurred, they were
minor. Students demonstrated large working vocabularies and generally attempted
to pursue difficult ideas.

Syracuse University passing papers were very close to the Project Advance
passing papers; they differed in the areas of organization and support. Papers
had few problems with grammar and mechanics; topic and thesis were generally
clear. . However, the papers had major problems with organization, primarily the
organization within the paragraphs. There wére frequent i1logical connections
between statements. Supportwas present but Frequéﬂtiy insufficient.

Syracuse University failing papers were by far the poorest.set of papers
examined and were considered by all judges to be ¢1é§r1y faiiing. These papers
were characterized by frequent problems in grammar, mechanics, and agreement SO
serious that the notion of style did not even apply. The logic of the

papers was poor; the depth of thought was shallow.
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Are the distinctiors provided by these descriptions clear enough to the
Sudges to allow them to classify a new set of papers? In other words, how
reliahle are the descriptions for each set of papers?

After the descriptions of each pile were complete, the three judges were
rach given @ sot of forty papers consisting of the remaining ten papers from
pach group (passing and failing, on- and of f-campus). These papers had been
randomly shuffled together. Again, the source and authorship of these papers
worenot known by the judges. The judges were asked to sort these forty papers
into four piles according o the earlier descriptions,

To make it easier to determine how reliable the judges were in assigning

grades to papers, the Tollowing numerical values were used to indicate the

v

quality and <uggested level of the groups of papers:

1--Project Advance Passing
2--Project Advance Failing
3--Syracuse University Passing
4--5Syracuse University Failing

Inter-judge reliability coefficients were computed using these values
(see Table 1) and the reliability of the composite scores (i.e., the sum of
the soares assigned by all three Judges) was estimated to be .68 using the

Spearman-B8rown prophecy formula.

TABLE 1
Correlation Among Judges for Level |l

7 Standard Judge 7
Judge Mean ~ Deviation 1 2 3
1 2.03 .94 1.00
2 . 1.93 .91 .33 1.00
3 2.15 .82 .64 .55 1.00
Criterion 2.50 1.12 .37 -.33 .38

N = 40. A1l correlations are significant at a = .05.

The low inter-judge reliability was due largely to the negative correlation
of the ratings of Judge 2 with criterion. Since the two remaining judges demon-
strated substantial agrecioent with each other (r = .64) and their ratings had
a healthy correlation with the actual source of the papers, the inter-judge
reliability was recomputed on the basis of Judges 1 and 3. again using the
Spearman-Brown prophecy formula. The inter-judge reliability using two judges
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was estirated to be .78, a reliability indicating that confidence could be placed
in decisions about groups of papers (i.e., Project Advance Passing) but that the
scores of individual papersmight be less stable. A sample of papers from each
category is found in Appendix A.

The ranking of both Project Advance passing and failing papers above the
Syracuse University passing papers deserves some comment. Several alternative
explanations can be suggested. First, students taking EngTish in Project Advance
may, as a group, be stronger students than those taking the course on-campus.
Many high schools advise only their best students into this course while the
best students on-campus do not take Freshman English, but go directly to a
hiaher level course. A second explanation might be that standards differ on-
and off-campus. The results may suggest that the teaching in Project Advance
is more carefully supervised than the teaching on-campus. The third explana-
tion, closely related to the second, is that the quality of the instruction may
differ. High school teachers in Project Advance tend to be experienced in the
pedagogica1 skills of teaching composition. The graduate teaching assistants
on-campus tend to have limited experience in teaching composition skills and
greater interest in teaching literature. The fourth alternative is that the
sets of papers used in the evaluation were not representative.

Level I -- Literature

The same general procedure was used in examining Level III papers. These
papers were critical literary reviews rather than the more personal writing
used in Level II. Since these papers were much longer than the other essays,
fewer of them could be read in the time allocated for this study. Consequently,
the judges were each presented with five papers from each of the four sources.
Only papers from the current year were used in this portion of the study.

The judges established six criteria to use in describing Level III papers.
These included: Topic and Thesis, Support and Logic, Grammar and Mechanics,
Diction and Usage, and Style and Organization. The judges'descriptions of each
pile are found in Figure 2. |

At Level I1I, the passing papers from both Syracuse University and Project
Advance were described as passing papers by the judges. Likewise, both sets of
failing papers were considered failing by the judges. However, the ranking of
the papers in terms of relative quality differed from that at Level 11.

Syracuse University passing papers were considered to be the best set.
These papers were generally successful in pursuing difficult ideas, had good
focus, and demonstrated a highly sophisticated understanding of the task.
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Project Advance passing papers were described as having fairly good organ-
ization and demonstrating a good understanding of the task; however, the papers
lacked focus. The individual paragraphs were generally well organized but the
relationship between paragraphs was sometimes weak. Support was generally ap-
propriate but not always adequate. These papers were distinguished from Syracuse
University passing papers primarily by the larger number of grammar and mechanica
problems in the high school set.

Project Advance failing papers were ranked next in overall quality. The
judges observed a general inability to define a literary problem, hence,
problems in all other areas resulted. Style seemed forced. Students seemed to
be writing according to what they thought was expected of them. Organization
was poor, both within the paragraphs and for the paper overall.

Syracuse University failing papers were rated as by far the poorest set.
These papers were characterized by frequent vasic writing errors. There were
serious spelling and punctuation problems and occasional fragments. These
authors demonstrated the least comprehension of the task.

Again at Level III, the characteristics identified by the judges after
reading this first set of papers were used to sort a second set of twenty papers.
The interjudge reliability using all three judges was .57. However, again, the
ratings of one judge, number 1, correlated quite low with the ratings of the
other two. (Note that the discrepancy in rating at Level II involved a differ-
ent judge than at Level [1.) Since the ratings of the other two judges had a
rather high intercorrelation, the interrater reliability was recomputed using
only Judges 2 and 3. This yielded an interrater reliability of .83. Again,
this indicates that confidence can be placed in these descriptions as a basis

for making decisions about groups of papers.

TABLE 2
Correlation Among Judges for Level Ml
Standard Judge
Judge Mean Deviation 1 2 3
1 2.45 .92 1.00
2 2.50 1.03 .45 1.00
3 2,65 1.06 .42 71 1.00
Criterion 7.60 2.58 .41 .44 .61
N = 20.
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Conclusion

The purpose of this portion of the evaluation was first to compare the
quality of student writing between the Project Advance and Syracuse University
Freshman English course, and, second, to describe the characteristics of passing
and failing papers written by Project Advance students. Given the procedures
described in this paper, the following conclusions have been reached:

1. Papers written by Project Advance students at both Level II and III
met the standards applied to passing papers in Freshman English at
Syracuse University.

2. At Level 1I, Project Advance papers, both passing and failing, were
better than the corresponding papers written by Syracuse University
students.

3. Level III Project Advance failing papers were better than the failing

papers On-campus.

Student Ratings of Project Advance Freshman English

The third partof the evaluation was to determine student attitudes toward
the course. This information is useful because if helps describe the course to
prospective students who might be interested in how their peers perceived it.
It also helps identify aspects of the course working particularly well and those
needing revision. This section is divided into three parts. The first reports
student ratings on the Adjective Rating Scale. Part two describes the responses
of students to 16 other questions regarding the course and offers some interpre-
tation of this data. The third part examines how students who differed in their
achievement in this course (grade earned and/or number of credits earned) differed

in their ratings of the course.

Adjective Rating Scale (ARS)

The ARS was developed at the Syracuse University Center for Instructional
Development (Kelly and Greco, 1975) as a measure of student attitude toward
college courses. Project Advance English students completed it twice, once at
the beginning of the fall semester asking students to rate what they expected
from the course, and again at the end of the course asking students what they
had found. Comparing these ratings helps answer the question, "Do students

course?" Table 3 reports student pre-course expectations and post-course ratings.
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TABLE 3
Student Pre-Course Expectations and End-of-Course Ratings
of Project Advance Freshman English During 1974-75

I (expect/found) this course in Project Advance to be

Pre-course Expectations End-of-Course Ratings
First Semester ‘ Second Semester
Project Advance : Project Advance

English--Overall English--Overall
(N=985) _(N=735)

extremely/ stightly/ extremely/ sTightly/
very  not at all __very not at all

45.
88.
32.
24,
52,
34,
64.
91.
21.
23,
48,
84.
27.
93.
36.
27 .
37.
69.
51,
. 83.
-4,
.68.
78.
95,

54,
11.
68.
75.
47,
65.
35.

8.
78.
76.
51.
16.
72.

25.
94.
17.
12.
48.
13.
37.
94.

6.

7.
37.
92.
15.
97.
18.
27.
34.
49,
35.
61.
17.
54.
79.,
96.5

Interesting 74.
Boring 5.
Relevant 82.
Informative 87.
Difficult 51.
Good 86.
Stimulating 62.
Irrelevant 6.
Worthwhile 93.
Valuable. 92.
Necessary 72,
Dull 7.
Challenging 84.
A Waste 2.
Practical 81,
Demanding 72.
Different 65.
Enjoyable 51.

[
ot [ ] ot Mol

o
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63.
73.
63.
30.
Enlightening 64. 48.
Exciting 38.
Rewarding 82.
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Provocative 45,
General 20.

Useless 3.
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Theve student ratings can be condensed into four "clusters" of words, (that
is, words that relate to each other) using factor analysis. When students tend
to rate one word in a cluster high, they tend to also rate other words in that
cluster nigh (or low, if the word is negatively related to the cluster). For ex-
ample, in the first cluster below, students who rated a course "interesting” tended
also to rate the course "stimulating" and not (=) “boring" or "dull." Each cluster
can be treated as a single idea and can be assigned a single score (an average of
the individual item scores). By examining the words that form each cluster, the
reader can give each cluster a label. For example, Cluster 4 might be labeled
"Difficulty.”

A) Pre-Course Rating--Project Advance Overall--Fall 1974
B) Post-Course Rating--Project Advance Overall--Spring 1975
C) Post-Course Rating--Your High School--Spring 1975

Clusters o . ,
EXTREMELY  VERY SLIGHTLY NOT AT ALL
1. Interesting, (-)* boring, good, A=2.5
stimulating, (-) dull, enjoyable, , B =2.7
exciting, rewarding, provocative 1 2z 11 3 4
v A=3.3
2. Boring, irrelevant, dull, a waste, _ B=3.4
useless ' 1 2 3 n 4
A=1.9
3. Relevant, worthwhile, necessary, ] B=2.2
practical, rewarding 1 12 1 3 4
A=2.2
4. Difficult, challenging, . B=2.3 )
demanding, different T 2 1 3 4

*A minus (-) sign indicates that this word is rated lower as the other words are
rated higher [i.e., (-) boring = not boring, (-) dull = not dull].

Figure 3: Student Ratings of Project Advance English Along
Four Adjective Clusters (from the Adjective Rating Scale)

Overall, the differences between student expectations and post-cours2 ratings
are not striking. The reader is encouraged to develop his own labels for the four
clusters. For purposes of this discussion they might be labeled "Interest Value,"
"Oullness," "Practical Value" and "Difficulty,” respectively. Overall, students
rated the course to have somewhat less Interest Value and to be somewhat less
Difficult than expected. The greatest difference between expectations and end
of course ratings was on Practical Value. Students expected the course to have
more Practical Value than they later rated it to have. Students found the course
to be somewhat more Dull than they had expected it to be.
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Student Responses to Other Questions
In addition to the Adjective Rating Scale, students at the end of the
core wore asked to respond to 18 other questions regarding Project Advance

Eraglish,

End-of-Course Ratings
English

A1l things considered, this course was

prcellent 19.9
tood 55.8
fair 21.1
poor 3.2

/
Overall, how would you rate the interest level of the class discussions in
this course?

extremely interesting
interesting

dull ’

really duill

does not apply

[
DL Nl
O L M D s

Overall, how would you rate the interest level of the lectures in this course?

extremely interesting 5.9
interesting 50.1
dull 27.7
really dull 7.0
does not apply 9.2

Overall, how would you describe the readings in this course?

very beneficial -30.2
adequate 55.8
confusing 8.4
a waste of time 4.0
does not apply 1.6

fienerally, how would you describe the work load required by this course?

very excessive 11.5
hravy 41.4
just right 43.4
rather light 3.4
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Rate the fairness of the college grading procedure (the assignment of letter
grades that were used in this course).

excellent 1C.8
good 51.5
fair 29.5
poor 8.3

Materials for this course were available when I needed them.

always 44.2
usually 48.2
rarely 6.3
never 1.2

Was this course an enjoyable experience for you?

always 5.5
frequently 41.1
occasionally 46.1
never 7.3

On the whole, how much do you think you learned?

a great deal 55.9
some 37.5
not very much 6.2
nothing .4

Required test(s)

excellent 6.7
good 46.7
fair 35.7
poor 10.9

Assigned reading(s)

excellent 15.1
good 61.8
fair 20.0
poor . 3.1

Programned booklets*

excellent 11.7
good , 48.3
fair 32.6
poor 7.3

*383 students responded to ‘this question

Q j,dgi .
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Films*

excellent 18.0
good 45,1
fair 26.4
poor 10.5

**401 students responded to this attitude

Rate the adequacy of your opportunity to meet directly with your teacher.

excellent 54.5
good 30.9
fair 10.7
poor 3.9

Would you recommend this course to your best friend?

yes 69.2
no 30.7

Some Observations and Comments

1. Overall, student ratings of Project Advance English were positive.

2. Within that positive range, students more often rated the course "good" than
"axcellent." This was also true of the student ratings on the Adjective
Rating Scale, though the top two categories were collapsed for easier reading.

3. Few large differences were observed between pre-course expectations and post-
course ratings. However, for the most part, where these shifts occurred,
they were negative. ‘Most notably, students found the course to be less ex-
citing, less rewarding, and less stimulating than they had éxpected it to be.

These data help us to answer one additional question: Do students who differ
in their performance in this course also differ in their ratings? One aspect of
this question is: Do students who did not do as well in the course still find
it to be a positive and worthwhile experience?

In the English course achievement can be considered in two ways: 1) as a
student's average grade in the course and, 2) as the number of credits a student
earns. Table 4 compares the responses of students who differ in grades and
credit earned across selected statements on the course evaluation questionnaire.
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TABLE 4

Comparisan of Student Responses on End of Course Questionnaire Between Students Earning

“A's" and Those Earning "C's" and Between Students Earning
Credi hose Earning 1-3 Credits

End of Course

___Questionnaire

86 C

s and T

Students

Students Students

Students

A1l things considered,
this course was

Overall, how would you
rate the interest level
of class discussions in
this course?

Generally, how would you
describe the work load
required by this course?

Rate the fairnpess of the
college grading procedure.

Materials were available
for this course when 1
needed them.

Was this course an
enjoyable experience
for you?

On the whole, how much do
you think you learned?

Rate-the adequacy of your
opportunity to mest
directly with your
teacher.

Would you recommend this
course to your best friend?

Earpning Earning Earning Earning
!iAU ucu ) 4tD,.‘E l tg 3
(N = 63) (N = 214) Credits Credits
______ _Responses ) o (N=407)
excellent/good 85.7 72.3 80.1 68.9
fair/poor 14.3 27.6 19.9 3.1
extremely interesting/  73.0 67.2 70.0 67.0
interesting B )
dull/really dull 27.0 32.8 30.0 33.0
" very excessive/heavy 41.9 60,1 52.7 53.4
just right/ rather 58.1 39.9 47.3 45.6
light

excellent/good 77.8 49.8 63.3 57.4
fair/poor 22.2 50.2 36.7 42.6
always/usually 95.2 88.7 91.9 95.8
rarely/never 4.8 11.3 g.2 4.2
always/frequently 63.5 33.2 47 .2 42.0
occasionally/never 36.5 64.9 53.8 58.0
a great deal/some 91.9 92.9 95.0 91.5
riot much/nothing 8.1 7.1 5.0 8.5
excellent/good 80.3 81.6 87.7 76.7
fair/poor 19.6 16.4 12.4 23.3
yes 85.0 63.5 72.1 61.9
no 15.0 36.5 27.6 38.1

b
-
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Students who differed in the amount of college credit they earned did not
differ much in their overall ratings of the course. In particular, students
earning less credit (1-3 credit hours) differed by only 5% from students-earning
more credit {4-6 credit hours) in their rating of how much they thought they had
Jearned. Students earning less credit found the workload to be as demanding as
those who r.-ned more credit. Overall, students were much more positive about
the amount they thought they earned than about the enjoyabi1i£y of the experience.
One slight difference between students who differed in credits earned was their
perceptions of the fairness of the college grading procedures. Students who
earned somewhat less credit were less p@sitﬁve about the college grading prac-
tices than those who earned more credit. Hﬁﬁecver, students earning less credit
were slightly less aupt to recommend the course to their friends.

More marked differences appear among students who differ in their grade
average. Students who averaged a "C" found the course considerably less en-
joyable and the workload much heavier than students who averaged an "A." In-
terestingly, the groups did not differ in the amount they thought they learned.
In other words, students felt they had learned from the course, but students
who had not done as well found it a much less pasitiﬁe experience. Still, "C"
students rated their adequacy of their opportunity to meet directly with their
teachers somewhat higher than the "A" students. One of the most marked differ-
ences between groups was their ratings of the fairness of the college grading
procedures. Students who did not do well felt the assignment of college grades
was far less fair than did students who received "A's." Moreover, far fewer
“C" students were willing to recommend the course to their friends than were
"A" students.

These results suggest that the amount of credit a student earns makes T1ittle
nce in their ratings of the course but that the grade(s) they receive
a substantial difference. Both groups feel they learned freshman

ffer

ere
ake(s)
£nglish, but "C" students found the experience far less enjoyable and are less
willing to recommend the course. One explanation for the influence of grades

and the lack of influence of credits earned on course ratings may be their rel-
ative impact on the trangférabiiity of credit. The amount of credit a student
2vned would not necessarily influence a college's decision to accept that

‘redit in transfer. However, the student's grade in the course would influence

~= dacision.
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Summary

The evaluation of Project Advance Freshman English compared the quality of
student writing between Project Advance and Syracuse University Freshman English
courses and described the.characteristics of passing and failing papers from
these two sources. Secondly, it examined student ratings of the Project Advance
course and.compared the rating of students who differed in the amount of credit
they earned and those who differed in the grades they received.

The results of the writing comparison indicate that papers written by
Project Advance students at both Level II (Composition) and Level III (Literature)
met the standards applied to passing papers in Freshman English at Syracuse
University. At Level II, Project Advance papers, both passing and failing, were
better than the corresponding papers written by Syracuse University students.
Level III Project Advance failing papers were better than the failing papers
on-campus . '

Overall, student ratings of Project Advance English were positive. However,
within that positive range, students more often rated the course "good" than
"excellent." This was also true of the student ratings on the Adjective Rating
Scale, though the top two categories were collapsed for easier reading. Few
large differences were observed between pre-course expectations and post-course
ratings. However, for the most part, where these shifts occurred, they were
negative. Most notably, students found the course to be less exciting, less
rewarding, and less stimulating than they had expected it to be. Students who
differed in the amount of college credit they earned did not differ much in
th.:ir overall ratings of the course. However, marked differences appeared
between students who differed in the average grade they received (A's or C's).
Both groups felt they had learned from the course, but students who averaged
"C's" found it a much less positive experience and were less likely to recommend

it to their friends.
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APPENDIX A
of

Sample Papers used in the English Evaluation

Level I
Project Advance Passing
Project Advance Failing
Syracuse University Passing
Syracuse University Failing’

Level HI
Project Advance Passing
Project Advance Failing
Syracuse University Passing
Syracuse University Failing
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Project Advance
Level II Passing

Passive Futhanasia, An Alternative oL

‘In our world today there is one thing which is inevitéb1e, death. Al1::

people must die at sometime or other. There is a problem these days‘in i
when this time is. With all the new drugs in the world today a -person can be'

‘kept alive for a very 1ong time, even if he is dying. What-is the SEnse in

da1nq this if the person is dy1nq and in constant pain or hE is-a vegetab?ee;:ff’“'
There is no sense in pra1ong1ng iife when 4 persan is terminally 11?“11ke this
or if he is a vegetable. In such cases passive euthans1a 15 the 0n1y aTternat1vei-~

Euthanagia passive or sctive, is condemned by many reT1g1Du5 and 50c1a] -
orqanwzat.ans Religinus organizations feel that passive euthanasia is: ‘the
taking of a 1ife. The taking of a life is against the laws of God. Social
organizations feel that passive euthanasia is murder. Murder is an act against
humanity. This is all true, but how is a life being taken. A person who is a
vegetable has already died, so his life is not being taken. A person who is
dying and in pain, is not having his life ended. The only thing being ended
is extra suffering. Passive euthanésié;is not the ending of a Tife; it is the
ending of extra suffering or waste.

Passive euthanasia relieves some of the suffering that a terminally i11

- person and his relatives go through. The relatives of a dying person are hurt

to see a loved one getting ready to leave them forever. The pain felt is worst
if the loved one is also in pain. An example d% this is an old man who way |
dying and had been in the hospital for three months. The man was in canstant
pain. When ever his relatives came to see him he was in s0 much pain that he
really could not communicate with them. This upset him terribly and it also
upset his relatives. His relatives found it very hard to carry out their lives
normally. They were constantly thinking of him and the agony he was in. Passive
authanasia would have relieved some cf the agony of this situation. :
Passive euthahasia is the only alternative in the case of a person who is
a vegetable. A vegetable is not a Tiving person. That thing which makes him a
unique person is gone. There are many pafients in hospitals around around the
country who are like this. These patients have machines which function every
part of their body. These machines are needed because the brains of these
patients have cease to function. Tt is very expense and a waste to keep a
person functioning like this. The space he is taking up in the hospital could
ce used for sick people who are alive and need it. Passive euthanasia would have

nrevented these situation.
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Aruitoxt provided by Eic:

Situations fike the ones previously descriped could be avoided by the act
of passive euthanasia. Prolonging the 1ife of a dying person in pain is un-
merciful. Keeping the body of a vegetable functioning is a waste. Passive
euthanasia is the only way to end such situations. Passive euthanasia is one

of the most merciful things in the world because it relieves suffering and waste.
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Project Advance
Level II Failing

Suicide: A sin or a right?

Although it is deemed an illegal act, by both church and state, suicide is
the right of every individual. Today's society is always pushing a "more
freedom” and "do your own thing" type of 1ifestyle. (Meaning that, everyone

should be allowed to decide what to do with his or her life, even if 1t means

ER. 3

ending 1t.)

s a fore of murder. Murder is one man killing,

Marmg o

Many peoplo see suicide a

or causing the death of, another. Suicide is a killing of one's self. If

W

one wan kills another he is not taking into consideration whether or not that
individual wanted to die. But, if a man takes his own life, he should know
his own mind well enough to discern whether death is a desirable course for him.

The mental stability of a suicidal individual will always be in question.
Does the person really have the facilitie to reach a thoughtful . ~ision con-
cerning his 1ife? Besides, whal normal, intelligent and well-adjusted human
being wants to die. The answer: none of them! A person who is well adjusted
should wish to remain living. The psychotic would not. Therefore, if these
people do commit suicide, they would be doing humanity a favor by removing an
unstable presence from a society that is striving for a common good.

The church does not condone suicide on the old Biblical grounds that, "God
gave man life and only God should take it away." The clincher 1lies in the word
"gave." Whey you give someone a gift you'd want them to utilize it in a way
nleasing to them. You'd never stand over them and direct them to use it as
you want them to. If God "gave" man 1ife, then God should not mind if someone
decides to end living. The clergy should accept that this was the way they
decided to use their "gift."

Finally, the legal standpoint opposes anything any law or document, securing
an individual's rights, ever written. What ever happened to "1ife, Tiberty and
the pursuit of happiness"? (Life, to with as they chose. Liberty, to end it
if they so desire. And, if suicide is that individual's way of pursing happiness
then leave them alone. Otherwise, You are infringing on their rights. They
are not killing another or removing someone eise's Tife, they are making a
detinite decision concerning their own life.

In closing, let me say again that suicide should be the right of every
rrdividual. Any other course given us would be a direct attack on our rights.
(in Shakespeare's words, "to be or not to be", that is a question only each '

man can answer for himself and have the right to decide upon.)
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Syracuse University
Level Il Passing

In this day and age many new ideals are replacing the old traditional
ways of 1ife. Industry, technology, and politics, are changing our lifes. One
role in 1ife that is undergoing chance and becoming more liberalized is that of the
woran in American society. Although women want equality with men; to be exactly
the same and receive equal benefits, I feel the woman still does have a place in
the home.

Aﬁy woman should be given the chance, that if she wants, she can get a good
well paying job. It might even be necessary in some cases for a married woman to
take on some kind of tempory job or part time job to help financial matters be-
cause of inflated costs of living. A tempory job caould be telephone calling from
her home or something to that nature. But the old accepted idea is that “the
husband will "support" the wife.' The husband should, unless he is disabled,
bring home the "bread." The husband should be rewared by his wife's presence at
the end of the day and be able to appreciategher home-cooked meal. With the woman
out of the house, 1t is likely that neither the husband and wife will have time for
each other. Thus, relations go down hill. -

If all woman are given equal rights as most woman are striving for, they are
also subject to the same requirements for the males in our society namely: the draft.
The question then arises would women want to protect this country with their Tives
in ca<2 of a national disaster? Moreover, do woman qualify to be subject to draft
~ board measures? To remain objective, I will not answer these questions, but.-I will
say that women are probably safer staying home.

Women should have their say in legal matters 1ike abortions. Vomen should
also be given as many opportunities as the male has in being promoted in Teadership.
Woman should be able to get the jobs that they qualify for, but women, if they're
married should also think of her place at home. If these woman are parents, they
should be home even more so to bring up their children properly. The behavior of

children originates in the home. It is of utmost importance to insure that the

1553 168



E

diure neneraticns, future leaders of our world, live decent lives in their child-

core from qood familijes.

T concede that a womans' place is in the home. This theory leads to the
tradition of the husband subporting the wife, the boy paying for the girl and
the girl rewarding her male. [n order to support this, the oldest of all traditions,

tet us keep the woman's place at home.

O
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Syracuse University
Level Il Failing
Big City--Small Town

Although to some people the big city life may seem like a gigantic mass of
confusion, it is really a most wonderful place to dwel in. Because there are
a varity of places to go, pelple to meet, and adventures to face.

In todays world people can decide for themselves what lifestyle they want.
Whether to live in the big crowded city or the rural peaceful town. There are
many advantages of 1ifing in a small town. In a small country atmosphere the
people seem to be more friendly and sincere. You could have no place to eat and
they "invite you over for dinner, no matter how poor they are. Because a great
majority of small town people seem to have some things in a more gran mannor than
city folks, and thats pride and neglect. Small town people try to a2lways take
of each other always doing things in their own lifestyle. to some people the
big city life may seem a like a gigantic mess of confution, it is really a most
wonderful place to life. Because their are a varityof places to go, people to
meet, and adventures to face.

Big city Tifestyle is most definitely the best in the world. You can
always find something to do, any time of the day or night. There are so many
movies and shows. you could go to three diferant shows every night of the week,
for a month. In the city they have everykind of resterant from Arabiac, to
Yougoslavian. There are so many people. Thus, giving you a chance to meet a
wide varity of people and nationalities. The big city people are at times said
not be friendly. That's untrue, there just the most friendly people in the
world. The catch is you have to get to know them and acthas if you have a
brain on your shoulder. Because of cource if you act Tike an fool, people are
not going to treat you right} Also there are so many adventures one faces everyday.
Walking down crowded streets, playing England on 5th ave, or chicken with one
of the city buses.

So as anybody can clearly see, city life can be most enjoyable. There are
definetly more things to do and places to go in the city than the rural community.
Life seems to always be at an above average pace. people always pushing and
shoving on the over-crowded buses and trains. Such an unbelievably high crime
rate, drunks, and drug fiend. A1l in all the big city is definitely the best

place to life in the world.
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Level III Passing

"Comparison between Anabel Lee and On the Death of a Young Lady"

Po

g

try is a method -of writing when the poet can express his feelings effect-
ively without needing a plot or scheme. On the Death of a Young Lady by Lord

Byron and Annabel Lee by Edgar Allan Poe are good examples of this. Both of

these poems deal with the death of a loved one. Each poet, however, takes a

different virw of death, one takes a bitter attitude the other one of emptiness.
In On the Death of a Young Lady Lord B3yron tells how the winds are hused

and the evening still when he goes to put flowers on his cousin's grave. As

he goes on in the poem he seems to sound bitter towards "The King of Terrors”
forsiezing her and taking her away. But he latter says there is no reason to
weep over his cousins death because she has gone to a far better Tife in Heaven.
At the end he tells of the empty spot in his heart for her love.

Poe on the other hand takes a much stronger attitude toward death in his
poem Annabel Lee. Perhaps the reason Poe shows more bitterness towards the death
of his loved one is because he seemed to have had a much stronger love than Byron
did. This is mentioned in the first stanza where he says her only thought in
Jife is "to love and he loved by me.” In the second stanza he also states "we
toved with a love that was more than Tove" another indication of his strong
feeling toward her. He later states his bitterness in the lines "That the wind
came out of the cloud, éhi]1ing and killing my Annabel Lee." He then goes con
to say "But our love it was stronger by far than the love of those who were
older than we." He also states that niether the angels nor the devils can take
her soul from his another indication of his strong love for her.

Byron seems to face Féé]ityfmuch better than Poe does. In Byrons poem he
writes that there is no reason to weep over his Toss because he realizes it is
something that has to happen and it happens to all. Poe on the other hand seems
.0 react immaturly to the situation. He doesn't seem to be able to face up to
-2a1lity. He shows this by using words that were more harsh than the words of
Byron. .

Both poets use terms commonly called "poetic devises.”" One such device
used by both is rhyme. Lord Byron rhyme scheme is every other line through the
whrile poem. Poe starts out everyother 1ine then goes to every two lines. The
‘nyme scheme is one that flows through the whole poem so its use in these poems
5 probably to get a smooth effect to show there passion.

Poe uses alot of repitition in his poem. He writes of "the land by the sea',

v his "love for Annabel Lee." This repetition sticks in the readen's mind and
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i< the main theme of the poem. This repetion is very effective because it gets
the reader's attention and more readily infers the purpose or meaning of the poem.
Another poetic device used by both poets is Caesura. Caesura is used through
sotn poems at strategic spots to break the smooth flow of the peom's and make a
noint to the reader. An example of this in Byron's poem is "Whilst I return,
to yiew © - Margret's tomb," this give's the reader the first indication that
Hargrat his died and that-Tt is a poem about her death. Poe uses Caesura in the
line "4t the wind came out of a the cloud, chilling and killing my Annable
Lee” to show a bitterness towards death. v
There are other poetic devices used in both paems‘but none of them seem
give a very significant meaning to the poem. The devises previously discussed
in this paper se.. to have the strongest effect on these two poems. Annabel
Lee and On_the Death of a Young Lady show how two poem's can be written on the
same topic and through the use of poetic devices reflect two different attitudes.
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Aruitoxt provided by Eic:

Project Advance
Level III Failing

ister, e el
' TiC sor ooE 8 FRSs which could be ointerpreted as his

&

Shoaith Dlonn ol e iy el d describe the world as a human ratrace.
Tl e o el ings Ly hin choioo o8 words.  For example, instead of using
L word ronb ind ho ses the wordren mvicd and called it a busy monster in line
Gt oD e ooy In Tine two he describes progress as a comfortable disease
SIS RAY wmean Phat TE iy casier fo bo caught up in the masses of people all
WOrE I Logether b it 4. world an edsier plece te live. The thfrd Iine
d be thougnt ol s to mean that you are youna, but not an infant or a small
Chilidy and dentl s mch to far of f into the fulure.  In lines 4-6 he uses words
WA Gnpesiin peas Tngs For example, he uses bigness and Tittleness to talk
aboual the same thing., A person ds an individual conpared Lo another individual
Foober yel o person as an individual compared to the masses of people is so
Ples B0 Cumnings also 1aes the words electron and mountainranges in the

=
L
—
e

Sand sentence showing opposites in

Then Cursiings changes from talking about the size and progress of mankind
g G ] jprag

talling about synthetic gr man-made things., He says a world that is man-made

owor bl that is Lorn wilh the love and attention of a mother or natural

to surcound it The world pitics the poor things that are natural such
frege ) stars

» stones, Lut never the fine specimen's that are hypermagical or

Maremade. Thin he goes on Lo say  that a docotr knows a hopeless case when he

e

Sees b, nicening we are doclors and our world is a hopeless case, His last
Vines say thave is a better vorld so 1et's go. EBut is there a better world?
't 0t people who wake up the world and not the world we see. In this poem
LoD Cumings deseribes this world as a ratrace which is interested in material
Conds and falun needs .

Metviacal veriation ie naed to stress the meanings that the author tries
Loopilin his poan. The motrical veriation of most of this poem is iambic pent-
citteralso with some trocha je foot . This passage opens with a trochaic, and
neonexb o trochiadc ool i not until the third 1ine. Cummings creates a type of
Battorn an his poen where Lhe trochaic variations are used to put stress on the

dour o senleneo,

Many virciations are also produced by ELE. Cumings  free handling of
Peree siracturoe, fop oxanple, he doos not begin all aof his sentences with
ool detters the first yord of the first sentence is not capitalized bhut it
P teochate variation which puts the emphasis on the word: the second sentence
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does start with a capital letter but the only other punctuation in that rather
Tong sentence, are two colons. The third sentence like the second sentence
started with a capital Tetter but Tike the first sentence it is punctuated with
comnas. The last sentence alsc has a colon in it, like the second, and 1is
capitalized but there is no period to end the sentence as!there was in the other
three sentences. He might have left the period off the end to add emphasis

or to make it noticeable. If he had added the period it would have ended the
sentence therefore ending the thought which would have made the thought sound
weak and it would have been as is it were just an idea that never got acted
out. By leaving out the last punctuation it gave the idea a sort of open ap-
peal. One can almcst see the people deciding and making up their minds: some
going, some staying. ;

Punctuation adds a great deal to the poem. It guides one while he reads
the peom, it helps with understanding the poem and finding the stressed ideas
that are the theme of the poem and it brings out the meanings in the words by
where the punctuation is placed, how much is used, and what punctuation is used.

The author also uses sounds to add to the meaning and rhythm of his poem.

"There are two kinds of consonant sounds in this poem. They are the stop sounds
(i.e., p,b,t,d,k,g) that are made .y the momentary stopping and releasing of
sound. Cummings uses these sounds throughout the poem with such words as pity,
progress, victim, deify, razorblade, born, poor, trees, stars, stones. case,
good, door, so. These are all words with harsh sounds. Also thereare the
spirant or continuant sounds which are said almost with a rush of air (i.e.
n,1,th,s,ch,z,j,sh,zh{cushion)). Some examples of these words are busy, big-
ness, with, unwish, through, where-when, flesh, this. The different way the
author groups these words together and accents them and the way he uses them
throughout the poem is what gives it meaning.

Another device that is used in poetiy to bring out the meaning is asson-
ance. There are many sounds throughout the poem that dominate different parts
of the poem. The first example is the short i sound. When you say it out
Toud or to yourself it is sort of a sickly sound. It could be to show Cummings'

- feelings about all these people concerned with only themselves and their own
progress and their common goal in life- to keep up with the rest of the rat-
race, They strive to have a car 1ike the Jones' or a color TV like the Smiths'.
Another sound that goes nearly throughout the whole poem is the s sound. This
sound has’ an onomatopoeic effect on the poem. The almost consistant s sound
constantly reminds one of the busy scurrying people, the noise of the cars and
busses and planes and maybe the sound of wind or rain or machines that are
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commionplace Jnoour comnercialized worid.  There is elso the Tigquid 1 sound that
méres ona think of certain machines (a duplicating machine) or other sounds
that are everyday cccurances in our world like the sound of water. Also there
is the noticeable w sound. This could be created by the sounds of elevators
constantly stopping and opening and closing their doors, or people whizzing by.
There is aiso a p sound that reminds one of the tappfng of typewriter keys by
the way they are used in this poem. The underlying thought in this poem is our
busy comtiercialized world and these sounds add to the effect of the poem. When
they are repeated, as Cummings has done, they make us think of the sounds we
hear everyday and we relate these sounds to the poem, which adds to the meaning
and understanding of the poem.

Alliteration is also an obvious device in this poem and adds greatly to
the meaniny ot the poem. Some examples are the recurrent p sounds in lines
1-4 (pity, proqgress, plays), the m's in Tine 1 (monster, manunkind), the d's in
lines 2-5 (disease, death, deify), the 1 sounds in lines 3-6 (1ife, littleness,
lenses) the u sound in Tines 7 and 8 (unwish, unself), the n's in lines 11-15
{never, know, next), and the s's in lines 11 and 12 (stars, stones, specimen).
A1l these sounds that repeatedly start at the beginning of words give one the
effect of reminding him that his 1ife constantly repeats itself. Day after day
we go through the same routines and our lives are really in a rut. In his own
way Cummings uses many devices to bring out these thoughts and views of our world.

This rather short poem by E.E. Cummings is filled with prosodic skill.
The sounds and rhythm of the words and lines themselves, put into this poem
actually speak along with the meaning: they empahsize the description of the
world, of socity, and the people that make up the world and society. He talks
of the world as a ratrace and the people in it as fortune hunters. Cummings
called the people busy monsters and mankind was referred to as manunkind. In
the serond 1inz he describes progress as a disease. Everyhody has this disease--
for that is one of our common goals. Everybody is trying to get ahead in this
world. We are caught up in this goal and some of us will go to great extremes
to reach it. Cumnings also calls life and death a victim. It is like we are
born into this mixed-up world but it will also be too bad when we have to die,
but we do not have to worry about this for awhile because we are drifting and
strugqgling somewhere in the middle of this cycle. Then he goes on to talk about
our world ot made. Everything in our world is mass produced without the love
and sweat that goes into hand-made things. We do not have the time or patience
to do these things and produce enough for all the people in our world. Cummings
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says we doctors know a hopeless case--he must be referring to us as the doctors
and our world as the hopeless case. We are all Jost in our running around. In
last lines Cummings says there is a better world so let's go the grass always
looks better somewhere else, but when we look back we find that it was not.
Cummings uses many devices to bring out all the meaning in this poem. He uses
such things as sound, alliteration, assonance, rhythm, accents and many others

to bring out the full meaning and make it so understandable. He uses all these

techniques to bring out the main thoughts in the poem.
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Syracuse University
Level III Passing

Waiting for Godot by Samuel Beckett

in the play Waiting for Godot by Samuel Beckett it illustrates mans absurd

life long waiting for something that will put meaning into his Tlife. This point
is brought across in the story through the two main characters; Viadimir and
Estragon. This is even more so examplified by the appearance of Pozzo and Lucky
on stage. Beckett's use of the same setting for both acts of the play shows
that the waiting will never cease and that man will really never be satisfied.
But perhaps the most significant part cf chis play is the speerh. The absurd -
patterns and phrasas continue £o bring out the whole plot of Waiting for Godot.
For in this speech one sees the hopelessness and despair of not having a goal

in 1ife and making the quest to find this goal ones 1life long obsession. Act

I shows Vladmir and Estragon passing the time waiting for this person of esteem
named Gedot. Then comes Pozzo and Lucky as a distraction, the diversion for

the time. This then resolves back to Vladimir and Estragon alone again knowing
that they still hawc nothing %o show for the day. This is again repeated in

Act II But there is a difference. 1t being that Beckett has made a twenty-four
hour time periad a lifelong span. OUne which shows tnat life will g0 on and
people will get older and roles will change but, beneath all of this is the

same course in life.

In the play Waiting for Godot the two main characters are Estragon and
Viadimir, referred;té in the play respectivily as Gogo and Didi. They are por-
trayed in a variety of ways, as sich individuals, tramps and possibly as homo-
sexuals. However Beckett leaves this choice to the individuals own thought.
Sut despite their pathetic side a comical view appears. This is shown in the

conversation:
~Valdimir: One daren't even laugh any more.

Estragon: Dread privation.

Yladimir: Merely smile, It's not the same. Nothing to be done.
Gogo.

Estragon: MWhat is it?

Yladimir: Did you ever read the Bible?

Estragon: The Bible...I must have taken a look at it.

Viadimir: Do you remember the Gospels?

Fstragon: 1 remember the map of the Holy Land. Coloured were.
Very pretty. The Dead Sea was pale blue. The very look
of it made me thirsty. That's where we'll go, I used to
sav, that's where we'1l go for our honeymoon. We'll swim.
We'1l be happy. !
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npint deenstrated in Lthe excerpt is a comical one showing change from
“ho serigusness of a conversation on smiling down to the comical way in which
fstragon describes the Bible. Notice he does not mention characters of a Bible

q 9
story but rather the childlike images as the color of the water etc.

Zoth Oogo's and Didi's mutural obsession in 1ife is passing the time. But
atong with this neither really "want to face the suffering of being.“z In other
words though they are waiting for Godot as an answer to the future they are also
waiting for the sake of waiting as an escape from the future. When faced with
a simple problem they make it into a major event:

Viadimir: Do you want a carrot?

Fstragon: Is that all there is?

Vladimir: 1 might have come turnips.

Estragon: Give me a carrot. (Viadimir rummages in his pockets,
takes out turnip and gives it to Estragon who takes a
bite out of it. Angeriy.)

It's a turnip! 3
Yladimir: Oh Pardon! I could have sworn it was a carrot.

Didi and Gogo also revert to the use of rituals to combat the silence and
emptyness. Conversations are constantly repeated for this reason. This also
qives Gogo and Didi an inane sense of security. But also just the sound of their
own voices gives them a reassurance of their own and each others existence.
"The business of Tiving for Didi and Gogo is a matter of filling up the gaping
hole in time. It does not matter with what one fills or passes time so long
as it is filled..."d

Vladimir: That passed the time.

Estragon: It would have passed in any case.

Viadimir: Yes, but not so rapidly. '
fo Yiadimir and Estragon the wait for Godot brings frustration and despair which
is underiyed with hope for the moment he does arrive. This adds balance to the
apprehens ion,

The nent characters introduced in Waiting for Godot, are Pozzo and Lucky.
Pozzo appears in Act I as a self assured gentleman who appreciates the finer
things of life. Lucky is his servant who is trained to dc nothing but obey his
master. By Pozzo whipping Lucky in this act is symbolizes the "signs of social
order, oppression, slavery of working class, exploitation ara inhumanityg"6
Lucky is a servant he does not speak, does not think, and really does not exist
a5 2 man unless directed to by Pozzo. Once directed though it is shown how
~uery is capdble of the power to think and other natural functions of man. It
v, also implied that it was Lucky who taught Pozzo what he knows. The relation-
ship between Pozzo and Lucky can be seen as a struggle between the classes.
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Lucky can not be accepted into society because he was not born into society.
[t can also be shown as "a psychological symbolism Pozzo as the sadist and
Lucky as the masochist. "’ Lucky's desire to be tortured is shown by his re-
jection of Gogo when offered help. Also his devoted attention to his master to
the point where it is physically damaging to him.

Act 11 however brings about change. Pozzo now blind relies on Lucky for
1ife. Pozzo is no longer in control of the situation, he needs help in every-
thing he does.

Vladimir: Perhaps we should hels him first.
Estragon: To do what?

Vladimir: To get up.

Estragon: e can't get up?

Viadimir: He wants to get up.

Estragon: Then let him get up.

Viadimir: He can't.

It is alsc shown in this act how Lucky is leading Pozzo and that they are even
now still bound together but in a less socially critical way. The end of Pozzo
is one of complete decay with Pozzo falling to bits, helpless. And Lucky slowly
going down with Pozzo. Because Lucky had no ambitions to finally break away and
find a life of his own.

The setting of the play is pertinent to the play as a whole. The tree found
in Acts [ and Il is associated with Gogo and Didi for they are simply vegetating
like the tree. But the tree can also resemble time passing by. For in Act [
the treé is bare while in Act Il it has 5 leaves. Yet another meaning for the
tree is its constant escape from life. The tree poses an escape for Vladimir »
and Estragon when they become dejected and no longer feel it worthwhile to wait.
The tree becomes their means of escape by suicide. It is shown in botk Act I
and Il how this idea has toyed in their mind. Though it does not occur during
the course of the play. It leaves the reader to wonder if it will not be the
eventual end.

The road is also important it is shown as a form of escape, the other way
out. It can also be related to Pozzo and Lucky for they arc the ones who travel
it and have found a Tife style from it. They are recégnized as the active ones
who are constantly on the go. Like the road.

The structure.of Waiting for Godot is quite unusual in the first Act it is
shown how Vladimir and Estragon are passihg the time waiting for Godot. Then
enter Pozzo and Lucky and pass through., Vladimir and Estragon then get messages
from Godot that he will not show. They then decide to return the next day and
wait again. This identical format is then repeated in Act II showing the begiqning
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of the play as the end and the end as the beginning. This leaves the reader
with the impression that this shall continue infinately with no real solution
to anything ever occurring.

In the play Waiting for Godot time is the common enemy. To each character
it brings something else. To Pozzo time only brings loss and decay. This is
illustrated by the loss of his pipe, vaporizer, watch and by the end of the play
sight and dignity are also added to this 1ist. To Lucky it brings no relieve
from slavery and one receives the impression that this shall be his course of
life. And finally to Didi and Gogo it brings frustration and brief interludes
in the tedious wait for Godot.

Viadimir: That passes the time.

Estragon: It would have passed in any case.

Vliadimir: Yes but not so rapidly

Estragon: What do we do now?

Vladimir: I don't know

Estragon: Let's go

Viadimir: We can't

Estragon: Why not? )

Viadimir: We're waiting for ngot

Estragon: (desparingly) Ah...-
As shown in the above conversation Gogo and Didi quickly return to their plight
after the diversion of Pozzo and Lucky passed. But another point can be seen
in the conversation. It has now taksn on the role of a game and continues this
way through most of the play. They are using this as a form of escape to pass
the time of waiting, they can no longer endure the waiting.

The subject of the play shows again how Didi and Gogo try to pass the time

given the fact that the situation is hopeless. "Time and space become void and

any particular time is just a compartment in the emptyness.“lo

Estragon: What do we do now?

Vliadimir: While waiting

Estragon: While waiting

Vliadimir: We could do our exercises

Estragon: Our movements

Vladimir: Our elevations

Estragon: Our relaxations

Vladimir: OUr elongations

Estragon: Our relaxations

Vladimir: To warm us up

Estragon: To calm us ggwn

Viadimir: OFff we goi1 :
This is showing how they do not actually do the exercises physically but rather
make them into a mental exercise to use as a brief relief from the boredom of
waiting. They constantly maintain dialoges even when there is nothing left to

say.
1355

176



One also realizes that by the end of the play that Estragon can not remember
anything for more than two minutes, and can refer back no further than the last
phrase mentioned.

Viadimir: The tree, look at the tree.

Estragon: Was it not there yesterday?

Viadimir: VYes of course it was there. Do you not remember?

But you wouldn't. Do you not remember?

Estragon: You dreamt it.

Vladimir: 1Is it possible you've forgotten already?

Estragon: That's the way I am. Either I forget immediately or

7 " never forget.

Vladimir: And Pozzo and Lucky, have you forgotten them too?

Estragon: Pozzo and Lucky? 7 ,

Viadimir: He's forgotten everything!l2
Vladimir's frustration toward Estragon has become quite apparent at this point.
It is also shown how he has no mind of his own and in a subconscious way is
depending on Vladimir for all his thinking.

Vladimir: Say you are, even if it's not true

Estragon: What am I to say?

Viadimir: Say, I am happy.

Estragon: I am happy.

Viadimir: So am I.

Estragon: So am I.

Vliadimir: We are happy

Estragon: We are happy..
This is also showing how Estragon:is constantly trying to Please Viadimir.
Estragon is hoping by saying this it will actually make it happen.

It appears that a blanket of boredom his enveloped every event and word the
second it happens or is spoken. Estragon reply to each appeal is a variation
of "Don't ask me. I am not a historian" where Viadimir's constant refrain appears
to be "try and remember”. It is becoming apparent the feeling of desparation
that is engulfing Vladimir. That he is no longer just satisfied with waiting
but, there is no escape either. Viadimir is now becoming unsure if he is really

13

sane or not and looks for reassurance in the bcy messenger .
Valdimir: Tell him...tell him you saw me and that..
that yau saW me. You are sure you saw me,
you won't cam? and tell me tomorrow that you
never saw me!
Also the fact that Pozzo no longer remembers him from yesterday has put this
doubt in Vladimir's mind. He is no longer sure exactly what and where he is and
what has occurred and what has not.

Pozzo: I don't remember having met anyone yesterday. But
to-morrow 1 won't remember having met igygne today.
So don't count on me to enlighten you.

But perhaps the whole situation of time is best summed up by Pozzo telling

166

177



Vladimir that life changes from day to day and what may seem real is not always
50.
Pozzo: Have you not done tormenting me with your accursed time!
It's abominable! When! When! One day, is that not enough
for you, one day he went dumb, one day I went blind, one_
day we'll go deaf, one day we were born, one day we shall
die, the same day, the same second, is that not enough for
you? they give birth astride of a gravei,the light gleams
an instant, then it's night once more...*"

Vladimir thinks about what Pozzo has said and comes up with the conclusion that

Pozzo is right.
Vladimir: What I sleeping, whileothers suffered? Am I sleeping

now? To-morrow, when I wake, or think I do, what shall
I say of to-day? That with Estragon my friend, at this
place, until the fall of night, I waited for Godot. That
Pozzo passed with his carrier, and that he spoke to us?
Probably. But in all that what truth will there be...
Astride of a grave and a difficult birth. Down in the
hole, lingeringly, the grave-digger puts on the forceps.
We have time to grow old. The air is full of our cries.
But habit is a great deadener. At me too someone is
1iking, of me too someone is sayigg, He is sleeping, he
knows nothing, let him sleep on.

Pozze and Vladimir have now become alike in many ways they have both enter the

"perilous zone...when for a moment the boredom of 1iving is replaced by the

suffering of being."18 Neither of them 1ike what they see but they both realize

there is nothing to be done. '

The character of Godot is never really defined in the play. Some critics

believe his to be G-d. But it is more likely that he is just a symbol of

Viadimir and Estragon's future. He is the object that they shall never really
meet up with. They have transformed Godot into ‘their life and he is the success
or failure that will follow in the future. The waiting for Godot has created

sequence which follow throughout the play and even by the end still does not
release itself. Along with the tension there is a general sense of boredom-= 5 -
which is periodically relieved by the appearance of Pozzo and Luckyi' But

after their emergence once again it reverts back to the bordom caused by the
waiting for Godot. But one beyins to wonder if Viadimir and Estragon are not
just waiting for the sake of waiting.

Viadimir: We are no longer alone waiting for the night,
waiting for Godot, waiting Far.g_waitingg,glé

Waiting for Godot finally ends with the play reverting back to the beginning
with the same suicide scene as in Act I repeated. N
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Estragon: Why don't we hang ourselves?

Viadimir: With what? 7 7

Estragon: You haven't got a bit of rope?

Viadimir: No , :

Estragon: Then we can't

Viadimir: Let's go

Estragon: Wait, there's my belt

Viadimir: It's too short

Estragon: You could hang on to my legs

Viadimir: And who'd hang on to mine?

Estragon: True.
This has become their path of 1ife the hopeless and endless waiting for Gedot
with the only change in life in ending life. Vladimir and Estragon kot know
what this shall never end an. tomorrow will be the same. For them Cisi rrows
will always be the same.

Viadimir: Well? Shall we go?
Estragon: Yes, Let's go. (They do not move)?l

In conclusion the play Waiting for Godot is a symbol of things that will
happen to the two characters Valdimir and Estragon. It is the hopless waiting
for something that will never come and the endless anticipation that maybe some
day it may come. Throughout the play there is a underlying feeling that “ladimir
and Estragon know that Godot will never realiy come. But for them to give up
hoping that he will come would be a sentence of death. Tt would leave them
without the option of waiting even if it is for the sake of waiting The
characters of Pczzo and Lucky are a forewarning to Gogo and Didi. They are there
to emphasize the fact that what appears true today will not necessarily be true
tomorrow. The decay and falling of Pozzo helps Valdimir realize what life really
is but before he can really put it to use he is again thrown back into the
environment of his absurd way of life. With his obligations to Estragon and the
endless hope that someday they both will be able to halt their waiting for Godot.
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T Syracuse University
' Level III Failing

PATTERNS IN HOLMES

The pattern in Sir Arthur Doyle's adventures involving Sherlock Holmes
seem to vary slightly in each story. Holmes finds himself a problem or an un-
solved mystery, and approaches it by "stience of deducticn" With this great
ability of deduction, Sherlock and Dr. Watscn, solve most, rather all of the
mysteries. In grouping all the stories, a similar pattern is discovered in
Sherlock Holmes approach and methods of solving mystery. Although Doyles
stories vary slightly, "The Adventure of the Blue Carbunnie" and "A Scandal
in Bohemia," follow one kind of pattern in being solved by Sherlock Holmes.

"The Adventure of the Blue Carbuncle" begins with a friend of Holmes,
Peterson witnesses a fight. The man involved in the fight, in defending himself,
smashes a store window. His fear of an oncoming officier brings him to drop his
Christmas goose and hat. Petterson picks up the goose and the hat and takes
them to Holmes, along with the story of what he saw. In looking at the hat,
Holmes notices clues enabling him to deduct what kind of man owns the hat, and

~ other personnal clues. He found him to be wealthy in his past, without a wife,
ﬁrobabie separated or presently divorsed, and cleaned shavened. ‘

Dr. Watson flabergasted by Holmes discoveries over the hat, agrees to join
in the search for the mystery man. Once decided, Petterson storms into Sherlock's
Holmes then recalled the many articles in the newspaper concerning a missing
carbuncle belonging to the countess of Morcar. Realizing whoever dropped the
bird and hat must have stollen the stone, Holmes places a lost and found ad in
many of the Tocal newspapers. The purpose of this is to corner the thief. He'll
recognize the ad for the hat and retrieve both thinking that since the goose
hasn't been cooked yet, that the founders have not as yet found the gem. Unfor-
tunately for the robber, Holmes told Petterson to eat the goose and he'11’get
another.

6:30, Holmes' doorbell rings and in comes a man asking about the bird and
hat. Watson returns the hat as Sherlock explains that the goose was cooked as
it would have gone bad. Baker, the owner, jumps at the news, but calms back
down after Holmes tells himof the other bird that he purchaced. Sheriock and
Watson both realize that this is not the robber as the robber-would have still
been upset even after being offered another bird.

In tracing back the past owner of the goose, Holmes, through questioning
Mr. Baker finds that the bird was purchased from the Alpha Inn. The next morning,
both men visit the inn. Making inquiries about the selling of the geese, they
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_find that the inn dealer bought them from the Covert Gardens. Holmes and Watson,
travel once more, this time to the Garden firding two men argueing about the geese.

Sherlock on a wild note uses his wit, and interupts the conversation saying
that he could help the customer. Sherlock proceeds to ask the man his name.
Seeing through a possible front, Holmes asks for his real name. On the assumption
that the man is involved, Holmes proceeds to let the man know that he knows what
he wants. Holmes continues with his fetched thoughts and makes accusations and
comments that did indeed hit theman in the right places. The man finally con-
fides in Holmes and tells them the complete story of how the . gem got to where
it did. Sherlock when hearing the story remembers tracing the same steps, only
in the opposite direction. As Holmes isn't involved with the police, Sherlock
tells the man to "get out," another words, he's not going to turn the man in.

"A Scandal in Bohemia" follows basically the same pattern as "The Adventure
of the Blue Carbuncle." Holmes finds a problem and for him to solve it he uses
assumptions and great wits and logic. In this story, Sherlock receives a mys-
terious letter saying that a man will visit Holmes on Royal business. Holmes,
following the same pattern as in the previous story, analyses the note, seeing
where it cam from, who wrote it, and the kind of Royalty that needed Holmes
help. He finds the note paper to be from Bohemia, and the man who:wrate it from
Germany.

: At 7:45, as the note said, a huge man clals on Holmes. Six foot six inches,
with a chest and limbs like Hercules; the mystery man walks in with a mask on
his head. He states that he represents the king of Bohemia, who at the moment
is being blackmailed and needs Holmes help. Sherlock, with his great wit, uses
an assumption and calls the mysterious man, "his majesty." The man in amazement
confesses and removes his black mask. Explaining his reasons, Holmes and Watson
agree in taking the case. It seems that the king's getting married to a woman
in Roylaty. A previous relationship of the king has caused this blackmail.
[t's the girl who's blackmailing him with a picture of the two past lovers.
Holme's job is to get the picture back from the girl, who realizes that the king
wants the picture.

Holmes beings his investigation by watching and asking about the blackmailing
yourig lady. Her name's Irene Adler, and she goes out at 5 and comes in again
at 7:00, seven days a week. She also has a boyfriend by the name of Norman,
who comes to visit at least twice a day. Holmes next dresses as a groom and
follows the young lady on one of her ventures. She's goes to a church. Saon
after, her boyfriend arrives. He stood in the rear of the church as he saw that
the tws were to be married. l.acking a witness, both turned and not knowing who

£
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or why this man was in the back of the church, they asked him to come forward
and help them. After the short wedding ceremony, both the man and woman left
the same way they came, alone. "Holmes questions this entire approach, along
with the fact of why would Miss Adler want to keep a picture to blackmail if
she is now married and very content.

Sherlock, then takes his next plan of action by asking Watson when inside
Miss Adler's house, to throw a smoke bomb in the window when he raises his hand.
Dr. Watson then watches Sherlock, run into the middle of a quarrel where Miss
Adler's guardsmen were argueing. Making as if to break up the fight, Holmes
fell to the ground with blood flowing from his head. He then is carried inside
where he's placed on a couch; his hand goes up, the bomb explodes, and Sherlock
yells fire. Miss Adler runs to a door panel and Holmes then yells that the fire
is lust a false alarm. Feeling fine, Mr. Holmes leaves Irene's house.

Once outside, Watson meets Holmes. Sherlock then tells him of the p1cture
and admitts to staging the fight, with ketchup blood. Watson, unable to see how
Holmes found the picture, asks; He states that when people find that a disaster
is accuring and that their belongings may be destroyed, they usually run and
try to save whats dear and important to them. Shortly afterwards, a message is
left at Holmes house froﬁ Irene Adler. She says that she was warned about him
and his investigation and if anyone could get the picture, Hajpg; could. She
admitts that the trick worked as he has the photograph. o

"The Adventure of the Blue Carbuncle" and "A Scandal in Bohemia," both
follow a similar pattern. In both these stories, "science of deduction"-is
used. Holmes narrows the mysteries down to one or two possibilities and from
there solves the problems at hand. In each case, he also takes evidence and
analyses it perfectly. In each case he also knows what tne people are thinking.
In using his wits and deduction, Holmes is able to solve his clients cases.
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EVALUATION OF PROJECT ADVANCE PSYCHOLOGY

a. The Equivalency of Student Performance Between
Project Advance and Syracuse University

b. Student Ratings of Project Advance Psychology

David Chapman
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EVALUATION OF PROJECT ADVANCE PSYCHOLOGY

The purpose of this evaluation was to compare the performance of students
in Project Advance Psychology 205 and students in Psychology 205 at Syracuse
University. This report is divided into three parts, a description of the course
and how it operates, a comparison of students' scores on- and off-campus, and a

report of student ratings of the course.

A Description of Psychology 205

Psychulogy 205, Foundations of Human Behaviar,is a one semester self-paced
course emphasizing mastery learning in which the student can esarn three hours of
Syracuse University credit. The course is divided into seven modules of content
which cover specific tépics in psychology. These basic, or required, modules
are presented in sequence and students are encouraged to complete them during
the first half of the course though they may take longer if necessary. Passing
a required module is prerequisite for taking associated optional topics. Working
simuTtaﬁéous1y on required modules and- optional units is allowed. The lecture
and classroom activities in the course cover basic information contained in the
various modules and provide opportunity for additional classroom discussion
(see Figure 1 for an outline of this course).

Fach student moves through the course at his own pace since the course
ampha~izes mastery of each unit rather than the traditional approach of covering
the material at a fixed rate and allowing a varying level of proficiency. A
student's final grade is determined by how many points he or she earns during
a socmester.

During the 1974-75 academic year, Foundations of Human Behavior was offered
through Project Advance in 16high schools to about 680 students. During the spring
semester tnis psychology course was also offered as a freshman level course on
the Syracuse University campus to a Lotal enrollment of about 200 students.
ne other campus course wi]? be discussed in this evaluation; one section of

_Paychology 205 was taught during the fall using a more traditional comparison,
Iacture method. It has been included in this study for purposes of comparison.
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Procedure and Results

A comparison of student performance between students in Project Advance
Psychology and that same course at Syracuse 7' iwas? ity was made at ten points
through the course--a pre- and Leoh-tost, 2 oodeer, and each of seven reyuired
modules.

At the beginning of the academi¢ year, the faculty working with the course
selected sixty items from tests used during the preceding year. [tems were
selected to represent the various content areas of the course and on their
ability to discriminate among students. A Survey Test was developed using
these sixty items and was administered to students on a pre- and post-test basis.
The pre-test was given during the first week of classes, both in high schools
and on~campus. Students completed the post-test during the last week of classes.
A student's score on these tests did not count toward his grade in the course.

The midterm examination was a point in the course at which all students
had covered the same material. The test itself ccnsisted of fifty multiple
choice items selected from those used on the previgus unit tests. The midterm
was not a test of mastery per se, but rather a review of earlier units. The
examination was not graded; rather, the points a student earned on the examina-
tion were simply pooled with his overall average. The treatment uf the exam-
inatior on- and off-campus differed in one major respect. The examination was
mandatory for students in Project Advance; it was optional for 'students on-campus.
In practice, most university students did take the test, ¢ince poir*= on the
examination could only help a student's average; low scorss did net oo against
a student.

Each of the module tests consisted of 40 items covering the content of the
particular unit. Students who did not attain a score indicating mastery had to
continue wgrking on that unit and could be retested using an alternative form.

Two problems were encountered in the evaluation. First, some students did
not indicate the module number on their answer sheet. Without this, their re-
sponses could not be included in* the summary. This accounts for the missing or
Tow rate of response from some schools on certain modules. Secondly, due to
confusion over the date on which classes ended in the high school, the second
semester post-test was not received in most schools in time to be administered.
Hence, most post-test responses are from the first semester.

The results of the comparison of student performance on- and off-campus
are shown in Table 1. High school students taking Psychology 205 through
Project Advance and Syracuse University students taking the same course on-campus

176
188



, | _ Ly e | ezss lzoe| | ez| sog | 828 | | { | |

. ! o W , ! ! | Lo i | Wt3pLY
| (A " } . , |

, T oape ootz BS | v% | 6797 1; te1'g b gy | | ,

€6 w0 | u ar | A | E T | ! (ABoloyaAsq (ero0s) ¢ anpoy

{Juswdo | anag PLLYD) 9 8| npoy

==
=
—
o =
o F
3w
w1
=3
O

S
o
[a]
@
&

§ 3inpoy

b s s | ovie| | . | | (teuicy

—
=
=
=
Fon
d

9'82 ) ) ¥5¢ 269 sz | { , (43t (euosaag] ¢ 31npoy

[f=}
=
[
=
Fe
i

ezt | ouel 299 | gez| | | _ ! (ABojorshug) ¢ ainpon

oo e 62 | | M I (buturan)

8°0¢

{BIUBLIS | edDpapYSy
, ! | Bosg ABojoysdeg) |

[N

BT RE

158]-3%0¢

M

IS~

WA,

TR TY
[dwes P TRUE S

4336359C Bujad J |

ALm ‘,,,__\.._,d., 132 Mﬁ_nm A

R R

{ 318vi

Aruitoxt provided by Eic:

[E ©



Ern

papnidul jou IJam sdaded Gu)

| (582) z°82 | (s92) 1°1€ | (vse) £'sz | (11€) 8782 | (282) 0°€z | (I6€) 8'bZ |  PAULGUED SLOOYDS {1y
(82) z'se | {1g) @'2¢ | (1g} 6°¢8 | {1£) 502 | 592 | {oc) 9's2 | {12) 082 | o
- - - | | _ N

{{1) 6°bE
{gz) y-&2

{25) 262
{1£) 208
{31) ¥'52
(vz) 8 0L
(g2} 2 12
{e1) 0B

{22) £781
{02} 0°2€

| (28) 29z
| {82} 2 0t

| {31) #'s2
(g£e) ¢ 42
- {21) 842

I {s)oie
{99) v 22

{og) 02

| (2y s've | (1L} 2'82 | {e1) ¥'62 | (c1)

| (12) 2°s¢ 028 | - | — | {v2) 91
(£8) 662 e'sz | (£5) v'82 i (es) vz | (es) 6'92 |
{62) L7182 Yotz | {s2) stee | (m2) 6'v2 | (22) s'92 | 1
(12) v1e | (£2) 0762 | (22) T'e€ | (£2) §'%2 | (22) 0°22
sty ez | (81 ez | (81) s'sz | (en) stez | (e1) vz
| (2) o've | (B2) 108 | (bE) 5782 ) 5°82 -
(61) 008 | (£2) g2 | (s2) v9z | (s2) v'92 | (82) §'#2
(91 sz | {22) sT12 | (1) 0722 i len) 12 | (v2) 07wz | 0
, ) 2)

}

L - |

[ 4= R =4

- — } lae) zee | lz2) 29z {cz) 1722
ez | (11) 8§22 |
— ] {49) §€2 | — 1 {¢p) 9'g1 | {om) £°52

8 ol W

W -~ W, (02) 852 | (£2) 5'iz | [02) 9'¥2 { le2) 15z ”, ,

=1

| (wyree | (s)o9t | (2} 9se | (e2) esz | (82) vot ¥

WIFIPLW

,@,

g i & “ £ | F) “ I

LooYy2s j

EYLTR

(ooyss YbLy Ag Sa40035
5353} B npoy ABopoyalsy
SL-beB6T LERd

Z Navi

Aruitoxt provided by Eic:

E\.



| I ﬂ ]
W | o) e | (v9) 192 | (vel) SOt ! | (5t @ 202 | ,
| I (es) oz | (sv1) stez | (40) £82 |(812) 122 |(622) €22 | (95 €2z | (16) 882 | | paULQWO) S{00YdS iy |
[ R s | J
| i , , ,
; b2t e'ze | {op) Lot | (8g) 9°22 -- D ,
| , t 62 | fezyzroe ) (1e) 0tM2 d ,
i | . . , . oy e , h =
I m AT vz | (ev) o°vz | (2v) 0°61 - H I~
V : b’ £2 (s1) preg | (£1) 9712 {61} 6782 | P AR
| ; 9° 2 | (91 eroe | (9) 822 -- 1
W | ¢ | (g1 o8z | {S1) 578l H
| m, ;ﬂ (91} 9wz { (02) 9°22 9
,A i ; 2 | (ee) 2oz | (02} 012 3
: ,‘, 9z | { | {01) 0781 | -- a
. - S - S |
18R ALy w ¢ £ 2 I | ,
SHA0IG
2hS 4
£ 314vl
OF
>—)
i
Evm



were nearly opal in their performance, as measured by their scores at ten test
coints.
Tables 2 and 3 show the distribution across schools during the fall and

;e h
i I

caturs re-oectively.  Overall, they suggest thet student performance

froem school to school was quite consistent.

The comparison of the seif-paced sections (Project Advance and second sem-
sster on-campus) and the more traditional lecture section (first semester on-
camipus) shows a substantially greater gain in scére between pre- and post-testing
Yor the self-paced sections. This would tend to support the mastery'appraach
used in the course. An alternative explanation is that the content of the lec-
ture and self-paced sections differed. While the psychology faculty perceive
the contents to be rather similar, the findings may relate ito the differences

in vontent emphasis between the two types of sections.

Student Ratings of Project Advance Psychology

A concern common to those involved with the course was the student expec-
tations as they enter the course and their ratings of the course after they had
completed it., This information was collected using the Adjective Rating Scale
which was given once at the beginning of the course and again at the end. In
addition, on the course questionnaire stud=nts responded to sixteen other ques-
tions about the course. This section.ré“ t« the results of these qu ‘onnaires
and offers some interpretation of the pr-isci ide data. Lastly, th pction
examines how students differed in their pe: Jiomance in this course a..fere. in

their ratings of the course.

Adjective Rating Scale

The ARS was developed at the Syracuse University Center for Instructional
Development (Xelly and -Greco, 1975) as a measure of student attituae toward col-
lege courses. Project Advance English students completed it twice, once at the
eginning of the fall semester asking student: to rate what they expected from
the course, and again at the end of the co rse asking students what they had
found. Comparing these ratings helps answer the question, "Do students enrolled
in Project Advance English have reasonably accurate expectations of the course?"
Table 4 reports student pre-course expectations and post-course ratings.

These ratings can be condensed into four "clusters" of words, (that is,
words that relate to cach other) using factor analysis. When students tend to
rate one word in a cluster high, they tend to also rate other words in that
cluster high (or low, if the work is negatively related to the cluster). For
pxample, in the first ~luster below, students who rated a course "interesting"
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TABLE 4

Student Ratings «f Troject Advance Psychology on the Adjective
Rating Scale in Response to the Statement “ (I (expect/found)

this cousse in Project Advance to be . "

=

{Reported as percent of students responding)

Pre-Course Expectations End of Course Ratings
First Semester Second Semester
frogect Advance Project Advance

Psychology--0Overall Psychology--Overail

oo An=3se) o (N=el2)

extromely/ slightly/  extremely/ slightly/
. very . omot atall _ very  notatall

36. 13.
95.
16.

5.
70.

14.

Diteresting 91.3 8.7
2oring 4.0 96.C
Tolevant 86.4 13.
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tended to also rate the course "stimulating” and not (-) "boring" or "dull.'
Each cluster can be treated as a2 sirgle idea and can be assigned a single score
lan average of the individual item scores). By examining the words that form
ch cluster, the reader can give each cluster a label. For example, Cluster 4

'1

w

might te labeled Difficulty.

Student Ratings of Project Advance Psychology Along
Four Adjective Clusters (from the Adjective Rating Scale)

A) Pre-Ccurse Rating--Project Advance Overall--Fall 1974
B} Post-Course Rating--Project Advance Overall--Spring 1975
Cluster T , N o
- HUSIES EXTREMELY  VERY SLIGHTLY NOT AT ALL
l. Interesting, (-)* boring, good A=2.4
stimulat.ng, (-) dull, enjoyable, B =23 _
exciting, rewsirding, nrovocative 1 2 N 3 4
A =13.63
2. Boring, irrelevant, duil, a waste, _ o __B=23.64
useiess 1 2 3 I 4
A=2.0
3. Relevant, worthwhiie, neces:ary, B=22
nractizal, rewarding 1 % ¥ 3 4
A=2.2]
4. Difficult, challenging, B=2.26 R
deranding, different 1 | 3 4

* Aominus (-) ~ign indicates that this word is rated lower as the other words
are rated higher (i.e., (=) boring = not boring, (-) du'l = not dull).

Qverall, the differences between student expectations and post-course ratings
are not striking. The reader is encouraged to develop his own labels for the
four clusters. For purposes of this discussion, they might be labeled "Interest
Value," "Dullness,” "Practical Appeal," and "Difficulty," respectively. Overall,
5tudents rated the course to have soiewhat greater Interest Value and somewhat less Practic
Appeal and to be somewhat less Difficult than expected. They did not expect nor
did they rate the course to be dull.
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Student Responses to Other Questions
Tn addition to the Adjective Rati~g Scale, students at the end of the
course were asked to respond to 18 other questions regarding Project Advance

Psychology.

211 things considered, this course was

Percent of Student Responses

axcellent 32.2
qood 56.9
fair 4.0
poor 1.¢

Averall, - sould you rate the intc - . cevel of the class discussions in this

course’?
extr - ..ly interesting 8.1
inte csting 49.8
dull 11.8
really dull 4.7
does not apply 25.6

Overall, how would vou rate the interest ievel of the lectures in this course?

extronely interesting 8.1
interesting 51.2
dull 11.8
really dull 4.7
does not apply 25.1

Overall. how would you describe the readings in this course?

ary beneficial 22.9
adequate 45.5
confusing 23.7
a waste of t'me .5

tonevi’lv, how would you describe the work load required by this course?

very excessive 9.1
heavy 36.4
just right 49.8
rather liaht 4.8

ste the fairness of the tests (psychology only).

a) very fair; well matched with what was taught 20.0
h) fair; qenerally but not always matched with 61.4
witt was taught
¢) somewhat unfair; frequently tested things I 17.6
~think were taught or required
d) very unfair; tests had little or no 1.0

reievance L0 whai was taught
1 f‘) 43
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Rate the fairness of the college grading procedure {the assignment of letter
grades that were used in this course).

excellent 32.2
good 55.3
fair 10.6
noor 1.9

Materials for this course were available when I needed them.

always . 72.5
usually 25.6
rarely .9
never .9

Some Observations and Comments

1. Over:il, student ratings of Project Advance Psychology were overwhelmingly

positive.

Within that positive range, students more often rated the course "good" than

rexcellent." This was also true of the student ratings on the Adjective

Rating Scale, though the top two categories were collapsed for easier reading.

3. Across the high schools, students were quite consistent.

4. Few large differences were observed between pre-course expectations and
post-course ratings. However, where shifts occurred, they were negative.
Most notably, students found the course to be less exciting, less rewarding,
and less stimulating tharn they had expected it to be.

[

These data help answer an additional question: How did students who differed
i, their achievement in Project Advance Psychology differ in their reiings
that course? One aspect of that riestion is: Did students wio did not do as
well still find the course to be a positive and worthwhile experience? The
following table (Table 5) compares the ratings of students who earned "A's" and
those who earned "C's" across selected items on the course evaluation-questionnaire,




TABLE

Comparison of Project Advance Psychology Course Ratings Between Students

Who Eamed “A's” and Those Who Earned “C's” During Second Semester 1974-75

A |\Ei!

Citems . Pespomses o (N=108) o (N =38)
AT aripas copsidered, this gecellent/good 9.2 153
TR fair/poor 3.8 13.2
Sowowiid you rate axiremely/intoresting 78.0 63.2
¢ Ltlun aof ths dull/really dull 22.0 e
tan in this
Vo e ld Ly describe vary beneficial/adeqguate 87.5 2.3
foasodn this rourse? confusing/a waste of time 12.3 ALY
rated "con-
fusing”)
very excessive/heavy 8.8 57.9

Just right/rather light 61.2 42.1

Very feir; well matched 76.3 83.8
with what was taught/

Fair; generally but not

always matched with

what was taught

Y

Somewhat unfair; fre- 15.4 16.
quently tested thirgs

[ didn't think were

taught or reocuired/

Very unfair; tests had

1ittle or no rlevance

to what . o, laught

12y

Fate the Taleness of the excrellent/good 91.
i seddre, fair/poor 8.

Copraning @

Moty T Yoy thin Copnn were Alweys !‘lﬁlléijy 9a.0 IOﬂD
available when 1 needed Lhom. rarely/never 1.0 n.o0
Wag th course an enjoyatle always/frequently 84.6 75.7
roper for you? occasionally/never 15.4 24.3
in the whole, how much do you a great deal/some 74.0 94.6
think you Tearped? not very much/nothing 26.0 5.4

Tat the vloequacy of your - excellent/qgood 96.1 97.3
chpas ity to meet directly fair/qood 3.9 z.7
wilh your toather.

Hould you rocoomend this rourse yrs 100.0 86,1
a0y ur ot friend? no 0.0 13.9
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Students who differed in their grade for the course differed only slightiy

3Lt

in their ratings of the course. The most marked difference was students' ratings

af the readings--45 percent of the "C" students found the readings to be con-

fising versus only 13 percent of the "A" students. Likewise, "C" students four:

1 tn be much he-vier than did the "A" students. These results sugge: "’

fier AGCE POad b

(w3

2l

are not strong readers should be cautioned about enrolling :n

s
e

ndents wh

L

That 5
Project Advance Psvchology. Poorer readers tend to find the rexdings very dif-
cultt

h

and the workload quite heavy. More on this subject is presented in the

f—

ficu
foilowing report by Kosoff, "An Assessment of the Readah® ity of Text Materials
Froject Advance fsycholico.”

Another difference s=cng greups is that "C" students found the tests to be

-

i

comewhat more fair than studc . who received'A's. Students in both groups rated
vaterials available when needed and almost all students were very nositive about
the adequacy of their opportunity to meet directly with their teacher. All stu-
ayts receiving "A's" and over 86 percent of those receiving "C's" indicated that

the college grading procedures to be very fair. Moreover, all students found

tney would be witling to recommend the course to a friend.

Suminiary

“he evaluation of Project Advance Psychology compared the perfc-mance of stu-
dents in Project Advance with that of students taking the same course <. Syracuse
dniversity at ten points through the course--a pre- and post-test, a midterm, and
rach of seﬁeﬂ required modules.

Secondly, the evaluation study examined Project Advance students' ratings
of the course and considered how students who differed in their grades in the
course differed in their ratings of the course.

The yvesults indicate that students taking Psychology 205 through Project
fdvance and students taking the same course at Syracuse University were nearly
piual 1o their performance as measured by their test scores at ten points.
Moraover, student performance from schonl to school across Project Advance was
quite consistent.

Overall, student ratings of Project Advance Psychology were overwhelmingly
positive. Within that positive range, students more often rated the course
"qopd" than "excellent." This was also true of the student ratings on the Adjectivi
Pating Scale. Across high schnols, students were quite consistent in their
ratings. However, where shifts occurred, they were negative. Most notably, stu-
dents found the course to be less exciting, less rewarding, and less stimulating
than they had evpected it to be. Students who differed in the qrades they earned

O
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ittt} s io their ratinns of the course. Both groups found tne

Voo D opitive exnerience, but "CY students found the readings more

n
G T A the work doad to be heavier Lthan did the "AY students.
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AN ASSESSMENT OF THE READABILITY OF TEXT MATERIAL
IN PROJECT ADVANCE PSYCHOLOGY

Tess Kosoff
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Purpose
las have heen in wide use over the past fifty years to

determine whether a piece of writing is’ likely to be readable to a particular
qroup of readers. The recvotility formula is = method measurement that pro-
., mantitative, ubiective estimates of the difficulty of writing. In

..t to more time consuming methods of a~ -~:ing readability, such as

sder’s judgments of res.its of reading ci. -ebos on tests, the formula
wthod predicts the difficulty of a piece o writina without readers first
having to read the material.

The purpose of the present study was "o use tre readability formula
method to assess the readability of eight texts designed for use in a college
survey course of psychology. Since this college course is also being offered
ot the texts would be helpful to guidance counselors in recommending the

course to students.

Procedure
The Dale-Chall Readability Formula was used to determine the readability
af each of the following texts:

Psychology, A Behavioral Science, Jamesz R. Sutterer, Syracuse

~ University - o

Learning, James R. Su.ierer, Syrac. -2 University

Physiological Psychoicsyv, ‘ames R. :utterer, Syracuse University

Memory and Visual Perceptivn, Tibor Paifai and Joseph F. Sturr,
Syracuse University .

Personality, Mark Shermayi, Syracuse University

Abnormal Psychology, Richard J. Morris, Syracuse University

Social Psychology, Clive M. Davis, Syracuse University

Elementary Principles of Behavior, Donald L. Whaley and Richard W.
Malott, Prentice-Hall Inc., Englewood Cliffs, New Jersey, 1971

Developed in 1948, this formula has been one of the most widely used
readability formulas for adult materials and enjoys a reputation of great
accuracy. The Dale-Chall Formula correlates .70 wit: comprehension test
scores based on standardized graded passages such as the McCall-Crabbs
Standard Test Lessons in Reading.! The Dale-Chall Formula is based on two

! The Measurement of Readabiiity, George R. Klare.
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sx+,  For the longer text,

of approximately 400 pages,
Thus, the nine samples taken
of the text may reduce thc

evel found for this particular

= reading grade

wde szcove of a pupil who could answer correctly
one half of the test questicns on & passade

Pt
el
¥

<4 of words cutside the Daje
; cearade santence jength

The raw scores are then convevted in approximate reading difficulty by

arade equivalents using the Dale-Chall Correction Ginle.

[ I N,
PRYONG

[

lvarning

Phyvsiolo 13-15 rade (colleg

3

arception. ... ......11-12 grade

Memory and Visuai
Personality. . ... .. ... .. iiiiiae.......16th grade & above (graduate)
Abriormal Psychology... ..o ovoe.o. . lOth grooo & abcve’(graduate)

£16 L .......16th grade & above (graduate}

.. 11-12 grade

Da

g and Jeanne 5. Chall.
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. From In

o Tor tesch Tou _to  Te: clinical
l. HMo. of words in samnie 100 100
2. No. of o 4 3
3. No. of B A B3
4. Average senternce jength {divide 1 by 2) 25 33.33
5. seore divide 3 oby I, multiply by I Al 33 _

Muitiply
by .04%6

7. Multinly U.le score [5) by .1579 .5
=y i -
8. Jonstant rto be added: L6365 _ ”3,1355
Average raw score of ¢ camples: Analyzed by:

Average corrected g-ade level:

Correction Ta

L
)

- 5.9...,.
and ahove

4.9
5.0 -
6.0
7.0 -
8.0
9.0 -
0.0

fnd

O

ERIC

Aruitoxt provided by Eic:

Faw Leore

BEloW. . e

3
i

1
L

Checked byE

torrected Grade Levels

4th
5th

grade and below

gracde to 6th grade
ciiieisee-.o...7th grade to 8th grade

.9th grade to 10th grade

Cs .....11th grade to 12th grade
iiieiei.e.s...13th to 15th grade (college)
Ceievieuee.....16th grade and above (graduate)

X ox o+ 9 s % & x 2 2 5 £ 3 ®mo®
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DALE-CHALL READASILITY FORMULA

vitle:  {earming . Pager 9  Page: 1T _ Page: 80
Agthor:  Sutterer, James R, _ From: _The  From:2]thoughFyom: operant
Publisher: Syracuse University Date: ____ To: . 3 _ To: __in__ To: _the
1. Ho. of words in sample 100 100 100 __
2. No. of sentences in sample ;§ , _ 5,,,, 3
3. Ho. of words not on Dale list 32 24 NBZh,fm
4. Average sentence length (divide 1 by 2) 2 20 20
5. Dale score (divide 3 by 1, multiply by 2 4 37
100
6. Multiply average Sentence length (4) 124 _-9%e0 9920
by .0496
7. Multiply Dale score (5) by .1579  5.0528  3.7896  5.8423
f. Constant to be added: 3.6365 3.6365 _ 3.6365 3.6365
*verage raw score of 3 samplest  9.61 Analyzed by: T.0.K.
Average corrected grade level: 13-15 Checked by: A.5.K.

Corroction Table

formula Raw Score Corrected Grade Levels

4.9 and below...............4th grade and below

50 59.........000.4.....5th grade to 6th grade

6.0 -6.9...................7th grade to 8th ¢rade

7.0 - 7.9, ..................9th grade to 10th grade

8.0-8.9..........0...0....11th grade to 12th grade

9.0 -9.9........ccuuuu....13th to 15th grade (college)
10.0 and above............... 1€th grade and above (graduate,

1032

206




DALE-CHALL READABILITY FORMULA

fitle:  Physiclogical Psychology Page: 5  Page: 17  Page: 25

Auther: Sutterer, James R. . From: _ A From: _In__ From: _In

Publisher: Syracuse University Date: _ To: _Other To: In  T1p: etal

1. HNo. of words in sample

2. No. of sentences in sample o . _

No. of words nmot on Dale list M
4, Average sentence length (divide 1 by 2) 2 25 25

5. Dale score (divide 3 by 1, multiply by Ao ;23-, - 4

100)

L)

6. Multiply average sentence length (4) ami;gi%i_ 1.24 L4

by .0496

© 6.4739 3.6317 3.7996

7% 'Multiply Dale score (5) by .1579

8. Constant to be added: 3.6365 _3.6365 3.6365  3.6365

Average raw score of ? _ samples: 91§; Analyzed by: T.0.K.

- Average corrected grade level: 13-15 Checked by: A.S.K.

Correction Table

Formula Raw Score Corrected Grade Levels

~5.9.....iiieeiineen....5th grade to 6th grade
-6.9.......... cerevss.dth grade to 8th grade
e T 9th grade to 10th grade
-89.........v0005.....11th grade to 12th grade

- 9.9 . ... veveer....13th to 15th grade (college)
and above...............16th grade and above (graduate)

L Vs o o TRt o TS I~
- L L3 - Ll [ ”
DO OO W

-y
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DALE-CHALL READABILITY FORMULA

Title:  Memory and Visual Perception ~~  Page: _5 _ Page: 23 Page: _41

Author: Sturr, Joseph and Palfai, Tibor  From: Since Frem: The  From: _The

Publisher: Syracuse Univeristy Date: ____ To:injection To: _ is  7To: _ cells

1. No. of words in sample 1006 190 100

2. No. of sentences in sample ' 4 4 5

3. No. of words not on Dale list 6 21 Eiiy%gaﬁ

4. Average sentence length (divide 1 by 2) 25 25 20

5. Dale score (divide 3 by 1, mu1t1p1y by 26 2L 46

100)

6. Multiply average sentence length (4) _r.24 _1.24 . :9820

by .0496

7. Multiply Dale score (5) by .1579 _4.1094 3.3159 _7.2634

8. Constant to be added: 3.6365 _3.6365 _3.6365 _ 3.6365

Average raw score of _5  samples: 8.73 Analyzed by: T.0.K.

Average corrected grade level: 11-12 Checked by: A.S.K.

Correction Table

Formula Raw Score Corrected Grade Levels

.9 and below...............4th grade and below

B T .5th grade to 6th grade

0 = 6.9 .. iiieiann......7th grade to 8th grade

0~ 7.9, .. .0000u a0 ... Oth grade to 10th grade
.0-8.9.........0sseu0....11th grade to 12th grade

0= 9.9 e 13th to 15th grade {tollege)
.0 and above......v.v......16th grade and above (graduate)

ot
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DALE-CHALL READABILITY FORMULA

»and Visual Ferception ~ Page: 11 page: 31  Page:

ithar: Sturr, Joseph and Palfai, Tibor  From: Next From: Figure From:

doblishers  syracuse University Date: _ To: Penfield To: Ay Tor

Ho. of words in sample 100 100 .

2. HNo. of sentences in sample ! : 4 - ————

t. No. of words not on Dale 1ist 14 :25, ,i, e

3. Average sentence length [divide 1 by 2) 14.286 25 —_—

Dale score (divide 3 hv 1, multiply by 14 , 20

100)

W

6. Multiply average sentence length (4) 70686 1.e4 —_

by .049€

7. Muttiply Dale score (5) by .1579 22106 _3.1580

£. Constant to be added: 3.6365 _3.6365 3.6365

Average raw scove of 2 samples: 8:73 Analyzed by: T-0.K.

fAverage corrected grade Tevel: 11-12 Checked by: A.S.K.

Correctios Table

Formula Raw Score Corrected Grade Levels

.9 and below.......... s....0th grade and below
B - 59, . ......c00.uu..x..5th grade to 6th grade
O = 6.9 i eisvrenenens../th grade to 8th grade
, 7.9, eeeienasseen...9h grade to 10th grade
8.0 -89, ....00000etane.0..11th grade to 12th grade
9.9, itiirieneasuren..13th to 15th grade (college)
and above...............16th grade and above (graduate}

T

-

195

209




DALE-CHALL READABILITY FORMULA

Title: Persenality L Page: _3_ Page: 15 page:

Author: Sherman, Mark

23

From:Tyron's From:Residues prom: The

Publisher: Syracuse University Date: __ To: _each To: _love To: shaping

l. MNo. of words in sample 100 100

200

2. Mo. of sentences in sample 3 S

3. No. of words not on Dale 1ist 39 29

4. Average sentence Jength {divide 1 by 2) 33.33

5. Dale score {divide 3 by 1, multiply by 39 29
100) ‘

6. Multiply average sentence Tength (4) _1.6517 ,Jgﬁgglg
by .0496

7. Multiply Dale scare (5) by .1579 _ 6.1581  _4.5791

8. Constant to be added: 3.6365 ”;E;Egﬁﬁ;  E§;§3§§,

Average raw score of 3  samples: 10.47 Analyzed by:

Average corrected grade level: _ 16+ Checked by:

Correction Table

Formula Raw Score Corrected Grade ievels

4.9 and below...............4th grade and belcw

5.0 - 5.9,...... carsnaseesnoDth grade to 6th grade
6.0 - 6.9.......cvvvuevnns. 7th grade to Bth grade
0 -7.9.....00vvivaiie...9th grade to 10th grade
g - 8.9, .. iiiiricien. .11t yrade to 12th grade

- 9.9 e .».13th to 15th grade (college)

7.
8.
9.0
0.0 and above..... veeveeena. 16th grade and above (graduate)

X
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DALE-CHALL READABILITY FORMULA

Title:  Abnormal Psychology  Page: 5  Page: 13 Page: 23
) , ,, , Halluc-
Author: Morris, Richard J. ~~~ From: Each From: inationFrom: _in_

Publisher: Syracuse University Date: _ To: __May To: _class To: _Zigler

1. No. of words in sample 00 100 100

2. No. of sentences in sample 3 353: _ K .

3. No. of words not on Dale list ,31m1 ) 38 BL N

4. Average sentence length (divide 1 by 2) 33.33 A 0

5. Dale score (divide 3 by 1, multiply by 3 38 31 R
100)

6. Multiply average sentence length (4) ,,155517 ,”,fgggar _2.48
by .0496 .

7. Multiply Dale score (5) by .1579 4.8949 ,”6’0092 ,_i;ﬁgéig
8. Constant to be added: 3.6365 ~ 3?5365 ngégﬁs, ,31§3§5
Average raw score of __ 3 samples: 10.608 Analyzed by: T.0.K.
Average corrected grade level: _ 16+ Checked by: A.5.K.

Correction Table
Formula Raw Score Corrected Grade Levels
4.5 and below...............4th grade and below
5.0 - 5.9.........0 0000 .. .. Bth grade to 6th grade
6.0 - 6.9, .. inr i 7th grade to 8th grade
7-% < 7.9, . iuveuia.....0th grade to 10th grade
8.0-8.9........0.000utu...11th grade to 12th grade
9.0 - 9.9.......cchuvven....13th to 15th grade (college)
10.0 and above...............16th grade and above (graduate)
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DALE-CHALL READABILITY FORMULA

Title: Sccial Psychology ~ Page: _9  Page: _13 page: 3!

Author; Davis, Clive ~ ~ From: _In From: i In_ From: It

Publisher: Syracuse University Date: _ To: _social To: _ By  To: rthUS

0 0 100 100

1. MNo. of words in sample

2. No. of sentences in sample 3 4 5

No. of words not on Dale 1ist a4 a0 36

3333 25 20

Average sentence length (divide 1 by 2)

o os oW

Dale score (divide 3 by 1, multiply by a8y 23
100)

6. Multiply average sentence Tength (4) _1.6517 _l.2s 9920

by .0496

 6.9476  6.1581  5.2107

3.6365 3.6365 ~ 3.6365

7. Multiply Dale score (5) by .1579
8. Constant to be added: 3.6365

Average raw score of 3  samples: 11.04 Analyzed by: T.0.K.

Average corrected grade level: _ 16+ Checked by: A.5.K.

Correction Table

Formula Raw Score Corrected Grade Levels

4.9 and below...............4th grade and below

5.0 - 5.9.......oc0icave....5th grade to 6th grade

6.0 - 6.9......00000eeu..0..7th grade to 8th grade

7.0 - 7.9, i iiiininn ... .++..9th grade to 10th grade

8.0 -89.......0000ininn...11th grade to 12th grade

9.0 - 9.9.......0000uurenen.13th to 15th grade (college)

10.0 and above...............16th grade and above (graduate)

168

212




DALE-CHALL READABILITY FORMULA

_ 25 page: 39

Title: Elementary Principles of Behavior

Ruthor: Whaley and Malott From: Again From: that

he _

Publisher: Prentice-Hall as __ To:

1. No. of words in sample

2. No. of sentences in sample 3 _5

3. MNo. of words not on Dale list 30 28 12

4. Average sentence length (divide 1 by 2)

5. Dale score (divide 3 by 1, multiply by 30 28

100)

Multiply average sentence length (4)
by .0496

" Multiply Dale score (5) by .1579

Constant to be added: 3.6365

16517

_4.7370
3.6365

.9920

4.4212

3.6365

Average raw score of 3_7fsaﬁp1esz 8.2295 Analyzed by: T.0.K.

Checked by; A.S.K.

Average corrected grade level: a

Correction Table

Formula Raw Score Corrected Grade Levels

4.9 and below...............41h grade and below

5.0-5.9.........000004....5th grade tu 6th grade
-6.9......cciveeienn.7th grade to 8th grade

-7.9......0civiueev....9th grade to 10th grade

-8.9.......0c00eieve .. 11th grade to 12th grade

I TR 13th to 15th grade (college)

6.0
7.0
8.0
9.0
0.0 and above.....cvvveneen. 16th grade and above (graduate)
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DALE-CHALL READABILITY FORMULA

Title: Elementary Principles of Behavior Page: 217 page: _227 Page: _235

Puthor: Whaley and Malott ___ From: _Now From: After From: _If

Publisher: Prentice-Hall _ Date: To: the  Tg: however Top: ;hqyghpfu]

100 100

1. Mo. of words in sample A Loy 100

2. No. of sentences in sample 6 . _ 6

3. No. of words not on Dale list 6 0

4. Average sentence length (divide 1 by 2) 16.66 25 _16.66

5. Dai? score (divide 3 by 1, multiply by 6 LA AN
100

.8263 1.24 8263

6. Multiply average sentence length (4)
by .0496 :
7j9474 7 2.3685

S
~
L
o]
| o

7. Multiply Dale score (5) by .1579 _

8. Constant to be added: 3.6365 3.6365 3.6365 _ 3.6365

-
lo
=

Average raw score of 3  samples: 7.28 Analyzed by:

| =
e
o

Average corrected grade level: A Checked by:

Correction Table

Formula Raw Score . Corrected Grade levels

4.9 and beloW.....cce.......ath grade and below

5.0 = 5.90..0200seesens.....5th grade to 6th grade

6.0 = 6.9, o0 uuueceseerss...7th grade to 8th grade
Citiiiieiseesee.se.9th grade to 10th grade

Ciiiiiieresessnses.lth grade to 12th grade

0. o ivevesrne.....13th to 15th grade (college)

above. . ...vsvvu.....16th grade and above (graduate)

200

214




DALE-CHALL READABILITY FORMULA

Title: Eieméhiafyugriﬁcipjgngf BEh§Vijﬁ” _ Page: 401 Page: _419 Page: 431

Author: Whaley and Malott ] L From: _The FromSimilarlfrom: _it

Publisher: Prentice-Hall Date: __ To: _will _ To: _ quiz_ To: __then

o]
—
(]
Lo ]

1. No. of words in sample 100 10C

= &1

Z. No. of sentences in sample 6 .

|
1
.

3. No. of words not on Dale Tist 32 21 25

4. Average sentence length (divide 1 by 2) _16.6 25

5. Date score (divide 3 by 1, mu?tip]yégy 32 21 ey
100)

1.24

6. Multiply average sentence length (4) __ 8263 __1.24 §
by .0496 :

7. Multiply Dale score (5) by .1579 5.0528 3.3159 3.9474
 3.6365

8. Constant to be added: 3.6365 : _3.6365 _3.6365

Average raw score of _3  samples: 8.8439 Analyzed by: T.0.K.

Average corrected grade level: 11-12 Checked by: A.S.K.

Correction Table
T '

Formula Raw Score Corrected Grade Levels

4.9 and below. ..............4th grade and below
0-59.....000cuuunssn...bth grade to 6th grade
0-6.9.......000000e0....7th grade to 8th grade

0 -7.9...0.ciiuvenannr...9th grade to 10th grade

0 =-8.9....u0iiieeenns...11th grade to 12th grade

0 -9.9,....0.0.iianss...13th to 15th grade (college)

.0 and above...............16th grade and above (graduate)
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Recommendations ,

Since the téxt materials were found to range in difficulty from
eleventh grade to sixteenth grade level and above, high school students who are
experiencing difficulty in reading high school texts should not be recommended
for this survey course in psychology. Difficulty in reading might be reflected
by standardized test stcres, school achievement and teacher observations, es-
pecially in areas such as English and Social Studies.

Motivation is acknowledged to play an important role in reading compre-
hension. According to reading research, students comprehend mgre when they have
established a purpose for reading, a set to Tlearn, as well as am interest in
the subject. Since psychology is a subject which arouses great general interest,
students should be made aware that these text materials in psychology deal with
this discipline as a behavioral science, rather than psychology applied to
personal needs. This aspect of the course should be made clear to pwosﬁegtfve
students,

Readability formulas generally deal with only two aspects of written
material: the word factor and the sentence factor. Thus concepts, clarity in
presenting ideas and relationships, and organization of the material are not .
considered. It is recommended that teachers increase students' ability to
learn from the texts through instruction prior to reading as well as through
review after reading. By focusing on new vocabulary and key concepts prior to
students' reading of text materials, it has been found that teachers can
measurably increase students' understanding.?

3 Teaching Reading in Content Areas, Harold L. Herber.
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PERCEIVED ATTRIBUTES OF AN INNOVATION-
SYRACUSE UNIVERSITY PROJECT ADVANCE

Robert Holloway
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The gréwing size and number of high school-college articulation programs
(Wilbur, 1974) suggest that it would be worthwhile to examine one such edu-
cational innovation, namely Syracuse University Project Advance. Whether or
not an innovation is adopted depends on at least two things: the character-
istics of the adopting agency and the characteristics of the innovation.
Since the "adoption performance of one innovation is not necessarily a
reliable predictor of adoption performance of another innovation or several
other innovations" (Carison, 1965, p. 53), it is necessary to examine each
innovation carefully before predictions of how it will be received can be
made. The present chapter describes some of the characteristics of Syracuse
University Project Advance that induced certain high schools in New York
State tc adopt it and later to diffuse it.

It will be helpful to define some of these terms. Innovation in this
context was simply defined as “"something perceived as new." Adoption was
characterized as "the offering of Syracuse University credit-bearing courses
in one or more subjects in a high school." Diffusion was "an increase in
the number of class sections or the nuimber of additional subjects offered
within a high school." !

The spread of the course offerings from school to school and within
each school provided formative data to verify some factors which may affect
adoption and diffusion. The intent of the following observations and remarks
was to examine a limited number of characteristics of the innovation as they

may have been related to adoption.

Characteristics of the Innovation
The gross categories typically used to describe important perceived
characteristics of an innovation have been (after Rogers & Shoemaker, 1971)
1) relative advantage: "better than" in terms of economic, political
or social advantage -
2) compatibility: consistent with existing social values, organizational
structure and perceived needs
3) simplicity: ease of understanding or use
4) trialability: may be experimented with on a Timited basis
5) observability: visible to others
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1t is important to note that these categories were projections of the
perceptions of the members of a social system. These perceptions by
potential adopters may not necessarily be congruent with such factors as
research findings, advocates' viewpoints or real costs. As others have
observed, "The prospective adopter is not likely to select the research-
based solution solely because it stands on a base of scientific knowledge,
especially if something else is less expensive . . . or otherwise
attractive" (Brickell, 1967, p. 235).

Relative Advantage. The simplification of this attribute is the
adopter's question: "Is this better than the existing way(s) of doing
things?" Economic profit is usually the criterion. Public schools are
not market-oriented in this sense, as Pincus (1974) pointed out, and are
"less likely than the competitive firm to adopt cost reducing innovations.
With relatively static budgets, schools are becoming more sensitive to new
expenditures. New expenditures in a static budget mean displacement of
support for existing activities. Schools have traditionally favored '
innovations which promote community image. That is, they have wished to
show they were "up-to-date," "efficient," "professional," and "responsive"

(Pincus, 1974).
The costs to a school which implemented Project Advance averaged between

$200 to $400 per teacher per course per initial training. Those courses
of fered in the high school average $20 to $30 per student per course for
the initial outlay for texts, tests, and other materials. However, the
real cost to the school was less for two reasons. The training was offered
as workshops open to all schools whether or not they planned to or actually
offered Project Advance courses and thus qualified for partial reimbursement
through state aid. Additionally, the courses were offered as high school
courses with students paying tuition to the university for recording and
supervising the achievement of college level work. Thus, the materials
were purchased as part of the regular school budget, and their cost was also
defrayed by state aid. The cost of developing the courses had been borne by
the university earlier since the objective had been to improve on-campus
courses.

Given this somewhat serendipitous set of circumstances, the schools
were able to justify the costs to the community. Transferable college
credit for high school seniors met thn &-iterion for "up-to-dateness,"”
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indicated responsiveness to student needs, and enhanced the professional
status of the high school faculty. The elimination of duplication in

the curriculum appealed to the criterion of efficiency, and the relatively
Jow initial cost did not impede adoption. ’

The schools were aware of the continuing in-service work required of
teachers (a short workshop each semester on course changes and standards),
and recurring cost of materials, such as test forms. These costs were
minimal: less than $5 per student per course and less than $75 per teacher
per year. These costs were usually subsumed under existing budgets for
substitutes, travel, or materials. On several occasions the university
underwrote costs when they were not part of a regular budget. This in-
cluded replacement of materials when major revisions occurred in the
on-campus courses. Thus the maintenance costs for continuing the inno-
vation did not impede adoption. This was the strongest statement that
could be made since the schools were not profit oriented, and indeed
were legally constrained to show no profit.

The relative advantage for the innovation as perceived by the public
schools appeared to be its economic optimality: it involved neither profit
nor additional cost while potentially improving the image of the school
in the community. '

Other-publics were involved in the decision to offer the courses, and
economic considerations beyond the schools came into effect. Tuition was
requifed of those students seeking college credit. This was paid directly
to the university and did not involve the public schools. The tuition
defrayed the university costs of recording, evaluating, and supervising
the achievement of college level work.

The actual source of the tuition was, of course, the parents rather
than the students. The relative costs, or advantage, of Syracuse University
Project Advance tuition were openly examined by parents. Since other options
enabling high sché§1 students to obtain college transcript credit were at
least as expensive, adoption and implementation appeared to be relatively
desirable to parents. For example, three credit hau%s through Project
Advance cost $50. The same three credit hours on the university campus
would cost approximately $350. Arrangements with Tocal community colleges
averaged about $60 for three hours while public four-year colleges were
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charging approximately $70 for the same number of hours. Questions during
discussion period at parents' nights at adopting high schools as well as a
survey of parent attitudes (Chapman, 1976) indicated economic advantage was
not an important factor. Parents were aware that many colleges have a flat
tuition rate enabling students to take courses above the minimum load at no
additional cost. Further, earning three to nine credits would not appreciably
reduce the total time needed to earn a college degree. While not precluding
adoption, costs as long term advantage did not translate into savings.
Relative advantage for students and parents appeared to depend on factors
beyond, or in addition to, economics.

Parents and students felt strongly about the experience of college work.
A survey of 170 parents indicated that the "equivalence of the coﬁfse on- and
off-campus was . . . the most important outcome" (Slotnick & Chapman, 1975).
Eighty-nine percent of the parents favored using the same evaluation standards
on- and off-campus. In contrast, parents indicated that favorable publicity
for the local school was one of the least important outcomes. Only 36% of the
parents indicated that it was important that "High schools participating in
Project Advance are considered innovative by people 1iving in those school
districts" (Slotnick & Chapman, 1975). Parents may have perceived the rela-
tive advantage of Project Advance and other innovations in this class to be
the experience of college work for the student. Bearing this point out, a
survey of students who did not transfer their credit, even though they earned
respectable grades, revealed that they believed that they could do even bet-
ter in the colleges in which they enrolled, and the satisfaction of success in
a college level course was reward enough in itself.

Other non-economic advantages, such as social approval, self-assessment,
status, and self-image, may have served as incentives to adopt. Seventy-one
percent of the parents surveyed (Slotnick & Chapman, 1975) believed it was’
important that the courses provided a student with an indication of ability
to do college work. Additionally, 87% of the parents strongly favored Project
Advance as an enrichment of high school experience and 70% responded "Impor-
tant" to the statement "Students completing Project Advance courses are more
confident about their ability to do well in college." Thus, the advantages
of Project Advance as perceived by parents appeared to relate to improving the
students’ probability of success in college rather than to economic advantage.
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Parents perceived improving the students' potential for academic
success in college to be more important than economic savings.

Compatibility. The second category used to describe perceived
characteristics of an innovation provided an examination of several re-
lationships. Compatibility includes comparisons of the innovation with ex-
isting social values, organizational structure, and perceived needs.

A Since the majority of high school graduates in New York State have, in
the past, enrolled in college, the earning of college credit per se was
compatible with existing social value. Thus, the newness of Project Advance
was in the organization and location rather than eventual outcormes, i.e,,
colleqe credit. This appeared to be self-evident and bore further examination
cnly insofar as it related to particular schools.

The organizational structure of public schools, as with any bureaucracy,
favors self-perpetuation (Pincus, 1974). Since students remained in the system
and teachers retained their traditional role, the innovation was compatib1e
with the osxisting structure. Students enrolling in courses off the high
school campus or faculty coming onto the campus compete with existing structure.
Qver 5% of the high school students in New York State graduate at the end of
their junior year chronologically. This, in addition to the projected decrease
in enrallment, created a need climate that was favorable. The public schools
perceived a need for innovations that would retain students in the system.

As an innovation, the Project was perceived as contributing to stabilizing
and pcrpetuating the organization, and thus was compatible with Grganizatiana1'
needs and values.

The importance of compatibility in determining adoption was most
clearly supported by the differences in the selection of courses. Five courses
were available for the 1973-74 academic year: Religion, Drugs, Communications,
Fsychology., and English.

Though there were at least three schools with teachers qualified to
teach the Drugs and Religion courses, no school offered either Drugs or
Religion. Of the nine schools, eight offered English, seven Psychology, and
two Communications.

With 40 schools offering courses in academic year 1974-75, the same
pa .curn was evident. Thirty-four offered English, 16 Psychology, 2 Music,
cins | Religion. (Music had been added; Communications dropped.) The
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predictable difrerence in compatibility between the high school curricula

and Religion and Drugs courses need not be belabored. The difference between

English and Psychology was less predictable.

Psychology courses have an inherent advantaée over English courses in
student interest. However, the organization and curricular compatibility
appeared to have been more powerful in determining adoption. Eighty-five
percent of the schools offered English in 1974-75 while 40% offered Psychology.

The congruence of the innovation with existing practice increased the
likelihood of adoption. Conversely, the less the innovation was perceived as
compatible with existing practice, the less 1ikely it was to be adopted.

A separate factor may have influenced this adoption pattern: most
colleges have required freshman English while courses such as Psychology have
been electives. The students and parents may have perceived higher utility
for the English course as opposed to Music or Psychngéy courses. English
was also a requirement in the high school. A more formal study would have
been necessary to discriminate among the possible perceptions of English:
relative advantage in terms of transferability or compatibility with need and
existing structure were equally plausible explanations.

Simplicity. Perceived simplicity of an innovation is positively related
to adoption (Petrini, 1966). Conceptually, the earning of college credit through
this and similar programs was simple and, since neither studentsnor teachers
were transported, so did the logistics. The arrangements for summer workshops,
money collection, and other administrative activities, however, tended to slow

adoption. Decision making became complex because of the number of "gatekeepers"
(Havelock, 1973) involved. Effort on the part of the Project staff was required

to facilitate the decision making. B

The adoption of the innovation was a relatively simple process and thus
may have increased the potential for adoption.

A separate consideration, the discontinuance of the innovation becayse of
conplexity, remains to be examined. The source of concern was the within-course
complexity. This involved logistical concerns inherent in an individualized
program, difficulty of use (such as excessive teacher time for grading by
university standards), and other front line problems. This was of interest,
since it made a clear discrimination between perceptions of complexity related
to adoption and perceived complexity related to continuance. The time span of




18 months was too short to furnish data on discontinuance. One school partici-

pating in the first year dropped out at the request of the Project. A second

the second year.

Trialability. Also described as divisibility, the idea of reducing risk
by incremental adoption appeals to reason. No school offered more than three
Project Advance courses in 1973-74 or 1974-75. Of the five courses available
in the first year, two schools offered only one course, four offered two courses,
and three offered three courses. Thus, 66% of the schools offered only one or
two courses. The pattern emerged more clearly in the second year. Approxi=
mately 67%, or 27 of the 40 schools, offered only one course. Eleven schools,
or 27%, offered two, and two schools, 5%, offered three courses. Thus, 95% of
the schools offered only one or two courses. Further, the majority of schools

in the first year offered only one class of the course(s) actually taught.
Two of the Targer schools offering only one section clearly had the potential
to offer multiple sections of a course. Trialability as a factor was demon-
strated by the expansion to four sections in the second year in both schools.

Adopters appeared to prefer to try the innovation on a Timited basis be-
fore expanding. Further, the innovation possessed the characteristics of di-
visibility which may have been so perceived by adopters and thus have increas-

ed the 1ikelihood of adoption.

Observability is the visibility or demonstrability of an innovation. The
examination of this characteristic has centered on material and technical in-
novation rather than ideas or process. The literature indicates that the
observability of the innovation is positively related to its adoption rate
(Rogers & Shoenaker, 19771).

The observability of the Project did not appear to be positive. Its re-
deemable fecture was that it was easy to describe in conceptual terms. An
earlier term used to describe this characteristic was "communicability"
(Rogers, 1962). Given this dimension (communicability), the Project may

- have benefited from the conceptual ease with which it could be described to
potential adopters. The most important perceived characteristic may have been
the college credit structure.

Brief deécriptions through the media, mailings, and presentations at
regional meetings appeared to relate to adoption. One mailing and one regional
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COMPATIBILITY
PERCENT OF SYRACUSE UNIVERSITY PROJECT ADVANCE COURSES
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meeting on Long Island elicited considerable response with thirteen schools

adopting.
The nbservability of the innovation may hetter be described as communicability

The compatibility of the concept may affect communicability.

Summary

This innovation (Project Advance) did not appear to possess all the
Rogers and Shoemaker characteristics in an equal degree. The low inter-
relationships among the five attributes (Kivlin, 1960) indicates that
uniformity is not necessary to maximize the potential for adoption. The nature
of the innovation lent itself to some atiributes, such as trialability, but

not to others, such as observability.
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TRIALABILITY
~ SCHOOLS (N = 9) BY NUMBER OF SYRACUSE UNIVERSITY PROJECT ADVANCE
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COURSE DESCRIP
D CALCULUS

£SC
SELF-PACE
Self-Puced Caleulus is an introductory course in calculus and analytic geometry now being offered
to students at Syracuse University who expect to be engineers or mathematics and science majors.
Developed juintly by the Department of Mathematics and the Center for Instructional Development,
Self-Paced Calcuius is designed to allow for different learning speeds and yet permit students

to achieve a high level mastery of the content. It is now in its second year of testing and
pvaluation on campus. The course is a full year offering in which a student may earn up to six
credits,

Course Design

The goal of Self-Paced Calculus is to permit students to master the material covered in an intro-
ductory college ralculus course at a pace most comfortable tn them. The subject matter has becen
divided into units {or blocks of material) which typically take about one week to cover and Tearn
thoroughly. The student uses a standard calculus textbook and a set of detailed study guides
prepared in coordination with the text to learn the material in each unit. Regularly scheduled
tutorial periods are also available for individual help as needed. Problem solving sessions are
schedules in a supplementary role and a series of programed booklets are employed in two units.

For each unit a series of parallel tests have been prepared. When the student feels that he or
she has mastered the material im a unit he may request a test for that particular unit. If the
test is passed at a prespecified level of mastery, the student may begin to prepare for the next
units. If the test is not passed the student 1s qiven tutorial help or a remedial assignment and
nust then take another version of the test for that same unit. Again, a pass 1s required before
proceeding to the next unit. Unit tests may be taken as ofteén as needed with no grade penalty
far not passing. Tests for all units are avaiiable from the beginning of the course so that any
students who have prior preparation in calculus may recelve credit by passing the appropriate
unit tests.

In order to earn one academic credit four units must be passed successfully; eight units passed
parns 2 credits, twelve units passed earns 3 credits, and so on. Thus, the speed at which the
student progresses through the course and the number of credits he or she earns depends on how
rapidly the material in each of the units can be mastered.

A standard calculus text, Goodman--Analytic Geometry and Calculus, a set of corresponding study
quides and a brief student manual outlining course procedures are used by 211 students. Each
studen!, should have access to the supplementary text, Greenspan and Benney--Calculus, An Intro-
duction to Applied Mathematics. Each school offering Self-Paced Calculus will also use copies
of the Syracuse University tests prepared for each unit and copies of five programmed booklets
dealing with derivatives and their application. ’

SYRACUSE UNIVERSITY
PROJECT ADVANCE
12/74
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Sociclogy

o]
e
5
o
m

se University Project Advance)

o i
bacizloyy 20l ts the introductory socielogy Lourse at Syracuse University. ODrs. Mark J. Abramson
and Louise Tolemon, in conjunction with other members of the Sociclogy Department faculty and the
fenter for Instructional Development at the Unrvers1ty. have engaged in the development of the
codrse over the last three years as part of a major affort to provide an alternative and, hope-

fully, better methed of instruction.

“he semester course is divided into four units
ments assaglaﬁed with each. Students who succes

three credits in Socielogy 201.

the core), with readings and required assign-
sfully complete the four units will receive

COURSE SEQUENCE

ine course 15 divided into four units of varying length.

357 | sy T 35% 5%
Culture and Child Rearing Social Papg]atian
Soc1a11?at1cn . Survey (HRQE? Organizat1on WErggecF1on
[ II III IV

COURSE CONTENT

Unit I--Culture and Socialization

This unit deals with the variability of human culture, foc us1ng upon the inter-generational
transmission of culture through the socialization process.

Required Readinngs are:
M. Mead, Sex and Temperament. {(An analysis of three primitive societies and the different

ways ses roles are learned in each of them.)

F. Elbin and G. Handel, The Child and Society. (An examination of different theories of

socfalization, and of d1??éﬁent sub-group practices in the United States.)
Requirements

Tou have the chaoice of completing one of three projects:
1} fusay: Do subcultures exist in the United States? Deveiop criteria for sub-culture,
apply to elderly, the poor, or other identifiable group in the United States.

Observe youngsters in neighborhood park or school playground. Analyze differences in

play behavior of boys and qirls. ) ) 7
3) Analyze differences in adolescent values or “youth culture" between the 1950's and

1970's as expressed by differences in popular music.
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drtt Dl=-tnidd Zearing Lurvey

You will seiect any tvoe of social:ization or child rearing practice for cross=cultural an-
alvsis. (Examples could include such factors as severity of parental discipline or the

sxistence of initiation ceremonies at puberty.) The selected practice will then be exam-
ined in relation to either cnaracteristics of familial or social orgahization {e.g.. ex-

terded families or type of social classes).

Data will be drawn from R. Toxtor, Cross Cultural Summary (an atlas presenting coded data

an a1l known societies). Yo will classify the included societies and then compute an
association betwsen the selected variables using programmed instruction booklets. Your
paper will discuss the theories that led them to expect certain relationships ard report
their procedures and findings.

ynit 1[--scc1al Organization

Unit Three deals with the nature of contemporary social organization and the change process
by wnich it has developed. More specifically, contempordry social organization will be ex-
amined in terms of three processes: indystrialization-urbanizalion, bureaucratization, and
demggrapnic transition. The core readings emphasize traditionally important socialozical
+hegries of these processes. Thus, in Unit Three, you will be introduced to some of Zhe
classical theories which have shaped and influenced contemporary sociological thought. The
core readings are: 7

Simpson, Durkheim. (Chapters 3 and 4)

Miller, Weber. (Chapters 1, 2, 3, 4, and 6)

Wrong, Population and Society. (A11)

Lo I Iy |

AT1 students must take an examination on Unit I11. The examination contains both muitiple
chnice and essay guestions, but you may individually emphasize either type of question.

it Iv--Population Projection

o
a =
fiw

{our task is te project the population of Guatemala in the year 2000. Various “go&is" are
set invalving the education of young people and rates of overall population growth. To
attain these goals, students will modify the country's policies with regard to family plan-
ning, birth control and education.

Students will send their policies to Syracuse where they will be used to simulate growth
patterns on the PDP-10. Output will be returned to students who will evaluate the effects
of their own policies in relation ot those of others in attaining the stated goals.

This course presents the basic theories, concepts and methods of Sociology in a format which
permits you to select from among alternative projects to satisfy course requirements. You will,
theraefore, be ahle to pursue topics of personal interest.

Grading
Yaur final frade will be determined hy your grades in each of the four units. There will be no

final examination. Each unit is weighted but, students whose work improves in quality during
the semester will receive a final grade which gives added weight to the later units.



and Independent Writing Track ({2-6 credits)

twd reguired formal Titerature ynits {Literature-
vlus a selection of optional minicourses amd
testeperddent study wnnta, egen 0f which requires you to write.a paper. You
will he gwarded credit e {Re fiction ard poetry untts when vour zssianed
pavers demonstrate your ability to identify the formal elements of the short
fory and the poelry being considered and to relate them to a deepened and
wldered response in vour own reading esperitenge. Fach of the units includes
weeks of (lasuey aml conferences with the instructor, and requires one
ai abile papers, totaling 1500 words . Tewts and quizzes are at

the option of the 1nstructor.

HEIR A

trdce conye

Peotran ged Dateragt e Topte

o ——
Y ETTL

07 Fiyifss

Indeperdent study is une of two uptiona! units in the course and offers you
one credit for each accoptably written paper {up to two), 1t provides you

with an opporturity to investiqate and write a paper on a topic that you
select yourself with the guidance of your instructor. The independent study
wnit i~ available to Level 11 students only, although you may work on a
project at the same time you are enrolled in either one of the two Viterature
uf1th OoF in a minicourse. fou may complete a maximum of two independent study
projects, each of which will be graded separately, for a maximum of two
credits. You may not, of course, earn more than six credits for the entire
COUFLRE

In order to recelve credit for your independent study project, you mu$t write
3 2.000-vord paper that is judged satisfactory by an instructor in this courss

who s familiar with your writing capabilities,

Minicourses allow you to select special areas of Titerature for concentrated
study. You will earn one credit for a minicourse when your completed

assignments. test results, and class
criteria set forth by the instructor.
demonstrate continued mastery of the

participation meet the abjectives and
Your written work, of course, must
writing skills required for credit 1in

Level [I].
. - J CLUMAN ENPI T o e e —— D1 credits
UCTIONAL SEQUENCE - FRESHMAN ENGLISH Sy ST R stom e e —
use University Literature & Minfcourse befim 5-6 credits
'r for Instructional Development Independent Writing Track|{Level I11) oF Paper V
LITERATURE - Minfcourse T e 4-5 credits
e ; < i ) Selected topies from
Required - ’1 ;fx,éd't %%;%c‘uni,‘fd : literature. Qne or
Discussion & Fapers 00 words) more papers (1200 to
auerss —— —+1 2000 word or Paper 1V
Fiction Poetry 2“??7??r75) (or Pap. 7)
(4 wks) (4 wks) Paper 111 T e 3-4 credits
o Independent study paper =
. — Area of Student's Interast
{2000 words) (or Minicourse)
v Magnostic Essay Track {Level 11} Weekly Seguences
Writin e — — e e . ) .
- S— (Essay? Writing Evalyation | __IFollow-Up | Aﬁ;eﬁtahle g, 1 CTEDHT
Dragrostic == Oripontation {as assigned)f—= Secsion {audio tape) Discussion Writing
Togt L ij,".dy‘ - — il —— Sm——— = =
{ubrpctive Writing Sequence duplicated as required
(required) Lectyre - — S A
meed | {Fequired) ] - l o o - J e
i} Basic Skills Track (level 1) Areas As Assigned ]
4
[’;énLéﬁéés ] l Agfeéméﬂ | e No credit
[Punéluéttéﬁj lu.*.ége l
Self-instruction units and consultations with re-testing -
availahle once & week.

Barid on diagnatic tests, students are placed in ane of Lhree instructional Tevels. Level | students are assigned
Lo specifie remedial areas according to need and may move up to Level 1l as soon as they can pass the criteria tests.
Level! 11 requires two passing papers before a student may move to Level I111. In Level II1 students are required to
Lake two four-week seqments on Fiction and Poetry and may select from a series of minicourses or write a paper from
an ared of anterpst for additional credit. The required segments are repeadted throughout the semester for the
convenience of students moving into Level 11 during the year.
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PRt oAt S/ratuse tnigersity, in conjunction with the University's Center for

Sy resiap oo

s el ceoelnpment . nas endaded noan extensive redesign of the freshman English program.

Thae e fae Lesn taught on campus for the past three years and, recently, has been success-
tield teered 1 nelected high schonls in New Yark State. The course is designed to meet
Ve i e viaal needs while permitting the student to complete his entire college freshman

The information that follows is intended to aive students, teachers,
Give care-

T ‘ AT AN pvempnh
qaiance staff, and schoo! administrators a general preview of the course.

B RaLE TR

yPrent b b ceqirements at the various Tevels.

:
i

Snoeetroe tonn suconssfal completion of this course, you will be able to write & paper that,
n tee gt ob your tRstructor, demonstrates competency in writing and in understanding
g it fornal elenents of literature.
i tmon pon heen desianed, first. to evaluate your grammatical and composition skills in
rior to place you in the correct track according to your present writing ability and, second,
5 wmve gmyoat rapidly 3s possible up to and through the literature and independent writing
NIRRAAS
“ne scepene 1o ligided into three levels or tracks. The diagnostic test which you take during
Firat elann session helps to determine your level assignment in this freshman English
e, You will be advised of that assignment as soon as test results are available. Briefly,
the trroe levels dare as follows:

o HEE

{ryel 1@ Basic Skills Track (no credit)

"his teack consists of a combination of independent learning units and consultations

Avtared to (oreect your specific writing errors within four general skill areas: sentences,

o tuatinn, agreement, and usage. You will be assigned to one or more of these units according
" our own deliciencies. Your work at this level will consist of independent study assignments
Lo iined with consultation sessions carefully coordinated with your needs. Tests will be
y.atlable £noa reqular basis to alldw you to prove your aastery of the basic skills and to move
we to Level 11 as soon as possible. o
bt suciens an Level | and your success at the higher levels of this course depend on the
Connt o f effort you are «i1ling to put forth. If you are assigned to Level I, you should
(laast eartainly proceed to Level 11 before the middle of the semester. However, there is
upportunity for you, with concentrated effort, to move up within the first few weeks,

At

feyel 1L tauay Writing Track (1 credit)

Thyn track combines writing classes and assignments to help you achieve the level of
writing proficiency required for your work at Level IT1. Regularly repeated evaluation will
permit you to move to Level I11 as soon as you demonstrate competency in composition skills.
fio, will parn one credit by successfully completing Level 1I. With your instructor's permis-
wion, you may take one minicourse for one additional credit while you are working at this
Jr.el, Thia crpdit will not be recorded, however, until you have suctessfully completed the
¢ s unit and the required literature units. While scme students may take longer than others
ceach an auceptable level of writing ability, you should be able to leave Level Il and move
Fovel 111 inoa relatively short time if you pay close attention to your instructor's

Yyoal comeents and work toward eliminating your writing deficiencies. His suggestions will
Cvove mant waluable to you if you regard them as an aid in identifying the composition skills

s revd to coreect in order to achieve an acceptable level of writing.

i}
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Course Descri, i..

far

PSYCHOLOGY

{Syracuse University Project Advance)

Peyono oy 0% 1s the introductory psycholugy course at Syravune Undverstty,  Or, deien B
Sutterer, Associate Professor of Psycnology, in conjunction with other members of the Psychu.gy
Jopartment faculty and the Center far Instructional Development at the University, has enqayed
in the develomment of the course over the last three years as part of a major effort to provide
ar alternative and, hopefully, better method of instruction.

Tre course 19 designed as a one-semester offering in which you may earn three credit hours.,  The
course has been taught on campus and in seventeen high schools in New York State. The course con-
thnt has been selected to cover some of the hasic areas of psychological study, areas which will
e a foundation on which you may wish to build later by taking other cfferings in psycholoyy.
There are also options which enable you to yo into some depth in those areas which are ot
interest to you.

Course Coptent: The scientific method of studying behavior and how the method works in practice
make up the major thrust of the course. The moziules used in the current course are indicated in
the fiow chart. A description of the second module may be representative of the content uf the

course,

The purpose of this module is to provide you with an understanding of how experi-

- mental psychologists have investigated learning phenomens. This module is in two parts:
the text portion and the programmed portion. After having read the text and the
sequences, you should be able to answer the questicns on this madule in your study
quide.

Upon completion of the module, you should be able to 1) define learning and
related terms; 2) discuss learning as an intervening variable and as an adaptive
process: 3) describe classical (Pavlavianj conditioning and its role in the development
nf attachment hetween a mother and her offspring, phobias, and psychosomatic disorders,
4) describe operant conditioning in terms of defined concepts such as ogperant level,
reinforcement, and the empirical law of eoffect; and 5) discuss the role of attention

4% a reinforcer.

The study of learning will introduce you to the concept of the seientific study
of tearning itself in addition to relating "learning” to other topics in psycholoyy,
such as personality. Examples of experimental procedures which use empirically based
learning phenomena to investigate other research guestions, such memory, will be used
to establish these relationships.

As in each requirad module, you will be tested on the Learning module by an
abjective (multiple choice) exam given in class. [If you do not pass the test, there
15 no qrade penalty and you wil) be ahle to take make-up exams when you feel ready.
You should, however, ask for help from a procter or instructor if you believe that to
be more beneficial than re-reading the material. The make-up exams will be administered
by a proctor or instructor in a tutorial situation, and as with the in-class exam,
there will be no grade penalty for failure.

Lourse Design: The course material is divided into modules which cover specific topics. In
contrast to traditional courses which use one textbook, the modules in this course comprise a
variety of materials which have been selected from several sources. You may move through these
materials, from start to finish, at your own pace with a minima) amount of work required by
certain deadlines. You will not be held back by other students or forced to go ahead before you
are ready to the degree this fits with deadlines established hy your instructeor. Your final
fqrade in the course will be determined by the amount of work you successfully complete. In
most courses, your final grade is determined by averaging your level of performance on a nunber
of tests or papers during the semester. However, in this course you are expected to learn small
units of material until you can perform "A" work. Your final grade will be determined by how
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SRy analh U complete 2t the mastery level during the senester

v samnlete the hasic modules during the tired AdlS af tne cementer, Yoo
ia tave esars several times, Tatlure Lo ;ass o leni on the Fiest aF o .0 o

1

* not be held against you. la detervining your Jfaﬁ&,rhnl{ Thuse tesls =il o..
coocessfully completed, o matter how many 4t te yGu made, will Fount toward The fina
/0U were to complete every module ﬁug11able ang make a perfect score on Lne mid
vou would acuamulate approximately 4 50 points. From this total, the follow
rements have been established.

S () gnlntf
e 100 pointe®
F.. . u.v..e....dess than 150* points

to drop you from the University roster since such grades
are not transferable.

* If you earn less than a4 "C", you may asy your instruttor

Tn. information and concepts on which the tests are Lased are included in media and huGks uned
in tne course. Your instructor will provide lectures, demonstrations. and discussinn opportun-
1ties far you and will help you review materials with which you have difficulty.

The following flow chart indicatns the sequence of modules and the optinns available in 1374-/5.
There will be minor modifications for the 1976-77 academic yedr.

F—
Modules 1.0 Module 3.0 Module 4.0 Module 5.0
Module 2.0
Psycholegy |- —Physiological . — .
as a Psychology Basis of Personality Abnormal N
Behavioral of Learning Behavior pehavior
_Science . - — -
Lﬁ_ WDptiongi OthDﬁVB 1' Option 4.1 . Upt1nﬁ7; ]
2.1-2,7 ) Aval1able Available | Availatle
Available S " — . :f
Dptian 3 2
Available
L[ Option 3.3
Available
COMPLETE OPTIGNS
Units 2.1-2.7 Unit 3.3
Principles of Dreaming
- ~ — Behav1nr
~.. -+ | Module 6.0 Module 7.0 — - —
] ) Mid-Term Unit 4.1
~ Cnild O Social Examination Unit 3.1 Personality
— Development Behavior Memory Assessment .
] - ~ Unit 5.1
Unit 3.2 Behavior
Visual Disorders
7Percept1nn ~of Children
PSYCHOLOGY 205 UR;§mZ1‘
Fall 1973 v Social
gehavior
FDundatians of Human Behaviar ) - —— ]
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Course Description for
Human Values
Syracuse University PROJECT ADVANCE

éuwan Values is the Introduction to the Study of Religion course now beiny offered . u«:
400 students each semester on the Syracuse University campus. This course, developed joint.y
by the Department of Religion and the Center for Instructional Development, has been field Lis:
for the past three years and represents a major departure from traditional introductory reiigis
courses. Instead of comparing specific religions (e.g., Catholicism, Judaism, Buddhism), the
course provides the student with a broad perception of reiigidn as a field of study. The
stﬁdent, moreover, is offered a series of options which allows him to select the subject matte
of greatest interest to him.

The school district may offer Human Values as a three-credit course or as a three-to-six-
credit course. At the same time, the participating high school teacher may select (within
certain guidelines) the specific options that he will teach in his particular high schaol
section.

Course Content and Design

Although the design of the course may vary from school to school, certain elements Will be .
consistent. A1l students are required to complete a short, two-to-three-week introductory unit
which combines independent learning assignments (programed booklets) and seminars. The topics
covered include the development of a working definition of the term religion (a definition that
will be used in the course) and both a discussion of religion as a field of study and an
examisation of the criteria for using specific data in this study. Students are required to

p->$ @ crizerion test before méving out of this unit.

The remaining portion of the course is divided into three broad areas--Forms of Religious
Exg -¢ssion (the ways in which people attempt to communicate their religious exper1en;es) Foruis
6 Religious Issues (the guestions and concerns that grow out of these experiences),
Methodulogy or the methods that can be used to investigate and interpret religious data.
Students are required to study at least one of the options available under each of these
&xt;gi ies (see diagram).

while as many as five options are available in a category, the cooperating teacher may Tim?
his «tudents' choice to those options which reflect his own content area, strengths, and
interc-ts, Some options rely heavily on class discussion and individual conferences with the

studer ts; others emphasize independent studygy

-

; sructional Manuals

8 A ¢ ired student manual and book of read1ngs, containing the two programed booklets anc
£5%i5% «.. &11 the options, is required of all students. Additional books and audio tapes the

e

;tudeat vi11 need depend upon the particular combination of options the teacher wishes to
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Course Overview

, o Y
Human Values Introduction

" The Term
Religicn (Pl)

Option and
Minicaqrse
Qverview

R

Seminars

4

Objections - 7 e

to the Study — Y

of Religion Religion as a
(optional) Field of Study (PI)

" 1
Seminars
v

Examination

L

Four-week
OPTIONS -
(As available)

11034 wylX3 (leuot3dQ) SISUNOIINIW

OFTIONS =
Three options are required, one from each area.
Each additional option is worth one additional credit.

Area 1 Area ]I Area I1I
Forms of Religious Forms of Religicus Methodologies
Expression Issues 7

Myth Paths of Salvation Historical

Belijef Death and Psychological
Eschatology

Ritual Evil ang Philosophical
Suffering

Sacred Text Sacred and Comparative/
Secular Structural

Community Cod and Reason Sociological
Structure

Religious Experience
of the Oppressed
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LIST OF PROJECT ADVANCE HIGH SCHOOLS:

Auburn High School
Auburn, New York

C.W. Baker High School
Baldwinsville, New York

Bishop Grimes High School
East Syracuse, New York

Camden High School
Camden, New York

Carle Place High School
Carle Place, New Yark

Cazenovia High School
Cazenovia, New York

Paul V. Moore High School
Central Square, New York

Central Technical High School
Syracuse, New York

Cicero High School,
Cicero, New York

Clinton High School
Clinton, New York

Corcoran High School

Syracuse, New York

East Syracuse-Minoa High Schoo!
East Syracuse, New York

Fayettevii?e=ﬁan1ius High School
Manlius, New York

Glens Falls High School
Glens Falls, New York

Hauppauge High School
Hauppauge, New York

Henninger High School
syracuse, New York

Aerricks High School
‘lew Hyde Park, New York

Jamesville-Dewitt High School
Dewitt, New York

235

1974-75
Jericho High School
Jericho, New York

Lafayette High School
Lafayette, New York

Lewiston-Porter High School
Youngstown, New York

Liverpool High School
Liverpool, New York

Manhasset High School
Manhasset, New York

Maryvale High School
Cheektowaga, New York

Moravia High School
Moravia, New York

North Syracuse High School
North Syracuse, New York
Norwich High School
Norwich, New York
Nottingham High: School
Syracuse, New York

Oxford High School

Oxford, New York

Roosevelt High School

Roosevelt, New York

Schoharie High School
Schoharie, New York

Shenendehowa High School
ETnora, New York

Solvay High School
Solvay, New York

Wantagh High School
Wantagh, New York

The Wheatley School
01d Westbury, New York
Weedsport High School
Weedsport, New York



LIST OF PROJECT ADVANCE HIGH SCHOOLS: 1974-75

: e

West Genesee High School
Camillus, New York

Westhill High School
Syracuse, New York

Xaverian High School
Brooklyn, New York




