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oject Advance is a cneperative poqtLmi between Sy acuse University and

State school distr ts. Selected courses, developed and implemented

mniversity b cooperating academic departments and the Center for

I! truct lOfld neveiopment, are piloted on campus and then offered for both

hi T school and un. credit in participating high schools as part of

-egular school prog.ams. Studehts are charged a modest overhead fee

ror the course ane receive regular Syracuse University credit which is widely

ansfelable tL oth-- colleges and universities throughout the country.

The courses are pa. t of the regular teaching lload of the h gh school

tad._.-s who attend special university training workshops and seminars and

teach the course under thi supervi ion of university faculty. The grading

standards for the ccurse are ident cal both on and off campus.

Developed to meet a variety of needs expressed by high schooli super-

intendents, the p oject vies first.implemented during the 1973-74 academic

year in six school districts. Over 400 students were enrolled in four of the

fi e courses that were available. By the fall of 1975 the proj ct had expanded

to 58 scho-Jis froni Long Rland to Buffalo and had an enrollment of over 3400

stud nts,

This report is one of a series on the pr ject, A detaile, description

of P-oject Advance, its design, organization, and operation will b,e found in

Researcf Report Number 3 published by the Center for Instructional Development,

The evalivation of P oject Advance for 1973-74 is presented in Research Report

Number 4.

Robert f_ Ho- oway Robert M. Diamond
/4ssitant Vico Cha
for InstructionaL



CENTER FOR INSTRUCTIONAL DEVELOPMENT

Robert M. Diamond
Assistant Vice Chancell-

for

Instructional Development

Project A2vance Staff
759 Ostrom Avenue

Syruouse, New York 13210
Phone: (315) 423-2404

Robert E. Holloway
Associate Director for Project Advance

Dr. David W. Chapman
Associate in Evaluation

and Research

Richard Holloway
Administrative Assis ant

Coopel t faco,

Franklin P. Wilbur
Associate in Development

Bette Gaines
A-s iate in Development

English - Dr., Randall Brune, Proffessor, English Department
Mr. Robert Schwegler, Assistnt Professor, English Dept.

Psychology - Dr. James R. Sutterer, Associate Professor, Psychology Dept.
Dr. Mark Sherman, Associate Professor, Psychology Department

Brass Methods - Dr. Ronald Lee, Associate Professor, School of M,..!slc
Dr. Paul Eickmann, Associate Professor, Music-Education

Human Values - Dr. Ronald Cavanagh, Chairman, Department of Religion
Dr, T. William Hall, Professor, Department of Religion

Sociology Dr. Mark Abrahamson, Professor, Sociology Department
Dr. Louise Solomon, Associate Professor, Sociology Dept.

Calculus - Dr. Guy Johnson, Professor, Mathematics Department
Dr. Carl Barth, Associate Professor, Mathematics Department
1r, David Williams, Associate Professor, Mathematics Dept.
Os. June Whitehead, Instructor, Mathematics Department

Other Contributors to This Report

Dr. Olcott Gardner, Ph.D. -

Ms. Tess Kosoff -

Ms. Suzanne Rice -

Director of Research, JamesvilleDewitt School
District, Dewitt, New York

Doctoral Student in Reading Education
Syracuse University, Syracuse, New Yorl(

Coordinator for the West Side Family Service
Team, West Side Family-Team, Syracuse, New York



TABLE OF CONTENTS

Introduction

Project Advance Staff, Cooperating Faculty and
Contributors to This Report

Summary of Conclusions

Project Advance Students, 1974-75: A DescriptiOn
of Students Based on the Student Descriptive
questionnai re

Dav-L
7

College Credit During High School. Does It Help in
College Admissions ?

23

Dav_J 1%an, S cn'z and Ncott Gardner

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

37

k'rankajn WI btir

Does Participation in a Proje t Advance Course Affect
a Student's Ability to Do Well in College? A
Follow-Up of 1973-74 Project Advance Students

avid C7na

Project Advance Students' Expectations of Colleg A
Comparison of Project Advance Students Coming to
Syracuse University with Other Syracuse University
Freshman Using the College Characteristics Index

270)z7l1 Liski and David Chapman

The Ercflment and Distribut on of Grades and Colle e
Cre ts Earned by Project Advance Students, 1974-75

Richar,ci HoLloway

The Priorities of Students, Parents, and SO -1 Personnel
for Project Advance and Their Expectations of Project
Advance Courses

David arman

73

87

105

121



Evaluation of Project Advance Freshman English

a. A Comparison of Freshman English Essays Written
by Project Advance Students and Syracuse
University Students, 1974-75

b. Student Ratings of Project Advance Fre-hman English

hapman

Evaluation of Project Advance Psychology

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

b. Student Ratings of Project Advance Psychology

An Assessment of the Readabili y of Text Material in
Project Advance Psychology

Kosoff

137

185

201

Perceived Attributes of an Innovation-Syracuse University Project Advance 227

Robert Holloway

Descriptions of Project Advance Courses Offered During 241
1974-75 and 1975-76

Schools Participating in Project Advance During 1974-75 253

7

vi



SUMMARY OF CONCLUSIONS



Pro' ct Advance Studen _974-75: A Descr ption
Students eased on the Student Descrip_iye

Questionnaire

,716:11il 2aran

Overall, the 226 students involved in this study reported a higher grade

-age 't,d rank in class and SAT scores than did other college bound students

in New 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 college 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

S22,410. For college bound student respondents generally, it was $18,952.

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

Suzanne Rt:ce and Olcott (7,ar

The results of this study indicate that students receiving college credit

throuoh 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 academic aptitude and achievement

factors using the College Acceptance Profile.

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

W-1,1bw,

The major findings of this study were the following:

The majority of participating institutions indicated that they have

not yet devoloped 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.

9

1



2. fr rked differences in the pr mary location of decision making authori .y

related to the evaluation of transfer credit was observed among insti-

tutions of dif.erent types, kinds, and sizes.

3. The majority of institutional and student retu ns 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.

Returns from institutions indicate that students are usually notified

of transfer credit decisions before campus registration but after

official acceptance. Some varation in such a praCtice 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 baccalaurea e 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

Students who successfully completed Proje t Advance c urses in high school

duinq 1973-74 were contacted by mail and asked to complete a questionnaire

regarding their experiences in college and th'2 influence of Project Advance on

those experiences.

The 100 Project Advance students responding to this ques ionnaire averaged

o 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 lea n

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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teacf "(s ). About 20 pecent of the students expected that as a result of

their participation in a Project Advance course they,might complete their

deqree program sooner.

Project ,-,dvance Students' Expectations of College: A

Comparison of Project Advance Students Coming to
Syracse University with Other Syracuse University
Freshmen Using the College Characteristics Index

Do students who take college courses during high school hold more accu

expectations of college than other college-bound students? This study used the

Coilege -istics Index (CCI) to investigate, first, whether the college

expectations of stents taking Project Advance courses and then coming to

Syracuse University as freshmen differed from those of other ' eshmen entering

Syracuse University and, secondly, wtiether that difference was in the direction

of more realistic expectations on the paA of t e Project Advance group.

Results indicated that, overall, entering freshmen had unrealistic and

idealized expectations of college life, 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 .r'reshmen and appeared closer to upperclassmen in their ex-

pectations of academic and inte lettual aspects of college,

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

Dur g 1074-76, 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 1974-78 indicatesa high degree of consistency

in grading patterns within courses across schools.

1 1



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

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 se ing 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 end 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 moderate difficulty and minimal dullness. At a more inferential level of

analysis, somesignificant differences are observed among groups.

Equivalency of Project Advance Freshman English

-A Comparison of FreshMan English Essays Written
by Project Advance Students and Syracuse
University Students, 1974-75 .

b. Student Ratings of Project Advance Freshman English

The eva ua ion 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 (Compsoition) 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

1 2
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Overal , student ratings of Project Advance English were positive. However,

wi thin that positive range, students more often rated the course "good" than
"excellent." This was also true of the student ratings on the Adjective Rating

Scal e, though the top two categories were collapsed for easier reading. Few

large di fferences 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, a nd less stimulating than they had expected it to be. Students who
differed in the amount of college credi t they earned did not differ much in

thei r overal 1 ratings of the course. However, marked differences appeared

between s tudents who differed in the average grade they received (A's or C's).

Both grou ps felt they had learned from the course, but students who averaged
"C's" fou nd it a much less positive experience and were less likely to recom-

mend i t te t heir fri ends .

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

The evaluation 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- arid post-test, a
midterm, and each of seven required modules.

Secondly, the evaluation study examined Project Advance students ' ratings

of the course and considered how students who di ffered in -their grades in the

course differed in their ratings of the course.
The resu lts indicate that students taking Psychology 205 through Project

Advance and s tudents taking the same course at Syracuse University were nearly
equal in thei r performance as measured by their test scores at ten points.
Noreover, stuclent performance from school to school across Project Advance was
quite cons istent.

Overall, student ratings of Project Advance Psychology were ove whelmingly
positive. Wi thin tha t positive range, students more often rated the course

1 j
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good" than "excellent," This was also true of the student ratings on the

Adjective Rating Scale. Across high 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 experience, 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 Psychology

Tes5

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 interes

students should be made aware that these text materials in psychology deal with

this discipline as a behavioral science, rather than psychology applied t

personal needs. This aspect of the course should be made clear to prospective

students.

Readability formulas generally dea with only two aspects of written materi

the word factor and the senterice 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 read,

ing. By focusing on new vocabulary and key concepts prior to students' reading

of text materials, it has been found that teachers can measurably increase stu-

dents' understanding.



PROJECT ADVANCE STUDENTS, 1974-75:

A Description of Students Based on the

Student Descriptive Questionnaire

David Chapman



PROJECT ADVANCE STUDENTS, 1974-75,:

A Description of students Based on The
Student Descriptive Ouestionnake

What personal, socia , and academic factors describe students who were enrolled

n.Project Advance courses during 1974-75? How do students , in Project Advance 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

advising. 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 ,hackground and demographic

characteristics and in a way that would allow a comparison with students in other

cooperative school-college programs and with college bound students generally.

information was collected using the Student Descriptive Questionnaire (SOO from

the College Entrance. fxamination Board's (CEEB) Admissions Testing Program (ATP).

The ATP provided information about their inte.sts, backgrounds, activities during

high school and educational plans.

In August, 1974, the College Board assigned Project Advance an institutional

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 fTrst

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

A cautionary note about the limitations of the data and the con ext in which

they occurred: Under recent legislation governing confidentiality of student

_ 6
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information, ilikf pracHeal way (11 LoHeai:)y dec.riptive data on students is

through the voluntary. coapefation of the '41,1dent,

Student participation in this study was voluntary and no informatioo is avail-
.

able on whether this group is repreentative of Proivt Advance students overall:

consequently, generalizations about Project Advanc students. overall mus( be made

with extreme caution. The 5,amo problem is encountered Kith the, data from, New York

and the Unity:1 States: The figures epurtcL here are bAs,ed on students who re-

sponded to the AfP and do not intlude all colilele bound. students. Nationally,

respondents to the ATP are equal in number to only about one-third of all 1915

high school graduates jnd about two-thirds off' all those graduates wbo are gotng

on directly to college (UEB, 1975).. As a result, what is reporte-A here about

the 19/4-75 seniors who completed .the AlP cannot be taken AS necessarily true of

all 1975 high schooi graduates or 1975 college freshmen..

The followihg narrative describes the highlights of this. study. Following

that, Tables 2 to 13 provide a more detailed description of these students'

responses.

Highlights of the ATP SLudy of Noject Advance Seniors

Fifty-five percent of the Project, Advance students responding reported a

grade point average of 3,5 or better. This average is reported by only 27 per-

ceat of college bound students. in New York State geiverally and by only 26 per-

cent in the United States overall.

Forty-five perrit of the Project Advance i udents completing the SOQ were

in the top.-tentft of tfieir high school class.

Project Advance respondents had a substantially higher SAT-verbal and SAT-

;3til score than college hound respondents in New York State or in the United

States generally, as indicated in the table below.

TABLE 1

19 5 College Bound Seniors Compietin4 the SOO

SAT-M
. . . _

Project Advan(e 515

New York State 441 434

United States 434 412

17
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As a group, respondents in Project Advance courses have higher educational

aspirations than do college bound respondents generally. Sixty percent of the

Project Advance students completing the ATP expect to continue study.' for a grad-

uate or professional degree.

IR New York State overall, 55 percent of the college bound studen com-

pleti y the ATP plaaned to apply for advanced placement TZW course credit in

college.. Eighty percent of- the Project Advance students responding expected to

do SQ. Adt 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 nave been unsure' about

the transferability of the credit to the institutio .hich they wanted to go.

Still- others may have planned to take the course at coTege in order to bolster

their freshman grade point average.

As a group, Project Advance studen in this study were more active in high

school clubs and organizatioos, extracuoricular 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.

Respindents f-pm Project Advance tended to be -more active in community and

church groups, in athletics and high school clubs 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 expetted, Project

Advance respon'dents, as a groupwere somewhat more involved in extracurricular

activtties in high, school than other college bound respondents, and more of thoseo

Project Adance students expect to participate in those activities in college.

The ave a v eot_mated parental income of Project Advance student respondents

was s22,410. For college bound student respondents generally, it was $18 952.

1 8
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COLLEGE CREDIT DURING HIGH SCHOOL:

Does it help in College Admissions?
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College Credit During High School
Does It Help in College Admissions.

Do students whd earn college credit for 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 opplrtunity to earn college credit during their senior 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 enjoyed

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 by 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 cooperating academic departments 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 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 Unive ty credit earned through Project

Advance puts the student in a more favorable position in the admissions process

at the colleges to which he may apply% The Evaluation staff of Project Advance

and D. Olcott Gardner of the Evaluation Center of the Jamesville-Dewitt School

District investigated this question using the College Acceptance Profile (CAP)

with s_tudents 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 ProfAe (CAP) is a computerized syste doveloped

by the Evaluation Center of the amesville-Dewitt School Distrir: ) that enables

schools to determine the acceptance profile that their graduates ha'e with the

battery of colleges to which their students apply. Specifically, it creates a

performance-ability index based on one to five criteria (e.g rank in class,

standardized tests, scholastic average).1 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 rej:ected, and who are

placed on a waiting list can be calculated for each college to which students

appiv. The system was developed as a technique to assist high school counselors

advising students. Using the CAP, each high school can compute:

a) the mean index value for stydents 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 list"

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 providei high schools

with an in6cation 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

tuations where a fuller explanation from the college is wa ranted, particularly

in cases where the student has been rejected.

I The formula for creating this performanceahility index is described in
Appendix A of tWs report.
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Projett Advance used the Collegr Acceptance Profile to determine if, on

the basis of four criteria, students receiving college credit through Project

Advance had a greater probability Of acceptance to the college of their choice

than students who did not participate in the program. These criteria included

Scholastic Aptitude T st-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. Each

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 Project Advance. The individual

identity of sthL-nts 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 implementino 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

two samples--Project Advance students and non-Project Advance students--from

the pooled 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 applyin9. For example, a

Project Advance 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 680 and who also applied to SUNY-Albany, although possibly from a

different high school. The admissions decisions of the colleges were then

compared.

3 3
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The data viere examined only for colleges to which enough students applied

7,wa matching sample. Irian, over2a) col leqes weremisidered. while a CAP

profile was collected for41715 students, the final tally involved 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

admissiohs decisions of colleges between students who had earned college credit

through Project Advance and students that had not.

Sveral factors may help explain these results. Col eges may have made no

distinctions because they were unaware that some students had earned this

college credit. This may have occurred for two reasDns. First, admissions

decisions were Cten 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 in

high school. If the college WaS unfamfliar 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 serious consideration

given to the credit question. Consequently, students were gdvised 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 s hools. 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

37
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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

Project AJvance.

Conckion

The resul .s 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 acadLmic aptitude and achievement

factors using the College Acceptance P ofile.

3 7
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APPENDIX A

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



Formula for Computing a Student 's Index V lue
on the College Acceptance Profile

The rank in class (RIC) and grade point averages (GPA) are converted

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),

multiplied by 1.2 and added to 200.

1.2 500 - E10 {100 - GPA}1) + 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

9
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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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Overvav

When a student who is matriculated at one college decides to enroll at a

other school, he may ask to have his college credit transferred. If the two

colleges are enough alike in their educational standards, there may'be no problem

in getting some recognition for the transfer credit, whether that recognition -be

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?

The present study investigated the policies of post-secondary institutions

in recognizing 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. Spe'cifically, 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

degree, allow exemption from required courses)?

2. 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

recognit on of their S.U.P.A. credit?

5. Is there a pattern among 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-

4 1
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ticipan..s in a high school-colle articulation1 program and in tatty pting to

document in detail the processes involved in the transfer of credit. Ityepre-

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 Atentures, 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

several related areasand provide a beginning data base for future studies of

secondarypost secondary credit.

:Background

At present, one of the most serious problems for students moving from secon-

dary to post-seGondary 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 academic

preparation, and because of the development of new educational options. Colleges

will have to solve the problem of dealing with_transfer credit equitably very

soon because, like 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 applied 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-

nents acquired in other segments of the extended educational system and through

riety of informal experiences. Each year, a greater number of students find

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

1ln this report, the term articulation will be used to refer to "planned programs
and practices which link 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 college 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 Affectin 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 statistical surveys

showing widespread acceptance by post-secondary institutions of transfer credit

by examipation (e.g., Creager, 1973), Haag comments, "What students receive

when they reach the typical campus, however, may be disappointment. College

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 only half of this group is granted credi

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

-aduation 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:

lack of standardized grading systems, lack of agreement on core curricula, lack

ination between admissions office and departmental requirements, 'mon-

_ag cites a recent survey (CEEB, 1974) in which 54% of 814,000 prospective
lege students surveyed said that they planned to apply for credit and/or

exemption from requirements upon entrance to a college program.

41
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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 compaable grading standards;

and, as Willingham (1974) points 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

to a '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 framework 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 pat erns were disturbed, a change they believe could occur if

4 4
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outs de credit were to be recognized. Dearing (1974) tries to illustrate this

point by imagining an instructor or advisor talking to a student with transfer

credi

I 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 level 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 likely 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 amono 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 to determine what, if any, general guidelines 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 college 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 light 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 college 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.

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 fnstance, asked

colleges 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.g. , course exemption,

advanced standing and'credit toward elective area. There are moreover, numerous

variables that can affect transfer credit decisions, even within an institution--

a student's choice of major, the financial status of an institution, how course

titles are worded, g rading 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 these criticisms,

however, are the follow-up investigations conducted by the Educational Testing
_
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Service of Participants in the Advanced Placement Program (e.g., Casserly,

Peterson, and Coffman; 1965; Casserly, 1965). Here the researchers studied a

wide range of factors tlaat affect vecific_ students and academic departments

within institutions when decisions regarding 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.

All 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 postsecondary institutions and their relationship to one

another. Many educators agree with Kintzer (1974) that "colleges and universi ies

have a social and even legal responsibility to provide a good product, to adve

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 variov&

components are engaged in an open, competitive business.

Methodology and Procedures

The present investigation seeks to add to the scant body of literature r-

lated 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 fashion is essential for those involved

and considering invlvement 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 literatlre suggests that a range of

variables affects even the transfer credit of tranditional groups, e.g.,

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 gene alizability 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 generated

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

dents 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 requested that credit
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earned through SUPA be transferred to other inst tutions and those who did not

request credit transfer. It was expected that students in the latter category

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 request

that an official transcript from Syracuse University be forwarded.

Procedures. Students were separated into either a "T" (Transferring) or

"NT" (Non-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 cat g ries.

TABLE 1

Total Population of SUPA Students Transferring Credit,
Students Not Transferring Credit, and Receiving Ins itutions

Category Count

"T" Students 223

"NT" Students 173

Institutions 102

Separate packets containing a cover lefter, 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
fellows.

Transferrin "T" Students_. Eac- student transferring SUPA credit to a

college or university was requested, in a cover letter, to respond to a brie'

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?" :Yhen are students
notified?" "Does written policy exist?" and "What effect does choice 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.

ITIstitutions. Student transcripts of SUPA coursework were sent to 102 post-

secondary institutions. Although it was exOected 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.g., 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 degree

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

mnnth after the initial mailing to all institutions delinquent in their return

-" Students. A questionnaire and cover letter were sent to all SUPA

cipants who, for one reason or another, had not requested an official

racuse University transcript (see appendix). The primary purpose of con-
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tac ing these studen s 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 s udents, were being asked to initiate the transfer of some of their

sonal 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 spe ific

articulation program. The fact that the program is operated by, and that the

transcripts emanate from, a major pri;rate 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

to SUPA tudents. Transfer credit decisions during this first year often may

hL've 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

inier under similar arrangements, enroll at institutions, colleges and universities,

may re-examine and revise their policies= 'A,-third 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 they measure. Special

attention was called to the transfer credit of SUPA participants through the

letters, questionnaires, and student record sheets that were sent to the re-

ceiving institutions. SUPA participants were also very much aware, perhaps mo e

.an most other students with transfer credit, of the need to persist in re-

orc-pt and positive decisions from college officials,'an awareness

:r,ted by their being reminded of the experimental nature of the SUPA pro9ram.
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ticipating 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.

Pa

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 surmarizes the number of instruments returned by the 396

students who were sampled.

TABLE 2

Nunber of Ouestiona*es'Sent and Returned

bv 1" and "NT" Students

Que_stionnai res

Sent
Initial

Return
With

Follow-u % Final Return

223 116 145 65.0

"NT" 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

2-year college 10 12.7
TYPE 4-year college 43 54.4

university 26 32.9

KIND
public
private

49

30
62.0
38.0

under 1000 13 16.5
1000-2000 11 13.9

SIZE 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.

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 likely 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

ap licable to their SUPA credit existed at their college. Of f!'le 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 college

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 Creditjransfer Decisioos. 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 admissions offices were charged with the responsibility in nearly

55% of all cases, whereas the function was placed in the hands of the college

deanaand 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 registrars.office in 47 cases

(33.3% of th2 sample) and the admissions office in 34 cases -(24:1%). However,

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%).

E.ffec.. 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

colleges 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

31.4 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

reqardless of type, kind, and size. Responses do indicate that it is more lik ly

to he taken into consideration at public institutions and at the larger insti-

tutions, particularly the universities,

'ilhen 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. Although procedures have since been established to facilitate record

keeping, official Syracuse University transcripts were not available the first

year of the program until a week after normal fall campus registration. Some

colleges that normally notify students earlier 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, delayed 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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that colle es may not notify students as early in fact as they do in theory.

And finaii , since Syracuse University Project Advance did not fall directly

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.

Srt;nq the returns v kind of institution, representatives from the public

sector i7i1icated the vast majority of cases (83.3S) that entering students.are

informed of transfer credit decisions after official acceptance into a program

but bc'ore campus registration. Only two respondents from the public institu-

tions indicated that it was the practice to delay notification until after

:istration. There was considerably more variation, however, among private

colleges and universities. Fourteen (286%) of the private institutions sig-

nified notifican 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 questionnaire much more frequently (40.8%) with cooments 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" guidelines.

In summary, returns from institutions indicate that the student is usually

noti ied of transfer credit decisions before registration buf after acceptance.

This is particularly the case among all types and sizes of RilLqls institutions.

iva_te institutions, on the other hand, vary considerably among types and sizes

regarding timing of student notification.

Non-Transcript_Reting 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 college. Many of the comments and responses to other items on the

questionnaire indicate a widespread misunderstanding of procedures for grade

transfer between institutions. Despite handouts and repeated explanations by

both SUPA staff and high school teachers, many students still did not realize

it was their responsibility to request that an official transcript of their

SUPA grades be 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.
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of the "NT° student returns indicated that they actually

did request a transcript. The author wrote all students to inform them either

that tnev were in error or that their request had been mislaid. In either case,

they were advised to reuuest a new one. Some of this confusion was undoubtedly

due to the adMinistratun of a questionnaire in the spring of 1974 asking students

to indica 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.

all the "NT" students were among the lowest in academic achievement

SUPA courses and had negative comments (e.g., poor teaching, course work

horng, misleading information given) about their experiences in the program

much more often -'-hen did students in. the "T" group. Also, students surveyed in

this group fai er, to complete their questionnaires more often and had a higher

rate of delinquent returns.

useful results: it brought

the program; it pointed out

have benefited by enrolling

revealed a need to explain

Recognition_and Rpwa:rd

The survey of "NT" students produced several very

to light basic misunderstandings about the goals of

poor screening of some students who probably would

in another type of senior year alternative; and it

he procedures of credit transfer better,

of SUPA Course Credit. As indicated in the descrip

tion of the methodology, 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 "matched

pair" refers to data resulting from the returns of the "T" student questionnaire

and tie 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 rpturns from inst tutional representatives who supposedly

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.,

ay, fiction, poetry, minicourse 1, minicourse 2, and independent study) is

treated separately since individual students completed various components and

failed to earn a grade in others. Seventy students, for example, earned credit

for "essay" while 38 completed one credit under "independent study." Overall,

approximately 60 59.2) of all students across both courses (and all components)
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were awarded both academic credit toward their degrees and exemptions from similar

-ed courses. Nearly 30-! (29.1) received academic credit Without any kind

mption. Three othe- observations can a so be made:

Nearly all (91.1 ) students received academic credit by the receiving

i tutions for SUPA transfer credi t,

Institutions seldom (1.9 or 7 cases) rewarded SUPA coursework simply

with exemption ithout academic credit) from similar required courses.

irrious components of the Freshman English course received similar

rec og ni tion as transfer credits.

particularly important to note treatment of various sections of the

non tradi tionally structured English course. Not only are credits earned in

nil 1 0 units with accompanying individual grades as opposed to the traditional

block of 3 semestr credit horus with a single grade) but one unit, the essay

component, is uf 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

trajiscript. Essay credit was recognized as suitable for "credit and exemption"
_.

and 'credit" in approximately equal proportions to other components in the course.

Treatment of the entire English course across all six components compares sim-

ilarly with the recogni tion of the more traditional 3 credit single 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 generally con-

sistent with the official verification by institutional officials. The biggest
di screpancy i s tha t students more frequently reported that SUPA course credit

fulfilled some program 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 (18.1:1 that credit alone was awarded. This compares with 220 (59.3%) and
118 V. ) respectively from institutional returns for that same student group.

Such d fferences 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 my have felt that they had been exempted from a requirement if, for

ex d mp 1 e , Psychology fi 1 l ed an elective requirement in the social sci ences area .

Ins 0 tutions.. on the other hand , may have indicated exemption only if the

ychologv course replaced another psychology course required in the program.

ther ccise, it seems as if communications between the student transferring

credi t and institutional officials could be improved. This point is further

reinfo ced by students indicating that they received only 'exemption" without

5 9
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credit or 'neither credit or exemption" more of en than appeared to actually bethe case based upon institutional returns.

In examining institutional returns even prior to computer processing, onething WdS immediately clear: colleges and universities were almost unanimously
consistent internally in their treatment of students carrying SUPA credit. Inother words, an insti ution 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-
ferefres within institutions more frequently.

Summary of Find ngs
As evidenced by the rate of return,

the methodology used in the nvesti-gation was effective in gathering information related to the transfer of SUPAcredit from three groups: students who transferred credit, students who hadnot yet transferred credit, and post-secondary institutions receiving studentswith SUPA credit. The distribution of both student and institutional returnswas representative across the factors considered to be significant to the ob-jectives of the study. Among the major findings of the present investigationare the following;

I. The majority of participa ing institutions indicated that they have
not yet developed written policy related to the transfer of college
credit earned by students while they are still enrolled in high school.
This is confirmed by student data.

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 sizes.

3. The majority of institutional and student returns indica ed 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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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 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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SYRAC `ITY -ENT :'OR INSTRUCTIONAL DEVELOPMENT

PROJECT ADVANCE

December 1, 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 Civdit TY,ansfer
_ ord 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 new 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!

P.S. To
in the se

FPW/ks

Sincerely,

Franklin P. Wilbur
Associate in Development

ing your records up to date, please return the enclosed forms
-addressed envelope as soon as possible.

6 1

121 COLLEGE PLAGE I SYRACUSE, NEW YORK 13210 31 42 2404
6 3



SYRACUSE UNIVERSITY

Completed by:

Part A

CENTER FOR INSTRUCTIONAL DEVELOPMENT

1. Name of college or university now attending.

Major or area of ccr;cerrtrdtiOfl.

(Check if not yet selected 0 )

3. What degree are wrkiog toward? (Check one)

0 Associate 0 Bachelors 0 Other

PROJECT ADVANCE

4. When did you ask your college to make a decision about your Syracuse University Project

Advance credit?

OBefore Acceptance-- After Acceptance-- ElAfter Acceptance--

Prior to Registration Prior to Campus Registration After Campus Registration

When were you informed, at least tentativel Y, as to your college or univ sity's decision as

to the recognition of your Syracuse University Project Advance credit?

0 Before Acceptance--
Prior to Registration

0 After Acceptance-- 0 After Acceptance--

Prior to Campus Registration After Campus Regis rati

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

earned at other colleges by their entering freshmen? 0 Yes 0 No

7. Who informed you of the decision made at y ur college or university
in Syracuse University Project Advance?

n Your advisor EiDepartment Chairman ORegistrar's Offi e

0College Dean DAdmissions Office ElOther (specify)

Were you told that your choice of major or area of concentration affected the number of

Syracuse University Project Advance credits recognized at your coll ge or university?

0 Yes 0 No

-egar g credit earned

9, What information, in dUitlon to the college transcript, did your college request before

making a decision on the recognition of your Syracuse UniverSity Project Advance credit?

0 Check here if you are not aware of any.

10. Please feel free to add additional comments 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.)

COLLEGE pLACE SY1 \CUSE, NEW YORK 13210 315/42_ 404

6 ".) 64
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Part 8: StL;dent Transcript Data Form

1222Ltant: Ple2se complete your enclosed Transcr pt Data Form using the following procedure:

In the section of the form labeed INS.07:al 4 2r, check only one of the five columns for

each of the course grades. Foundations of Human Behav or and Communications and Society involve
only one grade And the traditional three credits. Freshman English is a variable credit course
involving up ta six course grades. Please indicate to the best of your knowledge what action the
college or uni rsity you are now attending has taken for each course grade.

1. Creo:t Only, Check here f you receivlisel credit toward your degree requirement
j ti2n from a simi13r required course.

2. E,xemption Onl_y_. Check here if you eceNed exemption from a requiremen in your
oegree program but received no credit. If you receive' an exemption but were told
that credit will be deferred until after cwipletion o n advanced
course, 7.1so check this oolunn and make a note on the baci Of your data form to
this el

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

4. Neither Credit nor_Exe 67,. Check if neither was given.

5. Other Actioi-i, If you colzk ths columt, please give a brief explanation on the
YoU'r data form, i.e., 'granting of mcitt or coure exemption is against

college poli(y," or "special d2gree requirements," etc.

6. Numberof Credits Accepted.
acLeptEd by your college or
each portion of the course.

In thi

ers

column. indicate the number cf credits
y fur each course or, in the case of English.

7. If you are not attending the college or university indicated on the data form,
please correct the information and complete the rn$titutionat Ac -on portion as
requested.

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

K you again. for your time and assistance.

Forward to: Fra klin P. Wilbur
Associate in Development
Syracuse University
121 College Place
Syracuse, New York 13210

6

6 5
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SYR,

January 9 1975

-;strar,

CENT R FOR INSTRUCTIONAL DEVELOPMENT

PROJECT ADVANCE

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
an opportunity to enroll in college courses prior to high school graduation. It
is of critical importance to Syracuse University and participating high schools
to know how credit earned in the program has been recognized and rewarded at your
institution. We ask you to please assist us in assuring that the enclosed question-
naire and student records are completed and_returned as soon as possible. Please
r.23d the entire questionnaire carefully. If your office does not have all the in-
forr..ation requested on each student, kindly contact the appropriate department.

Like Syracuse University, your institution may be cooperating with area high
schools to crute.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 fltransfer student"
(i.e., student from another 2 year or 4 year post-secondary Wtitution), we
chink 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 statements of. policy to assist us in
btter understanding how transfer credit of entering freshmen is evaluated at
your institution.

Sincerely,

FrdrIKI ill P . Wilbur
Associate in Development

FPW/ks

121 COLLEGE PLACE I SYRACUSE, NEW YORK 13210 315/4" 2404
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SYRACUSE UNIVERSITY

Completed by:

Name of Institution

Institution's Address

CENTER FOR INSTRUCTIONAL DEVELOPMENT

PROJECT ADVANCE

Person completing formsj0

Title

Telephone

r., Ms.

fir last

Part A (Please check appropriate category)

1. Type of institution: Ej 2-year college 0 4-year college 0 university

2. Kind of institution: 0 private 0 public .

3. Size of uruiergraduate population:

0 under 1000 01000-2000 02000-5000 0 5000- 0,000 0 10,000+

4. dighest degree granted:

0 associate 0 baccalaureate .Ej masters 0 doctoraie 0(other)

With increasing frequency, high school students* prior to 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 lo,/ members of your entering freshman class? 0 yes 0 no

6. Where are decWons regarding transfer credit for these entering freshmen usually made?

0 student's advisor Ej academic department chairman 0 registrar's office

0 college dean Ej admissions office 0 other (specify)

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

El before acceptafice-- 0 after acceptance-- 0 after acceptance--
'or to registration prior to campus registration after campus registra ion

eshman student's choice of major or area of concentration possibly affect transfer
credit recognition at your institution?

E7.;es 0 no

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).

122 COLLEGE PL CE I SYRACUSE NEW YORK 13210 315/423-2404

58



SYRACUSE UNIVERSITY CENTER FOR INSTRUCTIONAL DEVELOPMENT

Dear Project Advance student:

PROJECT ADVANCE

December 16, 1974

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 like to thank
you for your cooperation. Happy Holidays!

Sincerely,

Franklin P. Wilbur
Associate in Development

7 0

121 COLLEGE PLACE I SYRACUSE. NEW YORK 13210 315/423-2404
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SYRACUSE UNIVERS TY

C p e d by:

CENTER FOR INSTRUCTIONAL .DEVELOPMENT

PROMO' ADVANCE

Check the appropriate category or supply the informatiOn requested.

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

0Yes No

If yes, what is the name of the school you are now attending?

2. Did you have Syrause University Projct Advance credit trans erred to another school or
college?

0 Yes

If yes, where

If nc,, lqhy not?

fl Collev said they would not accept the credit so I didn't bother to request credit
transfer.

I decided not to enroll in any school or college.

El I diA't know I was supposed to request a Syracuse University t anscript.

00ther. (Expla n

If you enrolled at a college or university and decided not to transfer Project Advance credit,
please indiCate why not,

ay grade(s) in Project Advance were too low to transfer.

0I decided that I would benefit by repeating a similar college cou se(s ) as a college
freshman.

ather. (Explain

If you found that Syracuse University Project Advance credit was no_ acceptable at another -

institution, how did you cilscover this?

0College catalogue
OVisit to institution
00ther

OLetter from institution
OSpeaking with institutional representative

S. Plaase feel free t 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).

7 1

121 COLLEGE PLACE I SYRACUSE, NEW YORK 13210 315/423-2404
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DOES PARTICIPATION IN A PROJECT ADVANCE COURSE

AFFECT A STUDENTS ABILITY TO 00 WELL IN COLLEGE?

A FOLLOW-UP OF 1973-74 PROJECT ADVANCE STUDENTS

David Chapman



Follow-up of Project Advance Students Lollege Experience

Does participation in a Pro ect Advance course affect a student's ability

to do wr?11 in c_o,lege? 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 Wio 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 questionnaires

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 last portion of this report.
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Students Enrolled in Project Advance Enghsh

Grade Point Average at end of freshman year
Grade

Li_trag_e_

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 exper ence in a P oject 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, poo (5), useless,
can't answer; haven't taken other English courses (7).

My experience in Project Advance was preparation for most of the work
I took dui-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.

It helped me to learn to manage my time.

a great deal
some

little
not at all

It helped me develop good study habits.

a great deal
sore
a little
not at all

Number of Students

8

40
22

18

6

45

20
17

the basis of my expe-ience in Pro ect Advance I would recommend

the course but not the teacher 14
the teacher but not the course 1

the course and the teacher 54

neither the course nor the teacher 3

Overall, I rate my exp nce in.a Project Advance cours_ to be

Pxcellent 26
good 52

fair 9

poor 3

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

yes 14

no 75
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Students Enrolled in Project Advance Psychology

Grade Point Average at end of freshman year

Grade
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
advanced courses in the same subject area.

preparation for more

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

Ny experience in a Project Advance course was a(n)
most of the course work I took during my freshman yea

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.

preparation for

It helped me to learn to manage my time

a great deal 9

some 36
a little 13
not at all 12

It helped me develop good 'study habits.

a great deal 9

some 36
a little 16
not at all 9

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

nei her the course nor the toacher 0

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

excellent 27
good 38
fair 5

Poor 0

Yo
thinkthat as a result of participation in Project Advance, you may complete

degree proglram s oner?

20
50
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Only 4 resp nses were available from students who had been enrolled in Communication

rid_ Society or Human Values.. These were summarized together.

ade Point Average at end of freshman year 3.15

My experience in a Project Advance course was a preparation for more

advanced courses in the same subject area.

excellent, good (2), identical

My experience in a Project Advance course was a(n)

of the course work I took during my freshman year.

excellent, good (2), identical

t helped me learn to manage my time.

a great deal 2

some 2

a little 0

not at all 0

t helped me develop good study habits.

a great deal 3

some
a little 0

not at all 0

preparation for most

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

the course but not the teacher 0

the teacher but not the course 0

the course and the teacher 3

neither the course nor the teacher 0

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

excellent 2

good 2

fair 0

poor 0

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

yes 2

no 2

7 8
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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 I 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 demandi
good. The only benefit o
library resources - other
taught me anything.

enough to push me into any work that was realhe
the entire course was a greater familiarity with
han that, there was very little in the course that

I didn't feel that project advance made college life 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 tne 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 diseAtisfied 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 ";ooking back I see it was not representative at all of any
courses I have token so far at school.

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

Learning how to write well, and in a limited amount of time, helped me greatly
in taking tests in college (essays). Anyone who is going to go to college should
learn how to write correctly before they get there. I definitely recommend this
course also for people who aren't going to go to college because it helps you to
organize your thoughts, and to express yourself more clearly and effectively.

I feel it was a worthw-hile 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.

I took the English course for my own benefit - no other reason. Throughout my
high 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 I found that when I had to write one - it was fairly easy to tackle
it. I used to be nervous and dread writing one - now I can collect my thoughts
and write a very good paper and enjoy it.
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As can be seen by my records, my grades received were.not very high (about a.C). I

do feel however that this is due mostly to My own neqiigi,,nce of the work assigned. I'

sure that I could have done much better had I workf_ capacity. The exper-

ience was rewarding, academically and ''.:'!ndmicallY

At first I was nsitant in taking Project A6varicrJ. cT:.rses because I didn't_want a

heavy senior year and figured that I wld ,7f4c;;Au1ate enough credits in college

itself. Fi I did take 2 courses and I
will never forget the good that came out of

it. I lejt ed a lot about the amount of time and effort needed to result in a good

grade. it ;Lit me 9 or.t.:,dits ahead and lessened my electives load which might lead to m

graduatio a semester early. In all, it was an excellent experience prior to college,

ove mo a ';ood insight into college courses, and I will never regret taking either

course.

Personally I found no influence on my college experience, however I found taking

freshman English in high school to be very beneficial as it was one less course I

had to worry aboe during my first semester as a freshman.

I wish at the time that I had taken the psychology course more seriously. I obtained

C in the course but I wish now that I'd realized that the course was just as good

A5 if it were taken right at S.U.

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

of friends. As Project Advance classes are smaller in comparison to the Univer-

sity's huge introductory courses, 1 feel that I was able to learn more in a better

atmosphere.

It was d.great help and was a good experience in high school and a better realizatior

of what some c,:llege work load will be like.

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

so
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Students who ,ucce mpleted Project Advance courses in high schools

during 1973-74 and who then went on to college had an average of 3.0 (8) at the

end of their freshman year. Slightly more than half of the students responding

felt the cours had provided a good preparation for more advanced courses in

the area of their rroject Advance course and about the same number felt their

Project Advance course(s) provided a good preparation for most of the work

they tocA during their freshman year in college. More specifical1y, 54 percent

of th students who had taken Project Advance English felt the course had helped

then learn to manage their time and 57 percent felt the course had helped them

develop good study habits "some" or "a great deal." Ninety-four percent of

these college sophomores would still recommend the course and 75 percent would

also recomend t.i-)e same teacher. Fifteen percent of the respondents thought

that as a result of their participa ion in Project Advance, they might complete

their degree program sooner.

While only four students who had been enrolled in Communications in Society

r Human V lues, all were very positive about the course, and their exper.ence

in the course. Two of them fe.t their participation in. Project Advance might

sh --ten their time in college.

Su: nlary

Studen-s who successfully completed Project Advance courses in high school

during 1973-74 by mail and asked to comp_ete a questionnaire regarding their

experiences in college and the irfluence of Project Advanee'on those experiences..

Project Advance students responding to this questionnaire averaged a 3.0

(B average) at the end of their sophomore year. Slightly over half of the stu-

dents felt their experience in a Project Advance course helped them learn to

manage the: me and develop good study habits. Their overall rat ng of their

Project Advance course(s) was overwhelmingly positive. The vast rojority of the

udents :ould still recommend both the course(s) they took and their teacher(s).

iThout 20 percent of the students expected that as a result of their participation

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



APPENDIX B

Questionnaire Sent to College Students Who Had Completed

Project Advance Courses in 1973-74



PROJECT ADVANCE

As one o, 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
College Attending

I was -oiled in Project Advance

ish Psychology 0 Human ValUes

Grade Point Average at the end of freshman year.

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

My experience in a Project_Advance course was a(n)
for most-of the course work I took during my freshman year.

helped me learn to manage my time

eat deal b) some c) lit-le

It helped me develop good study habits

a) a great deal
) some a little

:reparation for

prepa a ion

) not at all

not at all

the basis of my experience in Project Advance, I would recommend
the course but not the teacher
the teacher but not the course

c ) the course and the teacher
d
u, neither the course nor the teacher

Overall, I rate my

a) excellent

ience in a Project Advance course to be

fair d) poor

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

_) yes b) re

Any comments or sugystions which you wish to make regarding Project Advancecourses or their influence on your college experience will be appreciated.
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ColienP Expecialions Q1 nteting H hmen

ho To0, CollPge Courses During Hign School ,

Considerable research has investiqa ed stu,ents' expectations of college.

Woik by Stern (1970) indicates that many students enter college with unrealistic

expectations O ± ollege environment, a phenomenon he ;-efers to as the "fresh-

ran my'n." College-bound high school seniors, regardless of the institution they

expect to -.-,ttend, share a highly stereotyped, idealized image of college life,

,an Tt:T:t santa';ive of any actual institution. Writes Stern:

. . .[Students] are badly misinformed about the extent to
which fteir college is organized rationally to achieve its
var-Hus. ends, expectinn it to bealot more consistent than
ans,! (!7.1Thge in fact is. And they are even more poorly in-

about the composite character of the school. They
think that it is prepared to do as much toward the shaping
of their social lives as it will do for their intellects,
whereas in fact, no school combines these attributes. (1970,

173)

The research is not clear as to the sources of these unrealistic expecta-

tHT.7,. The students themseive5 report that they get their information from

friends, family, and high school counselors (McLaughlin, 1966; Stern, 1970;

Tillery, 1973). It sof7.-ms likely that these groups all tend to idealize col-

lee Whatever the source(s) of their expectations, neir myths about col-

lege lierD may serve as a source of coiderable tension and frustration as they

dseovf,,7 that their college does ,let and cannot meet their idealized expectations.

Perhaps if stedents are provided with more exposure to college experiences

-efore their m,:itriculation, they vill hold more realistic expectations of col-

lege life. One type of colle(jo experience increasingly available to high school

students is the opportunity to rIle t,111ege courses during hh school. Many

COliGCS dnd u ir acros7; thn ,ountry are presently involved in some form

of high school-college cooperatJon that offers this possibility (Wilbur, 1975;

Chapman and Wilbur, 1976). However, little research has examined or how

these particular clourse experiences influence students' expectations of college.

It seems ronaLle, however, that as high school students take college courses

in which college standards are maintained, students will develop expectations

about themselves and abr)ut college more consistent with what they will actually

experience in college.
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etivo-7 more accurate

E7a7pt-u::-T- 2turienc:, The present study

investigeted question for one particular program, Project Advance. Project

Advanco oc:,dram to-t offers selected Syracuse University courses in parti-

cieeele in dew York and surrounding states. Courses are taught

!N Ati'4 t,,eliimed high school teachers under the supervision

of ieler, The courses arc regular University courses, and consider-

aole cv avni.latl'ie that cpllege standards are indeed being maintained

ilar, thUs tudy used the College Characteristics Index (CC1)

1958, 3t:t70) to vesriaate first, whether the college expectations of

students taking 7::,ect Advance courses and then coming to Syracuse University

as freshmen -feceb from those of other freshmen entering Syracuse University,

and whether that diCfSetehce was ld the direction of more realistic expectations

OP the part o e Pron' Advanc group. One would expect that participation

la a Project Advnatse course wo t ead to ora 'accurate expectations of the

aoademi ard/d,. intellectual tli-a,te but have iittle influence on expectations

of t:he sus'al tidonment t: U c io. ccurasy is defined in the present

study as expsoLtions closer ;,Q,,2ntions of upperclassmen.

t,lost of tIu-: aceviuus reseamh using the CCI has focused or need-press con-

grueece :AChievoriL Or attrition. An excellent revie of this literature

prciided OY Wal=;,1 1973). Ha ever, students' adaptation to and success in

oollege m.ay h les inflocc,ed by the congrueeee of their needs and the insti-

nal p by the consequence of their expectations and the press they

eter (Lautereach and Vielhabee, 1966). Standing and Parker

yoet_hes;,ed r,uat the denreo of disparity between the anticipated envi-

euemere, H nvironment would relate to achievement, satisfaction

witn 01001 , tnn nn?te it tne university. However, their results re-

gardirg te relitiond betweec inaccurate preconceptions and achievement were

inceeelusee, end no dlnnificant differences were found between the preconcep-

tions or zudents who drobued out and those who did not. On the other hand.

Lao,erbeee Vielhaber (1966), using the CCI with West Point Cadets, found that

accuracy csylets' pt!ht,7:tions were significantly related to academic achieve-

end df the year GPA. However, the expectation-press measur

did n's,t atd in the prediction of grades over other indicators already

naiieble (i.e :;AT-M, high school rank in class). More recently Dresser

o-Jng the CCI to studv student attrition at Syracuse University, found

that enviereerertal expectations were significantly related to student dropout.
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Niethoppigy

Procedure. During the swirlier o 1975, as a part of the freshman orienta-

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

the short f= el- the Cci. Responses had already been collected for college

ssgdnY roI ed in the College of Arts and Sciences at Syracusc University

who coin' eted the items as part of another study (Woodstruck, n preparation).

'um.entat'.on. The CCI was developed by Stern (1958, 1970) as a measure

t erc-Dtion of the college environment. The instrument consists of

se! 1: Of I 110 on the short form; 300 on the long forrl which describe

Possible char- -ceristics of a col spondents rate Onree or disagree)

each item le basis of their bel..: that the item describes something that

is or is ... to occur at their college. These items compose eleven

College E' .ronent Factors which are reported in Figure 1 and described in

earlier work by Stern (1970).

Slample. A total of 2039 entering freshmen completej the CCI. Of these,

'14 had completed one or more Project Advance courses during their senior year

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

ent,lled in the College f Arts and Sciences at Syracuse University who

completed the CC1 during the spring of 1973. In the present study, they will

be referred to as "upperclassmen."

Dd ta Ana1vsiss, The data analysis was conJucted in two parts. The first

nsed discriminant analysis to deLermine if entering freshmen differed from upper-

ziassmen across the eleven factors of the CCI, that is, whether or not the fresh-

man myth existed in the enterirg stOents. Part two used discriminant analysis

o compare the nol 1 ege expectations of Project Advance students (PA) with those

of oth' terinq shmen (NPA). Discriminant analysis is a multivariate multi-

COW c h7lique thaz answers the questions, "What combinations of scales best

ra teS discriminates) differ arntips"? Discriminant analysis was

se ected as the analytic technique ber eleven factors of the CC1 show

a suPstantidl intercorrelation. 'Both .:2s were completed using SPSS version

is

Means a.,j stnanard deviicw; ',7,r each (.,o on each factor are repo :fed

in Table
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Aspir 'ion Level Counteraction, Change, Fantasied Achievem n
Understanding

Int ..le ual Climate

Stt-t Dignity

Academic Clim.ate

Ac demic Achievement

6 Self-Ex- ressi-n

Life

d mic Or.anization

9. '",ocial F

Play

Voca o ci Climate

Reflectiveness, Humanities-Social Sciences,
Sensuality, Understanding, Fantasied Achievement

ObjectIvity, Assurance, To er nce

Humanities-Social Sciences, Science

Achievement, Energy, Unders anding, Counter-
action, Conjunctivity

Ego Achievement, Emotionality, Exhibitionism,
Energy

Affiliation, Supplication, Nurturance, Adap-
tiveness

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

Narcissism, Nurturance, Adaptiveness, Dominance,
Play

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

Prcticalness, PurItanism, Deference, Order,
Adaotiveness

Figure 1 First -Order College Enviro nlent Factors (CCI)

(7e: LG Stern. Context, New York: Wiley and Sons, Tnc.,
r6-58.
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TABLE 3

Centroids of Groups in Discriminant Space
for Entering Freshmen dnd Uppercla, smen

Group Function

shrnen

Uppercl assmen 83

1

95



TABLE 4

Predicted Classification of Entering Freshmen
and Upperclass Students

Actual Group

Entering Freshmen
(N . 2039)

Upperciass Sti 'nts

N 377)

Predicted
Entering
Trshmen

1907

(93.5%)

9

(2.4%)

Predicted
Upperclass
Students

132

(6.5%)

368
(97.6%)
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Tts C7 t.7' first discriminant anav3i s indicated a multi-

variate rafis tf c 227 degrees of freedomi, sflcant at

qht c; the eleven variables ente.red tilab! analysis with ar F

Lo 2;, 1re discriminant ano:ysis had a chi square value of

pf the standardized

rir cc!aff!cents .:lor this function indicates that Play-Work,

2tud H h.),, and Social Fd:- 'actors contribute most

!s fuhc,t1,-!in. 'Lrter:ng freshmen had hi expectations of Play-

and Sositl Form than were th, -ptions of upperclass-

sCast!aon had her ercepties m :A.caqemic Organization

tha- was rxpectee by enterinq stadem. -olds of each group

!ifsod are reported in Table 3.

sd Play-l!;ork dimension desc: 2xpectation of a lot

of informal asitin frequent student parties, Th-: Student Dignity factor

tfa reflect an administrative eoncern for the maintenance of a hiyh level

of selfedeterr:ioatde and personal responsibility among students (Stern, 1970).

hi:Jh score here indicates an expectation (or perception) that the institutional

is non-authoritarian and that there is a minimum of coercion, that stu-

er'ts aro tratted with! the respect and consideration accorded mature adults.

Social Form describes r institutional press for the development of social skills.

A high scone deocrihdd an expectation that participation and appropriate manners

are flpertant in college. Freshmen were lower than upperclassmen in their ex-

pectatin nf the fil.cdemic Onuonization 'actor, This dimension refers to the

!rie plates on organizati: and struct-re in the acadevic environ-

ment, Overall, entrinu freshmen seemec iu cxpect far ,:ore social activity to

be vailale 4f1(.; 1.:(J Thld moro emphasis on ap,:ropciate participation in that

act T 'flan ilid sthnehtd already in college, At the same time, they expected

tho nndanitarilon of the fIcademic aspects of college. l'ese

finorne awe consistent ith those of Stern (1970), A c;a:--.;sificatic,in analysis

flL:j entering freshmen and u:oerclassmen indicated

':;,(4-1: of ,:nturients could tde correctly classified (Table 4). Since

kr.OWirAge cf a studnnt's exnectations/perceptions

nn..-a6Wty of judging correctly wether he/she had col

t



Results oS. the second aiscriminant analysis showed a multi-

variate F -C,t7 _4.44 ,dth = and 2g34 degrees of freedom, significant at the

.01 level, Fc:J- of the elevel variables Ers:.red theonalysiswith an F to enter

5). This disoi.-imi;-iant analysis had a chi square value of 17.70,

An e,Jsolii-sJe of 7he s tahr,-iized discriminant

fLnotier c.oefficcs inciioates that the function is defined primarily by the

factor with a moderate contribAion-from the Self-Expression

and Ac. ;_.H.Ate factors, The Academic AchievpMent factor refers to students'

expec-,dis Y Lhe academic standards and intellectual rigor of the institution

Or1G the. c,alit,y of instruction and learning that students expect to find. Stu-

bh on Criis measure feel that competition for grades will be intense and

tnnat faculty will nush students to their full capabilities. Students who have

taken colleon ,r,nnses in high school are less imbued with these beliefs. The

Self-Expression factor is concerned with opportunities offered to the students

for the developrnent of leadership potential and self-assurance. Again, PA stu-

dents ha,e a lower score than the NPA group. Academic Climate refers to the

acadeniic excellence in staff -and facilities in the conventional areas of the

huan'ities, social science, and natural sciences. A high score on this factor

qcold irOica the prsence of good facilWes such as libraries and laboratories.

PA students hold higher expectations along both of these factors than do NPA

students. Overall, the function might be temed an Acvlie,-ric Achievement function

with PA students expecting a lower institutional press fo academic achievement

and a somewhat iqher press for self-expression and boY o ncademic fn-ilities

nnan o NTA stucents, The centroids of PA and NPA studer, zliscriginmant space

are reported in izoe 6. A clasnsification analysis showY crea,n 'in the

ability to classfy studQnts into their original groups (PA or NPA) on the basic

0 their scor,is on this function. This is probably due to the very small pro-

nortior of PA Ls to the overall group (less than 3%). While groups dif-

ered tjgnificartly, the diffrPnces are not sufficient to e, iw the classifi-

cation of

Resul of thp present ;t:d:f of students coming to 'iyracuse University in-

dinate theJ, overall, entering freshmen have unrealistic and idealized expecta-

tioos of collOe life consistent with what Stern (1970) describes as the fresh-

Iran myth. However, students who had taken cullege counses during high school
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TABLE 6

Centroids f Groups in Discriminant

Space for r.71. and NPA Students

Group_

Project Advance Students

Non Project Advance Students

Funct4con

-.56

.02
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through Project Advance differed significantly from the other entering freshmen

and appeared closer to upperclassmen in the r 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-

lege life. Still, PA student scores were in the direction of the upperciass-

men's perreotjons on the majority of the dimensions of the CC1.

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 necessary 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, 1975).

An alternative explanation is that the more accurate college eXpectations

of the Project Advance group were due to theirexperience 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 classroon 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 reduce students°

initial frustration and tension of adapting to college life and would, in turn,

contribute to their success as college students.

The theoretical basis for relating 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

quitejealistic 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 generalfZed expectations. This

area deserves more study.

Jri
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Is t reasonable that one, maybe two, college corse5 taken during high,

sch ol could have sufficient impact to be related to the dtfferehces in expec-

tat ons? Probably so. Previous studies indicate that by the sixth week of

the freshman year, the idealized image of college life descrfbed earlier as the

fre hman myth disappears, and students develop, a more realistic perceptTon of

the environment (Stern, 1970). Stafford (1970) has found that the freshmen

perceive the school no differently from other students by the end of the first

semest2r. The freshman myth is dispelled Cluickly. Perhaps PA students are

closer in some respcts to being second semester f: shmen in- terms of their

classroom experience.

A third possibility should be considered. As mentioned earlier, 0--sser

(1971) fbuni that environmental . expectations were
slgnificantly related te stu-

dent attrition at Syracuse, However, "in terms of press expectations, those

who left Syracuse appear to have expected less of an Intellectual or Academic

Climate, lower levelS of Academic Achievement and fewer opportunities:. for Self

Expression than those who'stayed." He f)A.ther noted that these studentS tended

to have high intellectual needs. Hence, while, their expectations were closer to

reality (that is, the the perceived press) tha6 the high expectattois associated

with the freshman myth, these 'were incongruent with personal needs, Possibly

the lower Academic A,:hievement scores of the PA students 'foreshadows a problem,

with perseverance in C011ege. It should be noted, however, Oat the PA students

in the present study, while lower than NPA students, on Academic Achievement,

were higher.on Academic CliMate and Self Expression. They do not fit into. the, 4

pattern described by BresSer. Further research should investigate whether stu-

dents who take college courses during high school differ in their personality

from other college-bOund students, particularly in the area of achievement and/or

motivation.
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GRADES AND COLLEGE CREDITS 'EARNED

BY PROJECT ADVANCE STUDENTS, 1974-75
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It is the intent of this first report to present student enr llment and the

distribution of grades for Project Advance in the academic year 1974-75

F n ro! ftnent.

Enrollment blossomed in this, the second year of the P oject's operation.

The overall enrollment figures qua rupled from 462 in the 1973-74 academic year

to 1865 in 1974-75. This increase is reflective not only of a four-fold -increase

in the number of particinating sch ols, buta substantial increase within schools.

Both kinds of growth are important to Project Advance; however, growth within a

scho] is a powerful indicator of the acceptance of the program by the school

and its students. This may serve to demonstrate confidence in Project Advance

both before and after its implementation in schools, A summary of enrollment

by course is presented in Table 1.

Achievement
The second a ea of interest is that of student achievement represented as

the numbers and distributions 0f student grades. Thi allows the reader to get

an idea of what students performance was like fer the academic year. For our

purposes we may say that the distribution of studeot grades represents an even

more specific deta set than many traditionel grade distribution reports. The

courses offered by Project, AdVance are systematically developed and monitored.

Therefore, given the breadth of application to nvmerous settings thenuoheut the

state, two maj'r observations may be made. 17tee;les are reilective of a stu-

dent's progress, at his own rate through courses deslgned to monitor his progress

at regeler intervals. (2) Grades may demonstrate tile consistency with which

coursesev.voffered 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 universities as a

way of reporting student achievement. A qeality point is the number of credit

hours times the number essigned to each grade (A = 4, B = 3, C = 2, 0 e 1).

This is a workable format for Project Advance because of the variable credit

arrangements of many of-the courses. The duality paint affords a standard

meesure by which, all courses may be compared. Future reports will use this

mode as well.

Summaries of qual ty points generate& 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 instahce, the difference

in design approach between English and PsycholOgy. Most beneficial is the.
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iliustration of the relative size of the participating cour es and their dis-

Aons

There are other terms that most
institutional researchers use such as "FTE,"

edits," "semester hours," etc. which for the large part de not apply-to-the

oject Advance course divisioh summaries. However, for the sake of Comparabil tY,

some of these terms will be used, occasionally in modified formee "FTE" is a

term meanlng "full-time equivalency" and usually refers to the groeping of credit

hours by 'full-time" blocks, usually 12 credit hours in undergraduate institutions.

Sfice Project Advance is not a degree-offering progr m, the term will not be used

e xeept to designate., 5tudent enrollments, "Credits" and "semester hou s" are used

interchangeably to designate the number of units of study assigned to

a course. Techniically, a credit hour is equivalent to one hour of instruction

per week for fourteen weels. 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 ehrollment and grading

erns of Project Advance for the 1974-75 academic year.

Eng) sh 101 1402

Freshman 'English is divided into six credits, earned in sequence. English

101, the study of eomposition, consists of the writing of argumentative

essays (essay uni --one credit, pass-fail), the critique of short fiction (fiction

unit--one credit, letter grade assigement), and the critique of poetry (poetry

unitone 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 s s_Of-paced), there is usually some attrition after the

essay component. This, as well as the distribution of scores on the units

play in Table 3. English 102, the study of literature, is cpmposed of mini-

rses by each school in conjunction with the Project Advance staff)

ao0 'indeperdent research papers (Independent Study). For the 1974-75 year, each

of these components was offered as a single credit option in the combination of

minicourse-two independent study units or two minicourses-one independent

study unit.

Table 4 (A, B, and t) is a breakdom 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 slight attrition rate from the essay to the fiction te the poetry

unit. Students have the option of completing only those, units they choose to

complete. Therefore, some students stopped after the essay or fiction uni s.
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interesting to note that smaller sections generally had no lower drop rates

than larger ()Res. it is not clear to what this phenomenon should be a tributecr.

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

come one final grade reflecting three credit hours 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 concentration of grades is in tht "A" range. This

is a function of the design of the Psychology course which is constructed on a

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 enrollment, both courses were

successes in terms of student achievement. Table 6 summarizes Religion 105S

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

Summary
This report has been one that stressed growth 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.

Each 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.
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TABLE "I

Project Advance Student Enrollment Sum ary

Course Enrollment # of _chools

Psychology 205 671 17

English 101L102 1170 34

Religion 105 16

Music 314 8 2

Total 1865* 54**

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

**Some schools offered more than one PrOject Advance course, so
this figure includes dual and triple school offerings. The
number of schools was 39.
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TABLE t2

The Distribution of Guality Points
by Course for all High SchOo ls

Combined 1974 75*

A

Grades Total

Quality
Points
Earned

Course

Freshman English*

Psychology

Human Values

Brass Methods

802

1329

19

21

2171

1692

447

26

3

2168

1422

210

7

0

98

27

0

0

125

1170**

1170

5184

2013

52

24

72731639

* Quality Point = Credit Hours x Grade Point
**Level II qua' ty 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

1974J-75

Unt

A

Grade Total
Credits
Earned

Essay

Fiction

Poetry

Minicourses

Independent Study

English
101

English
102

143

161

317

181

465

406

561

260

421

400

404

197

19

29

39

11

1170 1170

1048

996

1321

649

Total 802 1692 1422 98 1170 5184

07
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TABLE 4A

Freshman English
Course Totals First Semester

School Enrol lrant

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 35

Tota 1 1170
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TABLE 48

Grade Distribution: Fiction

Sc hoo 1 A
Sec ti on
Total s

1 9 29 13 51
2 6 10 8 24
3 7 19 10 36
4 18 18 16 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 44 103
17 4 20 19 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 21
25 4 3 7
26 2 12 15 29
27 8 5 13
28 1 9 9 19
29 1 5 4 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 1 55
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TABLE 4C

Grade Distribu ion: Poetry

School
Section
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 60

11 8 8 4 20

12 12 29 25 70

13 4 5 3 12

14 7 13 18 38

15 1 7 14 22

16 15 38 44 98

17 2 14 24 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 School
Foundations of Human Behavior (Psychology 1205)

1974 -75

School

A

Grades
Enrollment
by School

51 12 0 0 63

2 19 1 0 0 20

3 11 12 5 2 30

4 9 6 1 16

5 13 10 4 2 29

6 16 6 0 0 22

7 10 9 2 0 21

8 28 0 0 1 29

9 81 21 15 1 118

0 19 13 14 2 48

11 23 4 2 29

12 20 16 5 0 41

13 28 2- 0 30

14 18 4 0 22

15 61 90 8 89

lb 21 4 = 11 1 37

17 15 9 3 27

Total 443 149 70 9 671
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TABLE 6

The Distributi n, of grades by High School

for Human Values (Religion 105)*
1974 1975

Course

A

Grade
Enrollment
by Option

Belief Option 3 5 16

Paths of Salvation 8 6 2 16

Philosophical Methodology 8 8 0 16

19 22 7 48
total grades

given
(# quality points)

*Rel-gioh 105 was offered each s ster ( 974-7) In one high school.



School

TABLE 7

The Distribution of Grades by High 1, School

for Brass Methods 1Musit)
1974 - 75

A

Grades
Ehrol lment
by School

4 0 5

2 3 0 0 3

Iota 7 1 0 8
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THE ?MUMS OF STUDENTS, PARENM AND SCHOOL PERSON 11

FOR PROJECT ADVANCE

AND TflEIR EXPTTATIONS Of PROJECT ADVANCE COURSES

David Chapman



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 a growing interest in knowing what their schools do and an increasing,

desire to be involved in those decisions (Gooler, 1970). In particular, parents,

have becom e. mort involved in the goal setting activities of their,schools (Waiterg,

1973; Pincus, 1975; Leean, 1975).

'One concern of Project Advance is that, as the Project expands, it remains

-esponsive 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 USR 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

f peoples perceptions of the Project, as expressed by their priorities, changed

as the Project grew.

While the first part of this study dealt with people's prior-,ies 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

f students, parents, and, school people (teachers and principals combined) towr4rd

roject Advance EngNsh 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.

) 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 f.elt that this information might help describe the population

best served by a program like Project Advance.
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Wfiod(ike
The priorities of studen,s, parents, teachers, and principals -ere determined

by having members of each greep: 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.

Ne seven least i portant outtomes of Project Advance

5) The two least impertant outcomes fer Project Advance.

The sorting was accomplished by using a two-page "Goal Survey" in which

the number items were listed on ope page with respondents asked to sort state-

ments into categories by placing statement numbers in- the appropriate areas of

the next page. Additionally, respondents were asked to provide limited 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, C1extremely," "very," "slightly,", "none at all") in response

to the statement, "1 expect this course in Project Advance to be . A

cepy 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 stendard procedures

for ensuring a high rate of return Were employed. 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 de: cribe

each sample. A review of this information sugges s that: 1) Nearly ali.1 the

studentsAn both samples expect to go to college, with the predominant preference

tcoord 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 held professional or white collar employment and have at least tdo years

of college education. Nearly 58% of the fathers reported some college experience

while 46.5 of the mot ers reported at least two years of college. The parents

personal experience of college Might be expected to influence their priorities

and expectations for P eject Advance. The teachers involved with Project

6
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TABLE 1

Frequency of Useable Responses and-Useable Responses

as a percent of the Or4linal &milk Jor Each on the

Goal Survey and Adjective Rating Scale

Sample Size Goal Survey Adjective Rat ng Scale

Students 1391a 1144 (82) 1292 (92)

Parents 546 280 (51) 280 (51)

Teachers
80a

78 (99) 78 (99)

School Administato s
39c

35 (90) 33 (84)

b . Represents the entire population within the catagory

c . Population of parents is estimated at 2780
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Vivance tended to be expe lenced teachers. Nearly two-thi ds of the teachers-

have coursewnrk beyond the Master's aegree and the average teaching experience

is 12 years. 4) The principals tended to be seasoned teachers who had consider-

able experience as school administrators. More detailed information is presented

in work by Chapman (1975).

instrunentatiom

.Goal_ 5p rvek LoLgi of the thirty items on the survey represented a possible

outcome of Project Advance and 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 Questionna re" developed by Siotnick and Chapman (1975) as a part of

the previous ywr's evaluationof 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

literature pertaining to high schooI-college articulation and the evaluation

documents of Project Advance. The final selection of 33 items was drawn from

this pool.

Adjective Ra n ale_. The ARS was originally developed as a measure

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 Syramae University when they were asked

to list the three words that best described the course they had just completed.

Terms were chosen for their pammon 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 postaCbErse administrations, and geographical settings

(Kelly and Greco, 1915; 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 correlation with the evaluation, potency, and

1 1 8
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Figure 1

Ca egories of Possible Outcomes of Project Advance

Identified by Slotnick and Chapman (1975)

1. Equivalency of Syracuse and Project Advance courses

2. Enrollment in Project Advance

3. Parental attitudes toward Project Advance

4. Students' and teachers' attitudes toward Syracuse Unive sity

5. Growth and expansion of Project Advance

6. Certification of high school teachers to teach Project

Advance courses

7. Ongoing relationships between high school and Syracuse

University

8. Adequacy of Project planning

9. Favorable publicity for Project Advance

10. Information for guidance purposes

11. Low dropout rate from Project Advance

12. Accessibility to Project Advance by a variety of high school

students

13. Enrichment of high school experience

14. Evaluation of college potential

15. Student interest in college

16. Student. performance in college
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TABLE 4

Spearman Rank Order Correlation Coefficient of 30 Boa! Sta ernents

by Students, Parents, Teachers and Principals

mparison Rho

students with parents .95 .001

students with teachers .90 .001

students th principals .87 .001

parents h teachers .92 .001

parents with principals .92 .001

teachers h principals .95 .001



activity scales of the semantic differential (Kelly, 1975).

Resuhs

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 detennine 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, these four groups have 0 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 successfully complete
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

dir ctly 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 institution

(Syracuse University), goals which might be seen as terminal or unrelated to the

respondents. 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 little 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 long 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 conce ns.

130
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A second general observation is that there was greater agreement among

school people, especially principals, as to the least important outcomes than

among either the student or parent groups (agreement is indicated by lower

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:

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 lowest

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 payoffcollege 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 little 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 little 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 longer history, it might be

123
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well to r(,!ti the ruptl of "educational experiment," in so far as that rubric

helps keep priorities and expectations) more within the limits of what the

Project is sure it can deliver. This can be accomplished most directly in the

way the Project presents itself to the schools and in the claims it makes.

Adiective Rating Scale. Responses to each group to each of the adjectives

are reported in Table 5. The greatest difference in ratings for particular

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 encouracied to examine Table 5 and draw their own conclusions.

All three groups began the year with rather high expectations for an in-

teresting and worthwhile experience of moderate difficulty and minimally dull

or boring. The expectations seem 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, i.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 groups

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.

The analysis resolved into a four factor solution, labeled Interest Value,

Practical Value, Dullness and Difficulti. Responses for each group were scored
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acro-- or (;cales 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
)

tti t2 afr;eng 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

funct on, 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 dull/less interesting" while students differed significantly,

expecting a "more interesting/less dull" course. At the same time, students and

parents were 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 mythan 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 college 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

:f 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 Project Advance. All three groups began
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the year with rather high expectations for an interesting and worthwhile rAperience

of moderate difficulty and minimal dullness. At'a more inferential level of

analysis- sue.* significant differences are observed among groups.
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EVALUATUJN OF PR JECT ADVANCE FRESHMAN ENGLISH

a. A Comparison of Freshman English Essays

Written by Prject Advance and Syracuse
University Students, 1974-75

h Students Ratings at Project Advance
Freshman English

David Chapman



Pmject Advance fwiluation

Freshman English

1974-75

Tnis report of the evaluation of Project Advance English is organized

aroL ld three questions which are often asked about the course: How .does the

course operate? Does students' performance in the course really meet college

standards? And, how do students rate the course? Specifically, it describes

'e-t Advance Freshman English as it was offered during 1974-75. It reports

on a stuJy 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'. Lastly, it describes stodent response to the course as the

course operated in their high schools.

Description of Project Advance Freshman Enghsh

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 and 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 texts and is regularly

given criterion tests in the area(s) of his weakness. When he reaohes a pre-

determined level of proficiency measured by theSe criterion tests, the student

moves-into Level II (Essay Writingi. The student, on the other hand, whose

performance on the diagnostic test demonstrates adequacy in these baSic grammar

skills 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 II where he must write

at least two consecutive passing essays before moviAg to Level II (Literature).

A strong diagnostic essay will place him in Level II, 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 to -ard

advanced levels. 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 Comparson of the Quality of Papers VVOlen by Students in Proiect Advance

Freshman Enghsh with Those Written by Students in Freshman Enghsh at

Syracuse University
This study as designed to serve two purposes: f rst, to compare the

,y of student writing between the Project Advance and campus courses, 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 considsred failing on campus?

To answer these questions, three judges were asked to describe and compare

both passing and failing papers written on- and offzampus. This procedure was

conducted once 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 Syracuse University or

Project Advance. The three judges participating in this study had all exper-

ience with the teaching materials and procedures that were used by the Syracuse

University English Department 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 Il and Level III, papers were collect d 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-

gressing more slowly. While these papers were "passing," they were not judged

to be representative of the quality of campus passing papers overall. To off-

set this, five of the strongest Level II 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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r0 sentative of on-campus passing papers in

qroon of twenty papers was then randomly separa ed into two piles of

each_ One pile from each group was presented without identification

ige for e-Imination. The judges reviewed the papers to decide how

sH i2acn re similar to one another and different from those

They were allowed to use whatever criteria they wished.

Lev Composition

Level 11, the judges established eight criteria along which the papers

were lnsidered. These included Grammar and Mechanics, Language Competency,

Style, Organization, Support, Topic and Thesis, Logic, and Depth of Thought.

JJA1geswients 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.

Th inrlAed Project Advance Passing, Project Advance Failing, and Syracuse

Uni versi ty PasSing.

Project Advance passing pape s 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

nor. 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 siipport. Papers

had few problem 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 were frequent illogical connections

between. statements. Supportwas present but frequently insufficient.

Syracuse University failing papers were by far .the poorest,set of papers

examined and were considered by all judges to be clearly failing. These papers

were characterized by frequent problem 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 di t i rir t iors prc by these descripti-ns clear enough to the

.ges to allow them to class fy a new set of papers? In other words, how

reliable are fte descriptions for each set of papers?

After th descriptions of each pile were complete, the three judges were

each given a uf forty papers consist ng of the remaining ten papers from

tich greo =ing cd failing, on- and off-campus). These papers had been

rdndomly 5hu ff1 ed together. Again, the source and authorshi p of these papers

erenot krio,.ri by the judjes. The Judges were asked to sort these forty papers

into for_,

To

qr,ides to ilpers, the following nmerical values were used to indicate the

iluality and ed level of the groups of papers:

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

-Syracuse University Failing

InLer-Judge reliability coefficients were computed using th- e values

(i,ee Table 1) and the reliability of the composite scores (i.e., the sum of

the sci-A-es ,i,,signed by all three judges) was estimated to be .68 using the

Spnoruan-Brown prophecy formula.

to the earl icr drrcriptions .

easier to determine how reliable the judges were in assign n

TABLE 1

Correlation Annong Judges for Level H

Judge Moan
_..,

Standard
Deviation 1

Judge
-_

2

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. All correla 'ons are ., gnifican at a . .05.

The low inter-judge reliability was due largely to the negative correlation

if the ratings of Judge 2 with criterion. Since the two remaining judges demon-

strated subs.tantial agreewnt 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 Mges

3 .)



was estir.ated 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

racuse University passing papers deserves some eomment. Several alternative

nations can be suggested. First, students taking Engli5h 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

higher level course. A second explanation might be that standards differ one

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

pedagogical 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.

Lev I 111 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 III, 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 II.

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.

1 3
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(
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e
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;
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n
c
e
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u
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l
i
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t
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n
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b
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p
p
l
i
c
a
t
i
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n
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f
 
c
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t
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c
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l
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n
d
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(
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,
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p
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r
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t
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c
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;
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n
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r
t
S
 
o
f
 
t
h
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o
w
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o
m
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p
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a
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b
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r
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l
e
v
a
n
t
,
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o
,
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h
e
 
p
r
i
m
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r
y
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i
m
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t
h
e
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a
p
e
r
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a
p
e
r
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c
a
s
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l
l
y
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u
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a
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n
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a
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i
l
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t
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.
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t
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r
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p
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m
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e
n
c
e
,
 
p
r
o
b
l
e
m
s
,
 
i
n
 
a
l
l
 
o
t
h
e
r

a
r
e
a
s
 
r
e
s
u
l
t
-

G
e
n
e
r
a
l
 
p
r
o
b
l
e
m
 
i
n
,
 
t
h
e
 
t
h
e
s
i
s
 
(
e
i
t
h
e
r

s
o
 
g
e
n
e
r
a
l
 
o
r
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o
 
v
a
g
u
e
 
t
h
a
t
 
a
n
 
a
r
g
u
,

m
e
n
t
 
c
a
n
n
o
t
 
b
e
 
d
e
v
e
l
o
p
e
d
 
t
o
 
s
u
p
p
o
r
t

i
t
)
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.
T
o
p
i
c
 
n
o
t
 
p
r
o
p
e
r
l
y
 
l
i
m
i
t
e
d
.

I
n
a
b
i
l
i
t
y
'
 
t
o
 
d
e
f
i
n
e
 
t
h
e
 
t
a
s
k
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,
 
o
f

i
t
e
r
a
c
y
 
a
n
a
l
y
s
i
s
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n
d
 
t
h
e
r
e
f
o
r
e

l
a
c
k
s
 
a
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c
r
i
t
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c
a
l
 
m
e
t
h
o
d
.

S
h
a
l
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w

d
e
p
t
h
 
o
f
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n
d
e
r
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n
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i
n
g
.
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u
p
p
o
r
t
 
i
s
 
p
r
e
s
e
n
t
 
w
i
t
h
,
 
m
a
n
y
 
g
o
o
d

e
x
a
m
p
l
e
s
,
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h
o
u
g
h
 
t
h
e
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x
a
m
p
l
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s
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r
e
'
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a
s
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l
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a
p
p
r
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e
.
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e
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n
t
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d
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f
f
e
c
t
i
v
e
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s
e
 
o
f
.
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u
o
t
e
s
.
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V
i
d
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n
c
e
 
i
s
,
 
g
e
n
e
r
a
l
l
y
 
s
u
f
f
i
c
i
e
n
t
 
t
o

p
r
o
v
e
 
a
 
p
o
i
n
t
.

S
u
p
p
o
r
t
,
 
i
s
,
 
p
r
e
s
e
n
t
 
(
q
u
o
t
a
t
i
o
n
,

s
p
e
c
i
f
i
c
 
r
e
f
e
r
e
n
c
e
s
)
;
 
s
o
m
e
t
i
m
e
s

s
u
f
f
i
c
i
e
n
t
,
 
s
o
m
e
t
i
m
e
s
 
i
n
a
d
e
q
u
a
t
e
,

b
u
t
 
g
e
n
e
r
a
l
l
y
 
a
p
p
r
o
p
r
i
a
t
e
.

S
o
m
e
 
u
s
e
 
o
f
 
q
u
o
t
a
t
i
o
n
s
 
a
n
d
,
 
e
x
a
m
p
l
e
s
,

b
u
t
 
h
e
a
v
y
 
r
e
l
i
a
n
c
e
 
o
n
 
s
u
m
m
a
r
y
 
s
t
a
t
e
-

m
e
n
t
s
 
n
o
t
 
r
e
q
u
i
r
i
n
g
 
s
u
p
p
o
r
t
_

S
t
u
-

d
e
n
t
s
 
h
a
d
 
'
a
 
t
e
n
d
e
n
c
y
 
t
o
 
d
i
g
r
e
s
s

w
h
i
l
e
 
i
n
t
r
o
d
u
c
i
n
g
 
e
v
i
d
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n
c
e
,
.

E
V
i
-

d
e
n
c
e
 
i
s
 
o
f
t
e
n
,
 
i
n
a
p
p
r
o
p
r
i
a
t
e
 
(
b
e
c
a
u
s
e

o
f
 
t
h
e
.
 
d
i
g
r
e
s
s
i
o
n
s
)
.

P
a
p
e
r
s
 
s
h
o
w

a
n
 
a
w
a
r
e
n
e
s
s
 
o
f
 
t
h
e
 
n
e
e
d
'
,
 
f
o
r
 
s
u
p
-

p
o
r
t
i
n
g
 
e
v
i
d
e
n
c
e
.

E
V
i
d
e
n
c
e
 
i
s
,

g
e
n
e
r
a
l
l
y
 
s
u
f
f
i
c
i
e
n
t
-

H
e
a
v
y
 
u
s
e
,
 
o
f
 
s
u
m
m
a
r
i
e
s
-

I
n
f
r
e
q
u
e
n
t

u
s
e
 
o
f
'
 
q
u
o
t
a
t
i
o
n
s
-

M
a
n
y
 
u
n
s
u
p
p
o
r
t
e
d

s
t
a
t
e
m
e
n
t
s
 
a
n
d
,
 
u
s
e
 
o
f
 
n
o
n
-
a
r
g
u
m
e
n
t
_

a
l
i
v
e
 
s
t
a
t
e
m
e
n
t
s
 
t
h
a
t
 
d
e
 
n
o
t
 
d
e
m
a
n
d

s
u
p
p
o
r
t
_

A
 
f
e
w
 
s
p
e
l
l
i
n
g
,
 
a
n
d
 
p
u
n
c
t
u
a
t
i
o
n
,
 
p
r
o
b
-

l
e
m
s
.

A
 
f
e
w
 
s
e
n
t
e
n
c
e
 
s
t
r
u
c
t
u
r
e

p
r
o
b
l
e
m
s
.

S
o
m
e
 
f
r
a
g
m
e
n
t
s
.

A
,
 
f
e
w
 
m
i
n
e
r
 
g
r
a
m
n
a
t
i
c
a
l

e
r
r
o
r
s
.

S
e
m
e

a
w
k
w
a
r
d
 
a
n
d
 
w
e
a
k
 
s
e
n
t
e
n
c
e
 
s
t
r
u
c
t
u
r
e
s
.

A
 
f
e
w
 
s
p
e
l
l
i
n
g
 
p
r
o
b
l
e
m
s
 
a
n
d
 
m
i
n
o
r

p
u
n
c
t
u
a
t
i
o
n
,
 
p
r
o
b
l
e
m
s
.

S
o
m
e
 
g
r
a
m
m
a
t
-

i
c
a
l
 
p
r
o
b
l
e
m
s
.

S
e
r
i
o
u
s
 
s
p
e
l
l
i
n
g
!
 
p
r
o
b
l
e
m
s
 
(
w
o
r
d
s

t
h
e
y
 
s
h
o
u
l
d
 
k
n
o
w
 
h
o
w
 
t
o
,
 
s
p
e
l
l
)
.

P
u
n
c
t
u
a
t
i
o
n
 
p
r
o
b
l
e
m
s
 
(
m
i
s
u
s
e
 
o
f

a
p
o
s
t
r
o
p
h
i
e
s
,
 
m
i
s
s
i
n
g
 
a
n
d
 
u
n
u
s
e
d
,

c
o
m
m
a
s
,
 
m
i
s
u
s
e
 
o
f
 
c
o
l
o
n
s
,
 
a
n
d
 
s
e
m
i
-

c
o
l
o
n
s
,
 
q
u
o
t
a
t
i
o
n
 
m
a
r
k
s
 
a
n
d
 
a
s
s
o
c
i
a
t
e
d

p
u
n
c
t
u
a
t
i
o
n
)
.

O
c
c
a
s
i
o
n
a
l
 
f
r
a
g
m
e
n
t
s
.

A
g
r
e
e
m
e
n
t
.
 
p
r
o
b
l
e
m
s
,
 
(
e
.
g
.
.
 
s
u
b
j
e
c
t
,

v
e
r
b
)
.

O
c
c
a
s
i
o
n
a
l
 
c
o
m
m
a
.
 
s
p
l
i
c
e
s
.
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,
 
I
I
I

D
i
c
t
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o
n
!
 
a
n
d
!
 
U
s
a
g
e

(
W
o
r
d
 
c
h
o
i
c
e
;
 
m
i
s
u
s
e
,
 
o
f
 
w
o
r
d
s
)

S
t
y
l
e
,

(
V
a
r
i
e
t
y
 
o
f
 
s
e
n
t
e
n
c
e
 
s
t
u
r
c
t
u
r
e
;

l
e
v
e
l
)

O
r
g
a
r
i
z
a
t
i
o
n

(
P
a
r
a
g
r
a
p
h
i
n
g
o
v
e
r
a
l
l
 
o
r
g
a
n
i
z
a
t
i
o
n
;

i
n
t
e
r
n
a
l
 
s
t
r
u
c
t
u
r
e
 
o
f
 
p
a
r
a
g
r
a
p
h
s
;

t
r
a
n
s
i
t
i
o
n
s
s
e
n
s
e
,
 
o
f
 
d
e
v
e
l
o
p
m
e
n
t
;

c
o
n
c
l
u
s
i
o
n
s
;
 
p
l
o
t
 
s
u
m
m
a
r
y
 
Y
e
r
s
U
S

r
e
a
s
o
n
e
d
 
a
n
a
l
y
s
i
s
)

S
y
r
a
c
u
s
e
,

N
u
m
e
r
o
u
s
 
p
r
o
b
l
e
m
s
 
i
n
 
w
o
r
d
 
c
h
o
i
c
e
 
a
n
d
,

U
n
i
v
e
r
s
i
t
y

u
s
a
g
e
 
i
n
 
a
n
 
a
t
t
e
m
p
t
 
t
o
 
m
a
k
e
,
 
r
a
t
h
e
r

P
a
s
s
i
n
g

s
o
p
h
i
s
t
i
c
a
t
e
d
 
s
t
a
t
e
m
e
n
t
s
-

P
r
o
j
e
c
t

A
d
v
a
n
c
e
,

P
a
s
s
i
n
g

P
r
o
j
e
c
t

A
d
v
a
n
c
e

F
a
i
l
i
n
g
!

M
i
n
o
r
 
w
o
r
d
 
c
h
o
i
c
e
 
e
r
r
o
r
s
.

T
e
n
d
e
n
c
y
 
t
o
w
a
r
d
 
w
o
r
d
i
n
e
s
s
.

A
w
k
w
a
r
d
 
p
h
r
a
s
i
n
g
.

S
y
r
a
c
u
s
e

F
r
e
q
u
e
n
t
 
p
r
o
b
l
e
m
s
 
o
f
 
w
o
r
d
u
s
a
t
e
.

U
n
i
v
e
r
s
i
t
y
.

F
a
i
l
i
n
g

I
M
p
r
o
p
e
r
 
w
o
r
d
 
c
h
o
i
c
e
 
I
S
 
f
r
e
q
u
e
n
t
,

N
e
a
r
l
y
 
a
l
l
 
p
a
p
e
r
s
 
h
a
v
e
,
 
s
o
p
h
i
s
t
i
c
a
t
e
d

a
n
d
 
v
a
r
i
e
d
 
s
e
n
t
e
n
c
e
 
s
t
r
u
c
t
u
r
e
s
.

S
o
m
e
 
h
i
g
h
l
y
 
s
o
p
h
i
s
t
i
c
a
t
e
d
 
s
e
n
t
e
n
c
e

s
t
r
u
c
t
u
r
e
s
 
d
o
 
n
o
t
 
w
o
r
k

M
o
d
e
r
a
t
e
l
y
 
c
o
m
f
o
r
t
a
b
l
e
 
w
i
t
h
 
f
o
r
m
a
l

s
t
y
l
e
 
a
n
d
 
f
a
i
r
l
y
 
s
o
p
h
i
s
t
i
c
a
t
e
d
s
e
n
,

t
e
n
e
t
?
:
 
s
t
r
u
c
t
u
r
e
s
 
(
e
.
g
.
,
 
i
n
v
e
r
s
i
o
n
s
)
.

S
t
y
l
e
 
i
s
 
f
o
r
c
e
d
.

S
t
u
d
e
n
t
s
,
 
s
e
e
m
 
t
o
,

b
e
 
w
r
i
t
i
n
g
 
a
c
c
o
r
d
i
n
g
 
t
o
,
 
W
h
a
t
 
t
h
e
y

t
h
i
n
k

.

i
s
 
.
.
 
e
x
p
e
c
t
e
d
 
o
f
 
t
h
e
m
 
a
n
d
 
t
h
e
y

a
r
e
 
l
e
s
s
,
 
a
b
l
e
 
t
o
 
h
a
n
d
l
e
 
f
o
r
m
a
l
 
s
t
y
l
e

f
l
u
e
n
t
l
y
.

S
o
m
e
 
l
a
c
k
 
o
f
 
c
l
a
r
i
t
y
.

F
a
i
l
i
n
g
 
i
n
,
 
a
t
t
e
m
p
t
s
 
t
o
 
p
r
o
d
u
c
e

s
o
-
,

p
h
i
s
t
i
c
a
t
e
d
 
s
t
r
u
o
t
u
r
e
s
-

S
e
n
t
e
n
c
e
,

s
t
r
u
c
t
u
r
e
 
g
e
n
e
r
a
l
l
y
 
s
i
m
p
l
e
 
a
n
d
,
 
r
e
-
.

p
e
t
i
t
i
v
e
.

S
o
m
e
 
t
t
e
m
p
t
s
 
a
t
 
v
a
r
i
e
t
y
,

i
n
c
l
u
d
i
n
g
 
i
n
v
e
r
s
o
n
s
.

M
a
n
y
 
m
a
j
o
r

s
e
n
t
e
n
c
e
 
f
a
i
l
u
r
e
k
.
.

F
r
e
q
u
e
n
t
 
l
a
c
k

o
f
 
c
l
a
r
i
t
y
.

G
e
n
e
r
a
l
l
y
 
a
.
 
s
e
n
s
e
 
o
f
 
o
v
e
r
a
l
l

o
r
g
a
r
,

i
z
a
t
i
o
n
 
a
n
d
 
d
e
v
e
l
o
p
m
e
n
t
,
 
b
u
t
 
o
n
l
y

a
f
e
w
 
p
a
p
e
r
s
,
 
r
e
m
a
i
n
 
c
o
n
s
i
s
t
e
n
t
 
t
h
r
o
u
g
h
,

o
u
t
.

S
o
m
e
 
e
x
c
e
l
l
e
n
t
 
t
r
a
n
s
i
t
i
o
n
s
,
 
b
u
t

i
n
 
s
o
m
e
 
o
t
h
e
r
s
,
 
t
h
e
 
t
r
a
n
s
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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 writiAg 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 udsic 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 juages 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 Ii.) 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 L vel HI

Judge Mean
Standard
Deviation 1

19.!
2

1 2.45 .92 1.00

2 2.50 1.03 .45 1.00

3 2.65 1.06 .42 .71 1.00

Cri erion 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 II, 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 be ter than the failing

papers on-campus.

Student Ratings of Project Advance Freshnnan 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 ratinas 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

enrolled in Project Advance English have reasonably accurate expectations of the

course?" Table 3 reports student pre-course expectations and post-course ratings.
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TABLE 3

Student Pre- ourse Expectafions and End-of-Course Ratin s

of Project Advance Freshnnan Engfish During 1974-75

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

Pre-course Expectations
First Semester
Project Advance
English-Overall

End-of-Course Ratings
Second Semester
Project Advance

English--Overall
945)

slightly/
not at all

extremely/
very

extremely/
very

slightly/
not at all

Interesting 74.5

_

25.5 54.2 45.9

Boring 5.2 94.8 11.6 88.4

Relevant 82.6 17.4 68.0 32.0

Informative 87.9 12.1 75 6 24.4

Difficult 51.1 48.9 47.3 52.7

Good 86.7 13.4 65.1 34.9

Stimulating 62.7 37.2 35.2 64.8

Irrelevant 6.0 94.0 8.9 91.1

Worthwhile 93.5 6.6 78.4 21.6

Valuable. 92.8 7.2 76.2 23.7

Necessary 72.7 37.3 51.9 48.1

Dull 7.8 92.2 16.0 84.0

Challenging 84.2 15.9 72.8 27.1

A Waste 2.9 97.2 6.6 93.4

Practical 81.3 18.7 63.2 36.8

Demanding 72.9 27.1 73.0 27.0

Different 65.4 34.6 63.0 37.0

Enjoyable 51.0 49.1 30.1 69.9

Enlightening 64.5 35.4 48.5 51.5

Exciting 38.9 61 1 16.7 83.3

Rewarding 82.2 17.7 59.0 41.1

Provocative 45.2 54.8 32.0

General 20.3 79.7 21.1 78.9

Useless 3.5 96.5 5.0 95.0
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IhP,- udent ratings can be condensed into four,"clusters" of words, (that

is, wUriS that relate to each other) using factor analysis. When students tend

o rate one word in a cluster high, they tend to also rate other words in that

cluster high (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."

Clusters

A Pre-Course Rating--Project Advance Dverall--Fa)1 1974

B Post-Course Rating--Project Advance Overall--Spring 1975

C Post-Course Rating--Your High SchoolSpring 1975

Interesting, (-)* boring, good,
stimulating, (-) dull, enjoyable,
exciting, rewarding, provocative

2. Boring, irrelevant, dull, a waste.

useless

3. Relevant, worthwhile, neces ary,

practical, rewarding

EXTREMELY VERY SLIGHTLY
A = 2.5
B = 2.7

NOT AT ALL

2

A =
B =

3.3
3.4

1 2

A = 1.9
B . 2 2

1, 4

1 2

A = 2.2

4. Difficult, challenging, B = 2

demanding, different

*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-cour 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 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 Ou_sfiuns

In dd tion to the Adjective Rating Scale, students at the end of the

.r e wero al -d to respond to 18 other questi(-- regarding Project Advance

End-of-Course Ratings

English

Ail thi-gs consi(P ed, thiS -cou-se was

Ihmt 19.9
qoOd -)5.8

fair 21.1

poor 3.2

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

extr m_ly interesting 4.9
interesting 63.9
dull 22.2
really dull 5.5

does not apply 3.6

Ove- 11, how would you rate the interest level of the lectures in this course?

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

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

very beneficial
adequate
confusing
a waste of time
does not apply

30.2
55.8
8.4
4.0
1.6

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

very P 7essive 11.5
hoilvy 41.4
just right 43.4
rather light 3.4
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trness of the college grading proce ire (the assignment of letter
grades that were used in this courS-T

excellent 10.8

good 51.5

fair 29.5
poor 8.3

Materials for this course were available when I needed therm

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

PrOrarrvied booklets*

excellent 11.7

good 48.3
fair 32.6
poor 7.3

students responded to this question
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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 di ectly 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
no

69.2
30.7

Some Observations and Comments

1. Overall, student ratings of Project Advance Eng ish were positive.

2. 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.

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 expected 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

Comparison of Student Responses on End of Course Questionnaire Between Students Earning
"A's" and Those Earning "C's" and Between Students Earning

4-6 Credtts_and Those Earning 1-3 Credits

End of Course
iliestionnaire

Ali 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 fairness of the
college grading procedure.

Materials were available
for this course when I
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 meet
directly with your
teacher.

Would you recannend this
course to your best friend?

Reuonses

excellent/good
fair/poor

extremely interesting/
interesting

dull/really WI

very excessive/heavy
just right/ rather

light

excellent/good
fair/poor

always/usually
rarely/neve

always/frequently
occasionally/never

a great deal/some
not much/nothing

excellent/good
fair/poor

yes
no

Students Students Students StudentS
Earning Earning Earning Earning

"A" "C" ,,4'.to,6 1 to 3

(N t 63) (N = 214) Credits Credits
N = 407

85.7 72,3 80.1 68.9

14.3 27.6 19.9 31.1

73.0 67.2 70.0 67.0

27=0 32.8 30.0 33.0

41.9 60.1 52.7 5 .4

58.1 39.9 47.3 45.6

77.8 49.8 63.3 57.4

22.2 50.2 36.7 42.6

95.2 88.7 91.9 95.8
4.8 11.3 8.2 4.2

63.5 33.2 47.2 42.0

36.5 64.9 53.8 58.0

9 .9 92.9 95.0 91.5
8.1 7.1 5.0 8.5

80.3 83.6 87.7 76.7

19.6 16.4 12.4 23.3

85.0 63.5 72.1 61.9

15.0 36.5 27.6 38.1
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udents 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

learned. Students earning less credit found the workload to be as demanding as

those who e,.ned more credit. Overall, students were much more positive about

the amount they thought they earned than about the enjoyability 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 positive about the college grading prac-

tfces than those who earned more credit. Moreover, students earning less credit

were slightly less opt to recommend the course to their friends.

More marked differences appear among students who differ in their grade

overage. 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 positive 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 little

fference in their ratings of the course but that the grade(s) they receive

ake(s) a substantial difference. Both groups feel they learned freshman

English, 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-

liP impact on the transferability of credit. The amount of credit a student

.?-ned would not necessarily influence a college's decision to accept that

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

cision.

147

157



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 cL)mpared 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

.h. 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 Pap rs used in the En lish Evalhation"

Level II

Project Advance Passing

Project Advance Failing
Syracuse University Passing
Syracuse University Failing

Level III

Project Advance Passing
Project Advance Failing
Syracuse University Passing

Syracuse University Failing
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ive Euthanasia, An Alternative

Project Advance
Level II Passing

world today there is One thing which is inevitable, death. All

peop e must die at 'sometime or other. There is problem these days inAec-fd

,when this time is. With all the new drugs in the world today a persore,cap be

kept alive for a very long time; even if he is dying. What-is the sense An

dolng this if the person is dying and in constant pain or, he ts,-a. vegetabixe.:,

There is no sense in prolonging life when 6 person, is terminally-iiPiqe this

or if he is a vegetable. In Such cases passive euthansia is the-Only alternative.

Euthanasia, passive or uctive, is condemned by many religiaus and ,social,

organizations. Religious organizations feel that passive euthanasia is,the

taking of a life. 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 euthanasia is not the ending of a life; it is the

ending of extra suffering or waste.

Passive euthanasia relieves some of the suffering that a terminally ill

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 of this is an old man who way

dying and had been in the hospital for three months. The man was in constant

pain. When ever his relatives came to see him he was in sO 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

euthanasia would have relieved some cf the agony of this situation.

Passive euthanasia is the only alternative in the case of a person who is

a vegetable. A vegetable is not a living person. That thing which makes him a

unique person is gone. There are many patients in hospitals around around the

country who are like th s. 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. It is very expense and a waste to keep a

person functioning like this. The space he is taking up in the hospital could

be used for sick people who are alive and need it. Passive euthanasia would have

tirevented these situation.

150

161



Situation', ii the un prey bus y descr _d could be avoided by the act

of passive euthanasia. Prolonging the life 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

-r the (nest me 110 t, in the world because it relieves sufferino and waste
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Project Advance
Level II Failing

Suicide: A sin or a -ight?

Altbouuh it is deemed an illeaal act, by both church and state, suicide is

the riqht oc ciery individual. Today's society is always pushing a "more

freednui rind 'do your own thinn" type of lifestyle. (Meaning that, everyone

should he kllowed to decide what to do with his or her life, even if it means

ending it.)

It, see r;ui ide as a fOrr: of murder. Murder is one man killing,

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

onr-: ;:lun 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 o.kin rlind well enough to discern whether death is a desirable course for him.

ihe mental stability of a suicidal individual will always be in question.

Does the person really have the facilit e to reach a thoughtful , -ision con-

cerning his life? Besides, wh,aL 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 lies in the word

'gave." Whey you give someone a gift you'd want them to utilize it in a way

pleasing to them. You'd never stand over them and direct them to use it as

you want them to. If God "gave" man life, then God should not mind if someone

dec des to end living. The clergy should accept that this was the way they

dec'ded 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 "life, liberty 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 purs-ing happiness

then leave them alone. Otherwise, You are infringing on their rights. They

re

dot

hot killing another or removing someone else's life, they are making a

-t_ decision concerning their own life.

In closing, let me say again that suicide should be the right of every

idual. Any other course given Us would be a direct attack on our rights.

kin 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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s day and a e many new ideals are replacino the old traditional

of life. T dustry, technology, and politics, are changing our lifes. One

n life that is unde going chan e and becoming more liberalized is that of the

wnrn in American society. Although women want equality with men; to be exactly

the same and receive equal benef ts, I feel the woman still does have a place in

the home.

Any 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 th "bread." The husband should be rewared by his wife's presence at

the end of the day and be able to appreciate-her home-cooked meal. With the woman

out of the house, It 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 lives

,:ar,e of a nafional 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 like abortions. Women should

also be given as many opportunities as the male has in being promoted in leadership.

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

1
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qenrations, future leaders of our k.,orld, live decent lives in their child-

and cor45 frorr rjoud imi

1 conrede that a w mans' place is in the home. This theory leads to the

aditior. of the husband sunotting the wife, the boy paying for the girl and

girl rewarding her male. In order to support this, the oldest of all traditions,

let us keep tn woman's place at home.
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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

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 lifing 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 always 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 lifestyle 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 -houlder. Because of cource if you act like an fool, people are

not going to t -eat you right. Also there are so many adventures one faces ev ryday.

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. All in all the big city is definitely the best

place to life in the world.

1 5 '5
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Youog Lady"

Poetry 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 Anna_bel 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 v- of death, one takes a bitter attitude the other one of emptiness.

In On_the .Deatb of a Young L4y Lord ayron 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 life 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

life is "to love and he loved by me." in the second stanza he also states

loved with a love that was more than love" another indication of his strong

feeling toward her. He later states his bitterness in the lines "That the wind

came out of the cloud, chilling and killing my Annabel Lee." He then goes on

to say "But our love it was stronger by far than the love of those who were

oldpr than we." He also states that niether the angels nor the devils can take

hr soul from his another indication of his strong love for her.

Byron seems to face reality much better than Poe does. In Byrons poem he

writes that there is no reason to weep over his loss because he realizes it is

something that has to happen and it happens to all. Poe on the other hand seems

react ilmaturly to the situation. He doesn't seem to be able to face up to

.311ity. He shows this by using words that were more harsh than the words of

Byron.

Both poe s use terms commonly called "poetic devises." One such device

u-,ed by both is rhyme. Lord Byron rhyme scheme is every other line through the

whi,le poem. Poe starts out everyother line then goes to every two lines. The

qme scheme is one that flows through the whole poem so its use in these poems

,s 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 see,

his "love for Annabel Lee. This repetition sticks in the reader's mind and
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is tho 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 poeti., device used by both poets is Caesura. Caesura is used through

th poems t strategic spots to break the smooth flow of the peom's and make a

poirit to the reader. An example of this in Byron's poem is "Whilst I return,

Margret's tomb," this give's the reader the first indication that

larcivt h died and tha.ti-tis a poem about her death. Poe uses Caesura in the

line the wind came out of a the cloud, chilling and killing my Annable

Lee to show a bitterness towards death.

There are other poetic devices used in both poems,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 tOo poem's can be written on the

same topic and through the use of poetic devices reflect two different attitudes.

1'
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nte riretod as 111S

the world as a human ratrace.

words. For o;anple, instead of using

and called it a busy monster in line

ogre5y,, as a comfortable disease.

caught up in tire masses of people all

world .n r.w icr pi tg The third line
coHlti be tioyiiihf, OF oS tO 111'2,1 1 thi. you are young, hut NOt 611 infant or a small

arid dth is ech ta far the future. In lines 4-6 he uses words
with Or,")1)W7, For example, he uses bigness and littleness to talk

A person as an individual compared to another individu 1
in as en individull compared

to the masses of people is so
little. LT. turner i also uses the words electron and mountainranges in the
sae sentence nhowing opposites in size.

Then 1:ummings changes from talt.ing about the size and progress of mankind
synthe, or mati-wHle a ngs. He say,,; a world that is man-made

wor 1 that is lorn with the love and attention of a mother or natural
iTs to usrceitnd it. The world pities the poor things that are natural such

the thing.

to

CAif,

or,p, Fut
. r the fine specimen's t. at a _ hypermagical or

H pie Then he goes an LO say that a docotr knows a hopeless case when he

' t

t, wir,::n Mg we arc doctors and 01.1c world is a hopeless case. His last
5,1Y- thai e is a better world so let's go But is there a hetter world?

the pin who woke up the world and not the world we see. In this poem
Cumminr deseri 2s this world us a ratra , which is interested in material

,:ppas dna 1 s riced s.

ye r

t

tp.ed Lu '3tisc!,s the iP0 MIS that the auth_r tries
mq in his poem. The rotc ira 1 var ation of most of this poem is iambic pent-

cm with sour trech.lic Feet. This passage opens with a trochaic, and
ut F traiT -k; not until the third line Cummings creates a type of

ii Ii 'Or0 vIt

cO.

CiOtiMM dre dlso produced by E.F. CHmmings free handling of
,

e. ior rlriplo, he :Ines not begin all of his sentences withal lettern: the first worl of the first sentence is not capitalized hut it
trochriii: viriOtiorl which puts the emphas s on the word: the'seCond sentence
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does sta-t with a -apital letter but the only other punctua ion in that rather

long sentence, are two colons. The third sentence like the second sentence

started with a capital letter but like the first sentence it is punctuated with

commas. The last sentence also has a colon in it, like the second, and is

capitalized but there is no period to end the sentence asHthere 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 almosr see the people deciding and making up their mihds: 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 '4 the momentary stopping and releasing of

sound. Cummings uses these sounds throughout the poem with such words as pity,

progress, victim, deify, razorbiade, born, poor, trees, stars, stones. case,

good, door, so. These are all words with harsh sounds. Also thereare the

spirant orcontinuant sounds which are said almost with a rush of air (i.e.

n,l,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 poetry 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

loud 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 like 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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ih fyir world There is also the liquid I sound Jt

makes one think of certain machines (a duplicating machine ) or other sounds

that are everyday occurances in our world like the sound of water. Also there

is the nc,ricahle w sound. This could be created by the sounds of elevators

constantly stoppiTKJ dnd opening and closing their doors, or people whizzing by.

There is also d p sound that reminds one of the tapping of typewriter keys by

the way they are used in this poem. The underlying thought in this poem is our

busy commercialized 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 meaning of the poem. Some examples are the recurrent p sounds in lines

1-4 (pity, progress, plays), the m's in line 1 (monster, manunkind), the d's in

lines 2-5 (disease, death, deify), the 1 sounds in lines 3-6 (life, littleness,

lenses) the u sound in lines 7 and 8 (unwish, unself), the n's in lines 11-15

(never, kno, next), and the s's in lines 11 and 12 (stars, stones, specimen

All these sounds that repeatedly start at the beginning of words give one the

effect of reminding him that his life 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 second lin he describes progress as a disease. Everybody 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. Cummings 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

struggling sunewhere in the middle of this cycle. Then he goes on to talk about

our world of 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 Lnoi a hopeless case--he must be referring to us as the doctors

and Our world as the hopeless case. We are all lost in our running around. In

hiu last lines Cummings says there is a better world so let's go the grass always

looks better somewhere else ut 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.

1
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iting for Godot by Samuel Beckett

play Waiting _for Godot by Samuel Beckett it illustrates mans absurd

life long .4aiting for something that will put meaning into his life. This point

brought across in the story through the two main characters; Vladimir and

agm 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

th t the waiting will never cease and that rar will really never be satisfied.

Bu., perhaps the most significant part cf lay s the speech. The absurd

patterns and phrases continue to bring out tie whole plot of tihliItaa_targalpt..

For in this speech one sees the hopelessness and despair of not having a goal

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

I shows Vladmir and Estragon passifrig the time waiting for this person of esteem

named Gcdot. Then comes Pozzo and Lucky as a distraction, the diversion for

the time. This then resolves bek to Vladimir and Estragon alone again knowing

that they still havc nothing to si-ow for the day. This is again repeated in

Act II but there is a difference. It being. that '6eckett has made a twenty-four

hour time period a li Ciong span. One which shows tnat life will go on and

people will get older and roles wi

same course in life.

In the play WAilim_lar_Godot the two main characters are Estragon and
.-

vladimir, referred to 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.

But d spite their pathetic side a comical view appears. This is shown in the

conversation:

I change beneath all of this is the

Vaidimir:
Estragon:
Vladimir:

Estragan:
Vladimir:
Es'ir:ragon:

Vladimir:
Estragdn:

One daren't even laugh any more.
Dread privation.
Merely smile, It's not the same. Nothing to be done.

Gogo.
What is it?
Did you ever read the B ble?
The Bible...1 must have taken a look at it.
Do you remember the Gospels?
I 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

say, that's where we'll go for our honeymoon. We'll swim.

We'll be happy. 1
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Lhe ?Dint deoft,trated in the excerpt is a comical one showing change from

The seriohsness Of A conversation on smiling down to the comical way in which

Estragon describes the Bible Notice he des not mention characters of a Bible

story rather the childlike images as the color of the water etc.

Roth (logo's and Didi's mutural obsession in life is passing the time. But

liong with this neither really "lant to face the suffering of being."2 in other

words though they are waiting for Godot as an answer to the future they are also

,daiting for the sake of waiting as an escape from the future. When faced with

a simple problem they make it into a major event:

Vladimir: Do you want a carrot?
Estragon: Is that all there is?
Vladimir: I might have _,ome turnips.
E!,:tragow Give me a carrot. (Vladimir rummages in his pockets,

takes out turnip and gives it to Estragon who takes a
bite out of it, Angerly.)
It's a turnip!

Vladimir: Oh Pardon! I could have sworn it was a carrot.3

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

gives 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 living 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 fil1ed.,.°4

Vladimir: That passed the time-
Estragon: It would have passed in any case.
Vladimir: Yes, but not so rapidly.

Vladimir and Estragon the wait-for Godot brings frustration and despair which

i(T; underlyed with hope for the moment he does arrive. This adds balance to the

,ipprehemion

The nict choracters 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 do nothing but obey his

master. By PO2Z0 whipping Lucky in this act is symbolizes the "signs of social

order, oppression, slavery of working class, exploitation and inhumanity.

Luay is a servant he does not speak, does not think, and really does not exist

0 man unless directed to by Pozzo. Once directed though it is shown how

iiy Is capable of the power to think and other natural functions of man. It

:Ilso 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.

16,1
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Lucky can not be accepted into society because he was not born into society.

It can also be shown as "a psychological symbolism Pozzo as the sadist and

Lucky as the masochist. Lucky's desir_ 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 II however brings about change. Pozzo now blind relies on Lucky for

life. Pozzo is no longer in control of the situation, he needs help in every-

thing he does.

Vladimir: Perhaps we should hel..i him first.
Estragon: To do what?
Vladimir: To get up.
Estragon: He can't get up?
Vladimir: He wants to get up.

Estragon: Then let him get up
Vladimir: He can't.8

It is also 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 Poizo

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 pray as a whole. The tree found

in Acts 1 and II 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 I

the tree is bare while in Act II 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 boa Act I

and II 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 life style from it. They are recognized as the active ones

who are constantly on the go. Like the road.

The structureof 4:01tifia_Lor_Godot is quite unusual in the first Act it is

sh.wn how Vladimir and Estragon are passing 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 begiving

I 0 I
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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 qodot 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 list. 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.

Vladimir:
Estragon:
Vladimir:
Estragon:
Vladimir:
Estragon:
Vladimir:
Estragon:
Vladimir:
Estragon:

That passes the time.
It would have passed in any case.
Yes but not so rapidly
What do we do now?
I don't know
Let's go
We can't
Why not?
We're waiting for GRdot
(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 taken 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

given the fact that

any particular time

Estragon:
Vladimir:
Estragon:
Vladimir:
Estragon:
Vladimir:
Estragon:
Vladimir:
Estragon:
Vladimir:
Estragon:
Vladimir:

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

the situation is hopeless "Time and space become void and

is just a compartment

What do we do now?
While waiting
While waiting
We could do our exercises
Our movements
Our elevations
Our relaxatiorks
OUr elongatioi.
Our relaxations
To warm us up
To calm us, own
Off we go.I

tn the emptyness."10

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.

1
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One also realizes that by the end of the play that Estragoi can not remember

anything for more than two minutes, and can refer back no further than the last

phrase mentioned.

Vladimir: The tree, look at the tree.

Estragon: Was it not there yesterday?

Vladimir: Yes of course it was there. Do you not ember?

But you wouldn't. Do you not remember?

Estragon: You dreamt it.
Vladimir: Is it possible you've forgotten already?

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

never forget.

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

Estragon: Pozzo and Lucky?
Vladimir: He's forgotten everything!

12

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?
Vlddimir: Say, I am happy.

Estragon: I am happy.

Vladimir: So am I.

Estragon: So am I.

Vladimir: We are happy
Estregon: We are happy...IJ

This is also showing how Estragon -is constantly trying to Please Vladimir.

Estragon is hoping by saying this it will actually make it happen.

It appears that a blanket of boredom h-,,s 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 histordn" where Vladimir's constant refrain appears

to be "try and remember". It is becoming apparent the feeling of desperation

that is engulfing Vladimir. That he is no longer just satisfied with waiting

but, there is no escape either. Vladimir is now becoming unsure if he is really

sane or not and looks for reassurance in the boy messenger.

Valdimir: Tell him...tell him you saw me and that...
that you saw me. You are sure you saw me,"
you won't corT.and tell me tomorrow that you

never saw me!14

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 I won't remember having met floyone today.

So don't count on me to enlighten you.."

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

1 6 6
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Vladimir that life changes from day to day and what may seem real is not always

SO.

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 grave,,the light gleamS

an instant, then it's night once more...16

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

Pozzo is right.

Vladimir: What I sleepin-g, 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
liking, of me too someone is saying, He is sleeping, he
knows nothing, let him sleep on.1/

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

flperilous zone...when for a moment the boredom of living is replaced by the

suffering of being."18 Neither of them like 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-d7 But it is more likely that he isjust a symbol of

Vladimir 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

the whole mood of the play. Beckett has made Waiting_ for Godot into a tension

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 boredm-

which is periodically relieved by the appearance of Pozzo and Lucky. But

after their emergence once.again it reverts back to the bordom caused by the

waiting for Godot. But one begins to wonder if Vladimir and Estragon are not

just waiting for.the sake of waiting.

Vladimir: We are no longer a one waiting for the night
waiting for Godot, waiting forwaiting...1

Waiting_for_Godot finally ends with the-play reverting back to the beginning

h the same suicide scene as in Act I repeated.
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Estragon: Why don't we hang ourselves?
Vladimir: With what?
Estragon: You haven't got a bit of rope?
Vladimir: No
Estragon: Then we can't
Vladimir: Let's go
Estragon: Wait, there's my belt
Vladimir: It's too short
Estragon: You could hang on to my legs
Vladimir: And who'd hang on to mine?

Estragon: True.20

This has become their path of life the, hopeless and endless waiting for Godot

with the only change in life in ending life. Vladimir and Estragon both know

what this shall never end an, tomorrow will be the same. For them bwrrows

will always be the same.

Vladimir: Well? Shall we go?

Estragon: Yes, Let's go. (They do not move)21

In conclusion the play LI/LiiLiIIII2rjillLt 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 qadimir

and Estragon know that Godot will,never really come. But for them to give up

hoping that he will come would be a sentence of death. It would leave them

without the option of waiting even if it is for the sake of waiting. The

characters of Feu°, and-Lucky are a forewarning to Gogo and Didi. They are there

to enphasize 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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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 "s7ience of deduction" With this great

ability of deduction. Sherlock and Dr. Wa._sc,n, 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 Carbunnle" 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,

probable 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

home gasping about the discovery of a blue stone found in the crop of the goose.

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 ofthe local newspapers. The purpose of this is to corner the thief. He'll

recognize the ad forthe 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'll 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

t 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. Sherlock 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 finding 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 fetOed 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 wrote it from

Germany.

At 7:45, as the note said, a huge man dais 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.

It's the girl -ho'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

young 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. Soon

after, her boyfriend arrives. He stood in the rear of the church as he saw that

the two were to be married. Lacking 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 :ust a false alarm. Feeling fine, Mr. Holmes leaves Irene's house.

Once outside, Waton meets Holmes. Sherlock then tells him of the picture

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

left at Holmes house from Irene Adler. She says that she was warned about him

and his investigation and if anyone could get the picture, Holmes could. She

admitts that the trick worked as he has the photograph.

"The Adventure of the Blue Carbuncle" and "A Scandal in Bohemia," both

foll w 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 problevis at hand. In each case, he also takes evidence and

analyses it perfectly. In each case he also knows what the 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

The Equivalency of Student Performance Between

Prol ct Advance and Syracuse University

Student Ratings of Project Advance Psychology

David Chapman



EVALUAT ON OF PROJECT ADVANCE PSYCHOLOGY

The purpose of this evaluation WdS 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.

Oesc6pfion of PsycMogy 205
Psychology 205, Foundations of Human Behavior,is a one semester self-p_ced

course onphasizing mastery learning in which the student can earn three hours of

Syracuse University credit. The course is divided into seven modules of content

Aich cover specific topics 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

_quired module is prerequisite for taking associated optional topics. Working

s multanpously on required modules and optional units is allowed. The lecture

and classroom activities in the course cover basic information contained in the

various modulos and provide opportunity for additional- classroom discussion

(see Figure 1 for an outline of this course

Each student moves through the course at his own pace slnce the course

,TI.pha',1ze; mastery of each unit rather than the traditional approach of coverin

the material at a fixed rate and allowing a v'arying level of proficiency. A

,,tudent's final grade is determined by how many points he or she earns during

a smester.

During the 1974-75 academic year, Foundations of Human Behavior was offered

through Project Advance inl6high schools to about 680 students. During the spring

smester this psychology course was also offered as a:freshman level course on

the Syracuse University campus to a Lotal enrollment of about 200 students.

One other campus course will be discussed in this evaluation; one section of

,hology 205 was taught during the fall using a more traditional comparison,

,ure method, It has been included in this study for purposes of compdrison.
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Procedure and Results

A comparison of student oerformance between students in Project Advance

Psychology and that same cour e at Syracuse

through the course--a prfl-

modules

At the beginning of the ac4demi_ year, the faculty working with the course

selected sixty items from tests used during the preceding year. Items 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 admini,stered 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 consisted of fifty multiple

choice items selected from those used on the previcJs 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 of the exam-

inatioe on- and off-campus differed in o e 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, since poirt on the

examination could only help a student's average; low scores did n1. ,gainst

a student.

Each of the module tests consisted of 40 items covering the con ent of the

particular unit. Students who did not attain a score indicating mastery had to

continue working 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

low 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 f campus

are shown in Table 1. High school students taking Psychology 205 through

Project Advance and Sy acuse University students taking the same course on-campus

as made at ten points

mu each of seven required
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.00-0 marly 1
in their performaice, as measured by their scores at ten test

points.

Tab es 2 and 3 show the ditribution across schools during the fall and

t2 Overall, they suygest ' student erforiaece

st]hooi to school --as quite consistent.

The cmparison of the self-paced sections (Project Advance and second sem-

ester on-campus) and the more traditional lecture section (first semester on-

carapus) shows a t,ubstantially greater yain in score between pre- and .post-testin

For the self-paced sections. This would tend to support the mastery approach

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 to the differences

nt emphasis between the two types of sections.

Student Rafings of Project Advance Psycholop

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

c.ompleted 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

dition, on the course questionnaire stud-n s responded to sixteen other dues-

7ns about the course. This section ree t the results of these qu ionnaires

ilnd offers some interpre ation of the pri ide data. Lastly, th

examines how students differed in their pe ,rinance in this course Ci ere in

their ratings of the course.

ection

Mecfiv_ Rafing Scab

The ARS was developed at the Syracuse University Center for lnstructional

flevelopment (Kelly and.Greco, 1975) as a measure of student attitude toward col-

lege courses. Project Advance English students completed it twice,, once at the

Leginning 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. Colliparing these ratings helps answer the question, "Do students enrolled

in Project Advance English have reasonably accurate expectations of the course?"

Table 4 reports student prc-course expectations Jnd post-course ratings.

These ratings can be condensed into four "clusters" of words, (that is,

words that relate to each other) using factor analysis. When students tend to

one word in a csuster high, they tend to also rate other words in that

cluster high (or low, if the work is legctively related to the cluster). For

uxample, in the first flister below, students who rated a. course "interesting"
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TABLE 4

Student Rahngs 7rojec Advance Psychology on the Adjective

Rahng Scale in Response to the Statement (expect/found)

this 17:.ouse in Project Advance to he

,Repotted 33 D0[C8OY of students responffing)

Pre-Course Expectations
First Semester
Project Advnce

Psychology-Overall

End of Course Ratin
Second Semester
Project Advance

Psychology-Overall
(N -

extromoly/
very_

356) (N 2121

slightly/
Hot at all

extremely/
very

slightly/
not at

ftt,ere:_ting 91.3 8.7 86.0 13 9

:30ring 4.0 96.0 4.4 95.6

7.-1evorit 85A 13.5 83.2 16.8

I-furmative 96.7 94.8 5.3

Diffir:Hlt 38.7 61.2 29.4 70.7

Guod 89.2 10.7 85.9 14.0

'tmutitIna 73.8 26.2 61.1 39.0

4.4 95.6 3.9 96.1

::Jorthwhile 92.9 7.1 85.1 14.9

:-''ohie 89.6 10.4 77.9 22.1

42.1 57.9 39,5 60.5

H.111 6.0 94.0, 7.3 92.7

81.7 18.4 71.2 28.9

A 3.2 96.8 2.0 98.0

Prmtfcal 75.0 24.2 68.3 31.7

-c,d1,ding 62.9 47.0 59.2 40.8

Different 71.0 '9.0 76.4 23.6

injoyable 71.8 28.2 69.1 30.9

83.1 15.9 77.7 22.2

xcitiny 54.3 46.7 35.8 64.2

78.0 22.0 62.4 37.6

'f 50.3 49.7 53.9 47.1

0Jr..11 12.4 82.6 24.4 .15.7

S S 3.3 96.7 2.5 97.5
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t.,nded ul also rdte the course "stimula ing" 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 (--1 the rPader can give each cluster a label. For example Cluster 4

labeled Difficu ty.

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

Pre-Course Rating--Project Advance Overall--Fall 1974
B) Post-Course Rating--Project-AdVance Overall--Sprinn 1975

Clusters
EXTREMELY VERY SLIGHTLY NOT AT ALL

1. Interesting, -)* boring,.good A = 2.4
stimulat:nd, -) dull, enJoyable, B = 2.3
exciting, re:eirding, orovocative 1 2

Boring,
useless

elevant, chill; a waste,

Relevant, worthwhil, n c-
oracthal, rewarding

Difficult, challengiwg,
ei,-anding, different

A 2.0
B = 2.2

1

A = 2.21
B = 2.26

1 2

mi u5 ) .ign indicates that this word is rated lower as the other words
ted higher (i.e., (-) boring = not boring, (-) d01 = not dull).

Overall, the differencesbetween 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. Overi.'ll,

'-,tudents rated the course to have sonewhat greater Interest Value and somewhatleLs 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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Stu ,Rnt Responses to Other Questions

in addition to the Adjective Rati q Scale, students at the end of the

course e asked to respond to 13 other questions regarding Project Advance

ychology.

All things considered, this course was

exce lent
good
fair

poor

P- cent of Studert Responses

32.2
56.9
9.0
1.0

lould you rate the int- .
;evel of toe class discu,sions in this

exti- interesting

intc sting

dull
really, dull

does not apply

8.1

49.8

11.8
4.7

25.6

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

extra:iie y interesting

interesting
dull

really dull
does not apply

3.1

51.2
11.8
4.7

25.1

all, bow would you describe the readings in this course?

ery henefici 1
22.9

odequate 45.5

confusing 23.7

a wlste .5

e:.;1'1y how woud you describe the work load required by this course?

very excessive 9.1

hesivy 36.4

just right 49.8

rather light 4.8

tho fairness of the teAs (psychology only).

) very fa wo)1 matched with what WAS taught 20.0

fair; generally but not always matched with 61.4

was taught

c) somewhat unfair; frequendy tested things 1 17.6

tbink were taught or required
d) very unfair; tests had little or no 1.0

reievance to whelL ytas taoht

1 8,3
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Rate the tai ness of the colle :adin ocedure he assignment of letter

grades that were used in thIs course

excellent 32.2

good 55.3

fair 10.6

poor 1.9

Materials for this Lourse were available when I needed them.

always 72.5

usually 25.6

rarely .9

never .9'

Some Observations and Comments
, student ratings of Project Advance Psychology were overwhelmingly

positive.

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

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

ting 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 than they had expected it to be.

Tnese data help answer an additional question: How did students who differed

. their achievement in Project Advance Psychology differ in their rzt.rig

that course? One aspect of that , iestimi is: Did students w;lo 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 seiPcted items on the course evaluation-questionnaire.
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TABLE 5

Comparison of Project Advance Psychoiogy Course Ra ings Between Students

Who [lined "As and Those Who Earned -C's- During Second Semester 1974-75

-----
Students Farning Students Earning

"C"

_

0ellent/good
fair/poor

ex treed ly/int-yesting
du:I/really dull

very beneficial/adequate
confusinijja waste if time

96.2
3,8

78.0
22.0

87.5
12.3

1 4 very excessive/heavy
,List right/rather light 6

dirni:ss . the teSts.

the ciiPss of the

-11

dvdi

cfporii.?nce

On L
think

T :o

wIth IT t

Woo

heeded them.

n ro-ijoyable

you?

0 MFT

auch do you

you

ectly

r :inei-ond this (-ours

Very ,,i ell matched 76.3

with what was taught/
Fair; generally hut not
alwaYs matched with
what was taught

Somewhat unfair; fre-
quently tested thirgs
I didn't think were
taught or reouired/
Very unfair; tests had
little or no relevance
to what , tinbht

excellent/good
fair/poor

alw/ usually

"relYinever

always/frequently
occasionally/never

d groat deal/some
not very Nuch/noth ng

eycellent/good
fair/good

yes
:iend? no
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86.8
13.2

63.2
30

55.3
44,7 (all
rated "con-
fusing")

57.9
42.1

83.8

15.4 16.2

91.2
8,8

99.0
1.0

84.6

5.4

74.0
26.0

96.1

3.9

92.1

7.9

0.0
0.0

75.7
24.3

94.6
5.4

97.3
2.7

86.1
13.9



Stu ents who differed in their grade for the course differed only sl

ratings of the course The most marked difference was students'

of tne readin s--45 percent of the "C" students found the readings to be con-

only 13 percent of the "A" students. Likewise, "C" students foor,

be much he-vier than did the "A" students. These results sugge;

!Ala t uts who are not strcng readers should be cautioned about enrolling

Prn ect Advan P Psychology. Poorer readers tend to find the rerJings very dif-

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

llowing report by Kosoff, "An Assessment of the Readab ity of Text Materials

rrOj ect Advance Psycheic/-

Another di fference 'r qr ri ps is that "C" students found the tests to be

somew more fair than suci who received"A's." Students in both groups rated

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

materals available when needed and almost all students were very positive about

tr.
adequacy of their opportunity to meet directly with their teacher. All stu-

1,Hts receiving "A's" and over 86 percent of those receiving "C's" indicated that

--- id be willing to recomend the course to a friend.

.d y

The evaluation of Project Advance Psychology compared the perfcmance of stu-

in Project Advance with that of students taking the same course Syracuse

_sity at ten points through the c,lurse--a pre- and post-test a midterm, and

of seven requird modules.

Secondly, the evaluation study examined Project Advance students' ratings

the course and considered how students who differed in theit grades in the

tHifered in their ratings of the course.

The results indicate that students taking Psychology 205 through Project

nee and students taking the same course at Syracuse University were nearly

Huul n thbir performance as measured by their test scores at ten points.

Moreover, student perforlance from schord to school across Project Advance was

e consistent.

all, student ratings of Project Advance Psychology were overwhelmingly

Within that positive range, students more often rated the course

than "excellent." This was also true of the student ratings on the Adjectivl

-.Seale. Across high schools, students were quite consistent in their

ratings. 1Iowev4T, where shiftsOccurrcd, they were negative. Most notably, stu-

dents focnd the course to be less exciting, less rewarding, and less stimulating

ttiri they had e!,pected it to be. Students who differed in the grades they earned

198
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in th,-ir r,Itings, of the cour%e. Both groups found the

hn i,,(nerience, hut "C' cAudents found the readings rlore

!,o be hev;er than did the "A" students.

Igy
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AN ASSESSMENT OF THE READABILITY OF TEXT MATERIAL

IN PROJECT ADVANCE PSYCHOLOGY

Tess Kosoff



Purpose

Peadobil i tv formulas have been in ide use over the past fi fty years to

determine whether a piece of writing is'iikely to be readable to a particular

qroup of readers. The re ;!,,- -lity formula is . method measurement that pro-

Tiantitative, obiective estimates of th 1ifficulty of writing. In

to more time consuming methods of a Thq readability, such as

judgments of reslts of reading c. n tests, the formula

d ptedicts the difficulty of a piece wni tnq without readers first

(7, to read the material.

The purpose of the present study was to use. _ 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

to high school seniors, it was felt that awareness of the reading difficulty

of the texts would be helpful to guidance counselors in recowilending the

course to students.

Procedure

The Dale-Chall Readability Fo

of each of the following texts:

as used to determine the readability

Plysh212gy,_Lhayjoral Science, James R. Sut e er, Syracuse

University
Learning, James R. Sierer, Syrac
Physiological psycho, ,ames R jterer, Syracuse University
Memory and Visual_Petc,2-Aicl, Tibor P fai and Joseph F. Sturr,

Syracuse University
Personality, Mark Sherma;-6 Syracuse University
Abnormal Psychollay, Richard J. Morris, Syracuse University
Social Psycholo=gy, Clive M. Davis, Syracuse university

ItarPrinerner, Donald L. Whaley and RicL1d 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.1 The Dale-Chall Formula is based on two

The Measuremen cif2.paQiiiiity, George R. Klare.
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makes us,c

afid sphtence length. The formula

'Aordc in the identification of

sJ!nie. According to procedures

re(OfIrenc:le by samples are to be selected

rndLi7 for ater-ic1-1..-- In the present study,

For the longf=,r text,

Eleerto i1=;o which consists of approximately 400 pages,

thf, recccrlolled ',,t1rf--=' used Thus, the nine samples taken

eqinning, middle and err:_Hriq sections of the text may reduce thc

accureKy of the esti,.-rldtr,on of the readability level found for this particular

text.

The Dalo-Chail Readdhility Form7 Is:

4- n1Q,=
Y,

ca,a reading grade scaye of a pupil who could answer correctly
one half of the test questions on a passage

Th]c Scre, or the percentage of .words outside the 06.1e
List of DODO Familiar Words

,-,pntohrle length

The raw scores are then convected in approximate reading difficulty by

grade equivalents vin the Dole-Chall Correctitall cole

Results
rsycholor;v (cologe)

taaarninq_. . . ... . . ',47o;lege)

PhysloloHca.I Psw:holooy. . ,:)rade (college)

Memory and Porception........-11-12 grade

. . .. . . . ... .._._...16th grade & above (graduate)

Abnormal Psychology......,..........16th qr & above (graduate)

Social ftychcHiciy 16th grade & above (graduate

EiementAry Principie5 )f Behavior.,...11-12 grade

A r9r,r1AL!1=J=9):_c -H in dHil it, Edgai Daio and Jeanne S. Chall.



7

A0Pr=f'IfITYL

1._[-Y-,...c==',jTATT.77NS--TiALE-CHALL DAL, 1 LI TY

F_F-CHALL ..ADABILITY FDP,MULA

fORMULA

Title:

Author:

Publisher: 1-_---JrC!,15 L-,n'',fr'7,1t7 Date:

I. No. of words in savIple

2. No. of .,,ent,-!ncet, in saole

3. No_ of words r,ot on ..aie list

4. AveraqP sentence Itanqth (d'ivide 1 by 2)

5. Da',e scone (d:vij 1-altiP1 bY
100)

Multiply averlqo sentence length
by .0496

7. Multiply e score (5 ) by .1579

8. .7.-.0nstant to be adec:: 3.6365

Paq9:

From: In

_lJ

From: In

Page:

From:

To: teac.h _To:

lo.,--.
,..).,,

7

i c

TO To: clinical

100 100

4

41 33

1,1 f.:,
:,'-i-.r)u

7 ,7

.7°83

--,,
47.D 33.33

41 -?JJ

1.65171.24
_ . . . _ .. . _

6.4739

3.6365

5.2107

3.6365-- 9

Average raw score Nf

Average corrected g-ade level:

Correction Table
=

F0 rill; (11,y !-.!C ,o re
_ _

Analyzed by: T.O.K.

13-15 Checked by: .A.S.K.

Corrected Grade Levels

4.9

_
below 4th grade and below

5.0 ... . .. 5th grade to 6th grade
6.0 6.9.... . .. grade to 8th grade
7.0 -

. . grade to 10th grade
8.0 S.9.. .... . .........11th grade to 12th grade
9.0 - to 15th grade (college)
10.0 and above _ . ...._16th grade and above (graduate)
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DALE-CHA11 REAMILITY FORMULA

) ). Paae: 9 30

From: The Fr lthough From: operant

Publish9r: Syracuse University Date! To: To: in To: the

of words in sample 100 00 100

No. of sentences in sample 4 5 5

No. of words nOt On Dale list 32 24 37

Average sentence length d vide 1 by 2) 25 20 20

Dale score (divide 3 by 1, mul'ip y by 32 24 37

100)

Multiply average sentence length (4)
by .0496

Mu tiply Dale score (5) by .1579

Corsant to be added: 3.6365

verage raw _c_ samples

Average corrected ade level: 13-

Furmula Raw Score

24

5.0528

3.6365

.9920 .9920

3.7896

3.6365

5.8423

3.6365

Analyzed by: 1.0.K.

Checkeu by: A.S.K.

Corrected Grade Levels

4.9 and below 4th grade and below
5.0 - 5.9. .. ... 5th grade to 6th grade
6,0 - 6.9... .. .... 7th grade to 8th grade
7.0 - 7.9, 9th grade to 10th grade
8.0 - 8 9 llth grade to 12th grade
9.0 - 9 9 . -; . 13th to 15th grade (college)

10.0 and above.. ..........lEth grade and above (graduate
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DALE-CHAU READAB L TY FORMULA

fitle: fihniclogical_ Psychology Page: Page: 17 Page: 25

rom: InFAuthor: Sutterer, James R. From: A From: -n

Publisher: Siracuse Uniyersity Date: To: other To: In To: et al

1. No. of words in sample 100 100

2. No. -f sentences in sample 4 4 4

3. No. of words n-t on Dale list 41 23 24

4. Average sentence length divide 1 by 2) 25 25 25

5. Dale score (divide 3 by 1, multiply by 41 2 24

100)

6. Multiply average sen.ence length (4
by .0496

1.24 1.24 1.24

Multiply Dale score (5) by .1579 6.4739 3.6317 3.7996

8. Constant to be add-,d: 3.6365 3.6365 3.6365 3.6365

Average raw score of samples: 9-51 Analyzed by: T.O.K.

Average corrected grade evel: 13-15 Checked by: A.S.K.

Correction Tabl

Formula Raw Score

4.9 and below
5.0 5.9

6.0 - 6.9 . ..

7.0 7.9.... ... . .

8.0 -
9.0 - 9.9.......... . .

10.0 and above.... ..

Corrected Grade Levels

4th grade and below
5th grade to 6th grade
.7th grade to 8th grade
9th grade to 10th grade
11th grade to 12th grade
13th to 15th grade (college)

.16th grade and above (gradua

193
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Title:

S t

DALE-CHALL READAB L TY FORMUtA

Visual PeTqpion

Jose -d Palfai Tibor

Publisher: S. -raouse Univeristy Date:

1. No. of words in sample

No. of sentences in sample

No. of words not on Dale list

Average sentence length (divide 1 (by 2)

5. Dale scove (divide 3 by 1, multiply by
100)

6. Multiply average sentence length (4)
by .0496

7. Multiply Dale score (5) by 1579

8. Constant to be added: 3.6365

Average raw score of samples: 8.73

Average co,rected grade vel:

Correction Table

Formula itaw Score

12

Pa Page 23 p e: 41

From: Since Frar: The F an: The

To:inject n To:

100

4

25

26

1.24

4 . 1054

3.6'

0

4

21

5

21

1.24

To: cells

100

5

20

46

20

.3159 7.2634

3.6365 3.6365

Ahalyzed by:

Checked by: A.S.K.

Corrected Grado Levels

4.9 and below. 4th grade and below
5.0 grade to 6th grade
6.0 grade to 8th grade
7.0 - 7.9 9th grade to 10th grade
8.0 8.9 11th grade to 12th grade
9.0 9.9.............. . . 13th to I5th grade (college)
10.0 and above. 16th grade and above (graduate)

208



DALE-CHALL READABILITY FORMULA

Pprception
. _

'Sturr, oseph and Paifai, Tibor

'orracuse University Date:7=

cf words in sample

. No. of sentences in sample

No, of words not on OaTe list

Averaoe sentence length (divide 1 by 2)

5. Dale. SCOTe ivide 3 by 1, multiply by
100)

6. Multiply avera. ge senence length (4)
by .0496

I. Muitiply Dale score (5) by .1579

Constant to be added: 3.6365

Average raw score _samples.: FL73_

ilverage corrected grade level: 11712.

Cefrectio: Table

Page: 11 Page: 31 Page:

From: Next From: Figure From:

To: Penfield To: Anv To:

100

7

14

14.286

14

2.2106

3.6365

Formula Raw Score Corrected Grade Lev

4.9 and . ....,....4th grade and below
5.0 - 5.9........ . ... .....5th grade to 6th grade
6.0 grade to 8th grade
7A - grade to 10th grade
8.0 grade to 12th grade
9.0 - to 15th grade (college)
10.0 and above....,..........16th grade and above (graduate)

100

4

20

25

20

1.24

3.1580

3.6365

Analyzed by

Checked by, A.S.K.

I 9 3
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itle:

Author:

Publishe

Persmality

Sherman, Mark

PALE -CHALL READABILITY FORMULA

Syracuse University Date:

1. No. of words in sample:

2. No. of sentences in sampl

j. No. of words, not on Dale list

Average sentence length 'divide 1 by 21

5. Dale score (divide 3 by 1, multiply by
100)

avera e sentence len'
by .0496

7. Multiply Dale score (5) by .1 79

8. ConstaAt to be added: 3.6365

Average raw score of 3 samples: 10-47

Average corrected grade level: 16+

Correct-on Table

Fa :u a fRaw-Sc

4.9 and below.

6.0
7.0 - 7.9................
8.0' - 8.9................
9.0 -

10.0 and above. . .

Page: 3 Page: 15 Page: 23

From: Tyron's Fr an:Residues From: The

To: each

100

To: love

100

39 29

33.33 33.33

1.6517 L617

4.5791

3.6365 3.6365

39

6.1581

To: shaping

100

4

25

33_

1 2

5.2017

3.6365

Analyzed by: T.O.K.

Checked. by: A.S.K.

Corrected Grade Levels

.4th grade and below

.5th grade to 6th grade
...7th grade to' 8th grade
...9th grade to 10th grade

110 grade to 12th grade
. .13th to 15th grade (college)
...16th grade and above (graduate)
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Ti

Autho

Abno ia

DALE-CHALL READABILITY FORMULA

Psychology

Morris Richard J

Pa 5 Page: 13 Page: 23

Halluc-
Fr: Each From: ination From: in

Publisher: Syracuse Univ

1. ND. of words in sample

2. No. of sentences in sample

3. No. of words not on Dale list

4. Average sentence length divide 1 by 2)

5. Dale score (divide 3 by 1, multiply t).y
100)

--it Date:

6. Multiply average sentence length (4)
by .0496

Multiply Da e score (5) by .1579

Constant to he added: 3.6365

Average raw score of 3 samples: 10.608

Averagecorrected grade level: 16i%

Co rection Tab'

F- -ula Raw Score

To: May To: class To: Zigler

100 100 100

2

31

5

38 31

20 50

1.6517 .9920 2.48

4.8949 6.0002 4.8959

3.6365 3.6365 3.6365

Analyzed by: T.O.K.

Checked by: A.S.K.

Corrected Grade Levels

4.9 and below 4th grade and below
5.0 - 5.9,...... . ., 5th grade to 6th grade
6.0 - 6.9 7th grade to 8th grade

- 7 9. -9th grade to 10th grade
11th grade to 12th grade

9.0 - 9 9......... 13th to 15th grade (college)
10.0 and above... . .. 16th grade and above (graduate)

1 ) 7

211



Title:

DALE-C

Social Psych

L READMIT ITY FO ULA

Author: Davis- C ive

Publisher: Syracuse e:

Page: Pa e:

From: In From:

To: social To:

1. No, of words in sample 100

2. No. of sentences in sample 3

3. No. of words not on Dale list 44

4. Average sentence length (divide 1 by 2) 33.33

5. Dale: score (divide 3 by 1, multiply by 44

100)

6. Mult ply average s-ntence length (
by .0495

1.6517

7. Multiply Dale score (5) by 1579 6.9476

Constant to be added: 3.6365

Average raw score of 3 samples: 11

Average corrected grade level: 16+

Correction Table

Formula Raw Sco

4.9 and below..... . .

5.0 - 5.9
6,0 6.9........ . .

7.0 - 7.9........... ...
8.0 - 8.9
9.0 - 9,9

10.0 and above..........

3 6365

4

100

4

40

25

By

39

1.24

6.1581

3.6365

Page;

Fromt

To:

31

It

hus

00

5

6

20

33

.9920

5.2107

3.6365

Analyzed by: T.O,K.

Cheded by: A.S.K.

Corrected Grade Levels

4th grade and below
5th grade to 6th grade
7th grade to 8th grade
9th grade, to 10th grade
llth grade to 12th grade
13th to 15th grade (college
16th grade and above (gradua e

1 8

212



DALE-CHALL READABILITILFORMULA

Ti le: Pementary P-inciples of Behavior

Author: Whale, and Malo

Publishe Prentic Hall Date:

Page: 11 Page: 25 Page:

From: In From: Again From:

Ta his To: as

39

that

To: he

1. No. of words in sample 100 100 100

2. No. of sentences in sample 3 5 6

3. No. of words not on Dale list 30 28 12

4. Average sentence length divide I. by 2) 33 20 _16,66

5. Dale score (divide 3 by 1, multiply by 30 28 12

100)

6. Multiply average sentence length (4)
by .0496

1.6517 .9920 .0823

-7. Multiply Dale score (5) by .1579 4.7370 4.4212 1.8948

8. Constant to be added: 3.6365 3.6365 3.6365 3.6365

Average raw score of 3 samples: 82295 Analyzed by: T.O.K.

Average corrected grade level: Checked by: A.5.K.

Correc ion Table

Formula Raw Score

4.9 and below....,........
5.0 - 5.9......... .

6.0 - 6.9........... ..... .

7.0 - 7.9
8.0 - 8.9
9.0 - 9.9 ... . . . . . ...

10.0 and above

Corrected Grade Levels

4th grade and below
5th grade ty 6th grade
7th grade to 8th grade
9th grade to 10th grade
11th grade to 12th grade
13th to 15th grade (college)
16th grade and above (graduate)



DA E-CHALL REA ABILITY FORMULA

Title:

Author:

Publisher:

Elementary Principles of Behavior Page: 217_ Page: 227 Page: 235

Whaley and Malott From: Now From: After From:

Prentice-Hall Date: To: the To: hoWever To: thoughtful

1. No. of words in sample
100 100 100

2. No. of sentences in sample
4 6

3. No, of words not on Dale list
6 15 30

4. Ave age sentence length (divide I by 2) 16.66 25 16.66

5. Dale score (divide 3 by 1, multiply by
15 30

100)

6. Multiply average sentence length (4)
by .0496

.8263 .24 .8263

Multiply Dale score (5) by .1579
.9474 2.3685 4.7370

Constant to be added: 3.6365
3.6365 .6365 3.6365

Ave age raw score of 3 samples: 7.28 Analy7ed by: T.O.K.

Average corrected grade level: Checked by: A.S.K.

Correction Table

Formula Raw Score Corrected Grade Levels

4.9 and below... 4th grade and below

5.0 - 5.9............... .. 5th grade to 6th grade

6.0 - 6.9... . .
7th grade to 8th grade

7.0 - 7.9 9th grade to 10th grade

8.0 - 8.9 11th grade to 12th grade

9.0 - 9.9. .... 13th to 15th grade (college)

10.0 and above 16th grade and above (graduate)

200

214



Title:

Author:

Elementary Principles o

Whaley .a:nd Malott

Publisher: Prentice-Hall

READABILITY f0RMULA

Behavior

1. No. of wo ds in sample

2. terices in sample

3. No. of words not on Dale list

4. Average sentence length

5. Dale score (divide 3 by
100)

6. Multiply average sentence length (4)
by .0496

7. Multiply Dale score (5) by .1579

8. Constant to be added: 3.6365

Date:

divide 1 by 2)

multiply by

Average ra score of 3 samples: 8.8439

Average corrected grade level:

Correction Table

Formula Raw Score

1-12

4.9 and below... .....
5.0 - 5.9...... .... . ...

6.0 6.9......... .... . . .

7.0 - 7.9
8.0 - 8.9
9.0 - 9.9 . . . ......... .

10.0 and above..

Page: 401 Page: 419 Page:

From: The From5imilarlfrom:

To: will _To: quiz To: then

431

100

32

16.6

32

263

50528

3.6365

Corrected Grade Leve

100 100

4 4

21 25

25 25

21 25

.24

159

6365

1.24

9474

3.6365

Analyzed loy:

Checked by: A.S.K.

4th grade and below
5th grade to 6th grade
7th grade to 8th grade
9th grade to 10th grade
11th grade to 12th grade
13th to 15th grade (college
16th grade and above (graduate,

201

215
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Recornmendati ns

Since the text ma erials 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 scores, school achievement and teacher observations. es-

pecially in areas such as English and Social Studies.

Motivation is acknowledged to play an *Portant role in reading compre-

hension. According to reading rec,earch, students comprehend more when they have

established a purpose for reading, a set to learn, as well 8s an- 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 eleer to prospective

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

3 If2.s1IIITLReading in Con ent Areas, Harold L. Herber.

211

225



Bibliog aphy

Dale, Edgar and Chall, Jeanne S. "A Formula for Predicting Readabirty: Bureau
of Educational Research, Ohio State University, 1948. .

Herber, Harold L. Teachin_ Readip-in ConteWAreas, Englewood Cliffs, New
Jersey: Pren ce-Haf , inc., 1970.

Klare, George R. The Measurement of Readability, Ames, Iowa: The Iowa State
University Pres-s7W6737

Klare, George 11 "Assessing Readabilit,
1974-75.

2 1 2

226

" REm_till Research _gluarter t No. 1,



PERCEIVED ATTRIBUTES Of AN INNOVATION-

SYRACUSE UNIVERSITY PROJECT ADVANCE

Robert Holloway
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The growing 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" (Carlson, 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 to 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 nw'nber 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

) 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 limited basis

5) observability:. visible to others
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It is impo tant to note that these ca e ories 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 simplificati n 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 Pro ect Advance averaged be een

$200 to S400 per teacher per course per initial training. Those courses

offered 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 serendipi ous set of circumstances, the schools

were able to justify the costs to the community. Transferable college

credit for high school seniors met th rrriterion for "up-to-dateness,

2 I ,)
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indicated responsiveness to student needs, and enhanced the profes ional

status of the high school faculty. The elimination of duplication in

the curriculum appealed to the criterion of efficiency,,and the relat v ly

low initial cost did not impede adoption.

The schools were aware of the cOntinuing in-serv ce 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 invelved in the d -ision to offer the courses, and

economic considerations beyond the schools came into effect. Tuition was

required of those students seeking --ilege 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 school 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 hours through Project

Advance cost $50. The same three credit hours on the university campus

would cost approximately $350. Arrangements with local 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 stedents 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.

Paren s and studen s felt strongly about the experience of college work.

A survey of 170 parents indicated that the "equivalence of the course on- and

off-campus was . . . the most important outcome" (Slotnick & Chapman, 1978).

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 living in those school

districts" (Slotnick & Chapman, )975). 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 tbat 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 academ c

success in college to be more important than economic savings.

._impatibiltty. 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.

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 outcomes, i.e

college credit. This appeared to be self-evident and bore further examination

only ins;oFar as it related to particular schools.

The organizational structure of public schools, as with any bureaucracy,

favo , self-perpetuation (Pincus, 1974). Since students remained in the system

and teachers retained their traditional role, the innovation was compatible

with the ,xisting structure. Students enrolling in courses off the high

school campus or faculty coming onto the campus compete with existing st-uc u

Over 5 of the high school students in New York State graduate at the end of

-their junior p2ar chronologically, -This, in addition to the projected decrease

in enrollment, 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 ocrpetuating the organization- and thus was compatible with organizational

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,

Pvchology, 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

Reigion. Of the nine schools, eight offered English, seven Psychology, and

two Communications.

With 40 schools offering courses in academic year 1974-75, the sane
4

pa :,.yn was evident. Thirty-four offered English, 16 Psychology, 2 Music,

1 Rligion. (Music had been added; Communications dropped.) The
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predictabk e di1fercnro 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.

sychology courses have an inherent advantage over English courses in

student interest. However, the organization and eurriculdr 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 likely 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 s udents and parents may have perceived higher utility

for the English course as opposed to Music or Psychology 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 students nor 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.

The adoption of the innovation was a relatively s mple process and thus

may have increased the potential for adoption.

A separate consideration, the discontinuance of the innovation becavse of

cgnplexity, 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 iRterest,

since it made a clear discrimination between perceptions of complexity related

to adoption and perceived complexity related to continuance. The time span of

2 I 9
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18 months was too siort to furnish data on discontinuance. One school partici-

pating in the first year dropped out at the request of the Project. A second

school proposed discontinuance because of staffing and overcrowding problems

the second year.

Trialabilit. 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 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 larger 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 limited 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 likelihood-of adoption.

Observability is the visibility or demonstrability of an innovation. The

examination of this characteristic ha's 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 & Shoemaker, 1971).

The observability of the Project did not appear to be positive. Its re-

deemable feilture 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 characterist c may have been

the college credit structure.

Brief descriptions through the media, mailings, and Presentations at

regional meetings appeared to relate to adoption. One mailing and one regional
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meeting on Long Isla d elicited considerable response with thirteen schools

adopting.

The observability of the innovation may better he described as cormiunicability.

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 attributes, such as trialability, but

not to others, such as observability.

' '2 2



100%

90

80

70

60

50

40

30

20

10

0

100%

90

80

70

60

50

40

30

20

10

0

TRIALABILITY

SCHOOLS (N = 9) BY NUMBER OF SYRACUSE UNIVERSITY PROJECT ADVANCE
COURSES OFFERED, ACADEMIC YEAR 1973-74

22%

44%

4
2

NUMBER OF COURSES OFFERED

SCHOOLS = 40) BY NUMBER OF SYRACUSE UNIVERSITY PROJECT ADVANCE
COURSES OFFERED, ACADEMIC YEAR 1974-75

67.5%

NUMBER OF COURSES OFFERED

223



vil, H.
Alhanv,

References

for educational change.
State Department --of Education, -19

isor, Adoption of educati-1-1 innovations. Eugene, Oregon:

Univerty of Oregon, 1965:

.Chapman, D. The priorities of students, parents, and school personnel for

Project Advance and their expectations of Project Advance courses, in

Capman, 0., et al., EroleLLAdvance evaluation_:_Series B, 1975-76.

Research Report 10, Syracuse N,Y.: Syracuse Univ. Center for Instru-

tional Development, 1976.

Havelock, P. G. The change agent's guide to_innovation in educa_tion.

Englewood Cliffs, New Jersey: Educational Technology Publications, 1973.

Pincus, J. Incentives for innovation in the public schools. Review of

Educational Research, 1974, 44 (1), 113-144.

Regents of the University of the State of New York. The ar iculation of

yostsecoricsecondarar. (Position Paper No. 21

Albany: State Education Department, 1974.

Rogers, E. M. Diffusion of innovations. New York: The Free Press, 1962.

Rogers, E. M., with Shoemaker, F. F. Communication of innovations. New

York: thE- Free Press, 1971.

Slotnick, H., Chapman, D., & Holloway, R. L. Project Adyance evaluation:

Series A. J973-74. Research Report No. 4, Syracuse, N.Y. Syracuse

Univ. Center for Instructional Development, 1975.

Wilbur, F. School-Colle e articulation: Coo erative o rams and_Practices

1 inkira secorrricu,yAI-ricula: Research Report 5,

Syracuse, N.Y.: Syracuse Univ. Center for Instructional Development,

1975.

224

239



APPENDIX

DESCRIPTIONS OF PROJECT ADVANCE COURSES
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COURSE DESCRIPTION FOR
SELF-PACED CALCULUS

Self-Poced Calculus is an introductory course in calculus and analytic geometry now being offered
to students at 5yracuse University who expect to be engineers or mathematics and science majors.
Developed jointly by the Department of Mathematics and the Center for Instructional Development,
5e1V-Paced CalLuius 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

evaluation 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 calculus course at a pace most comfortable to them. The subject matter has been
divided int() units (or blocks of material) which typically take about one week to cover and learn

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 in 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 is given tutorlal help or a remedial assignment and

must then take another version of the test for that same Wt. Again, a pass is required before

proceeding Lo the next unit. Unit tests may be taken as ofte., as needed with n0 grade penalty

far not passing. Tests for all units are available from the beginning of the course so that any
students who have prior preparation in calculus may receive 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 progrees through the course and thenumber of credits he or she earns depends on how

rapidly the material in each of the units can be mastered.

Instruc.tional MaterWs,

A standard calculus text, GoodmanAnalytic Geometry and Calculus, a Set of corresponding study

guides and a brief student manual outlfning course procedures are used by all students.
Estudent should have access to the supplementary text, Greenspan and Benney--Calculw,_ An _I4h1-Q7

duction_o_Applied Mathematics.. Each school offering Self-Paced Calculus warelso 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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Course Description

for

Syracu _ UniversIty Project Advance)

Amak-1

-

*iulujy 2f): the introductory sociology (;ourse at Syracuse University. Drs. Mark J. Abramson
and Louise Thlomon, in conjunction with other members of the Sociology Department faculty and the
fonter for Instructional Development At the University, have engaged in the development of the
cwrse over the last three years as part of a major effort to provide an alternative and2 hope-

better method of instruction.

:he eeriest( i.ouriiie 15 divided into four units (the core) with readings and required assign-
,lentS associated with each. Students who successfully complete the fOur units will receive
three credits in Sociology 201,

COURSE SEQUENCE

Tu- course is divided intc four units of varying length.

357

Culture and
Socialization

i--Culture and Soci

Th unit

transiission of cu

15%

Child Rearin
Survey (HRAF

II

COURSE CONTENT

35%

Social

Organization

15%

Population
Projection

Iv

the vAriab lity of human culture, focusing upon the inter-generational
hrough the socialization process.

RequirPd Readings are.
M. Medd, Se_x_ond Jemperament. (An analysis of three primitive socie ies and the dif erent
ways se, roles are learned in each of them.)
E, ElHn and G. Handel, The Child and _Society, (An examination of different theOries of
socialization, and of diflerent sub-group practices in the United States.)

Requirements

Yuu hovii the rhinc e of completing one of three projects:
1) iseoy: Do subcultures exist in the United States? Develop criteria for sub-culture .

louly to elderly, the poor, or other identifiable group in the United StateS.
Observe youngsters in neighborhoOd park or school playground. Analyze differences in
ploy behavior of boys and girls.

3) Analyze differences in adolescent values Dr "youth culture" between the 1950'S and
1970's as expressed by differences in popular MusiC.
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will seiect any type of 'ciCla I or chi d rearing practice for croSs-cultural an-

alysis. (Examples could include such factors as se erity of parental discipline or the

stence of initiation ceremonies at puberty.) The selected practice will then be exam-

ined in relation to either cnaracteristics of famil ial or social orgahization (e.g, ex-

tended families or type of sucial classes)

Data will be drawn from R. rixtor, Cross Cultural Summary (an atlas presenting coded da

on all known societies). Yi will classify the inCTUTed societies and then compute an

association between the selected variables using programmed instruction booklets. Your

paper will discuss the theories that led them to expect certain relationships and report

their procedures and findings.

.--sucial Organezation

unit Three deals with the nature of contemporary Social organization and the change process

by wnich it has developed. More specifically, contemporary,social
organization will be ex-

amined in termS of three processes: industrializationeurbanizellon, bureaucratization, and

deMOgraphic transition. The core readings emphasize traditionally important socioloeical

teitories of these processes. Thus, in Unit Three, you will be introduced to some of ene

classical theories which have shaped and influenced contemporary sociological thought. The

core readings are:
G. Simpson, Ourk.heim. (Chapters 3 and 4)

S. Miller, Weber. (thaoters 1, 2, 3, 4, and 6)

D. Wrong, ELW-ation and Society, (All)

All students must take an examination on Unit III. The examination contains both riltiple

choice and essay questions, but you may
individually emphasize either type of ques

Unit IVPopulation _Prplfction

four task is to project the population of Guatemala in the year 2000. Various 'goals" are

set involving 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 use4 to simulate growt

patterns on the POP-10. Output will be returned te students who will evaluate the effects

of their own policies in relation ot those of others in attaining the stated goals.

Morse Desijn

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,

therefore, be able to pursue topics of personal interest.

Gradjn2

Yri!ir final grade will be determined by your grades in each of the four units. There will be no

final examination. Each unit is weighted but, students
whose,york improves in quality during

the semester will receive a final grade which gives added weight to the later units.
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Agreement]

Literat A d in _ ent Writing Trck (0-6 credits)

Tflk raco, twc, required formal ;iterature unIt$ (Literature-
7-o7, olus a ',election et optional mimic OurSes and

iniiependeut 0,1in ot which requires you tO writeia Paper. You
will be awarded Credit ir /Pe ii,t1011 APO poetry units when vour ass ioned
;iapeq- rieniOnStrate your obi 1 I ty to identify the formal elements of the short
,fHt ond the poetry beino kauisidered and to relate them to a deepened and

sponse in your own roodinu e.perivoRe. loch of the units inc ludes
Of classes and ionforonii, with the instroitor. ond requires one

7,{)f cel t,1 Pak'cr' olinq 1i00 word rests, and goi:zes Are at
the oPtion of the instructor.

Independent study Is One Of two optional units in tflC course And Offers you
one credit for each Acreptahly written roper (up to two), It provideS yOU

n OppOrtonity to investigate And write a PaPer On a topic that you
elect yourself with the quida nCe of your instructor. The independent studyrib i-. available to Level III students only, although you may work On a

orolect At the same time you drn enrolled in either one of the two literature
i.inits or in a mlnicourse. You may complete a maxim= Of two independent study
pro.;ects, each of which will be graded separately, for a maximum Of two
credits. You may net, of course. earn more than six credits for the entire
course.

In order tO Teceive crodit for your independent study prOject, y u must write
2.000-word Paper that is judged SatisfactOry by an inStructor in th S COUrse

who is familiar with your writing Capabilities

Minicourse$ allow yOu tO setect special areas of literature for concentrated
study. You will earn one credit for a minicourse when yOur completed
assignmerts6 teSt results, and class partiCipation meet the ObjeCtiveS and
criteria set forth by the instructor. Your written wOrk, of course, must
demonstrate continued mastery of the writing skills required for credit in
Level II.

tCTIONAL SEQUENCE - FRESHMAN ENGLISH
mse University
T for Instructional Development

1-airOstl
lost

Ob,leftly

rVlrew,

,r.OrientationP-
X F

r It in,'

L ture

-quire(/'

(a

nos tic

ing

ay)
"signed)

ndependent nj Track (Level 111)

LITERATUR(

Required - I credit each unit
Discussion F. Papers (1500 words)
,---7---
Fiction
(4 wkS)

POetry
4 wks)

.cours

or PaPer

elected topicS from
literature One or
more papers (1200 to
2000 words) (or Paper IV

Paper 111

Independent study paper -
Area of Student's IntereS
(2000 words) (or Minicours

say Tra ck Lev 11) Weekly Sequnnces

--,

[

Writing Evaluation
......

Se-,sion (audio tape)
,-----------

Follow-up

Discussloo
Acceptabl

ing

Sequence dup icted as regui d

Skills Track (level 1) Areas As Assigned

FfiT;r717-1

IPunc tua t on]

If-instruticin units and consultations with re-testing
a week.

2-3 credits

5-6 credits

4-5 credits

3-4 credits

I credit

_4,. No credit

llosid or ognostic tests, students a placed in one of three instructiOnal levels. Level I Students are assigned
to soeci remedial areas according to need and may move up to Level II as soon as they can pass the criteria tests.
Leve! II require% two Pd%Sioq PaDers before a student may move to Level III. in Level III studentS are required te
take two four-week segments on Fiction and Poetry and may select from a series of minicourses or write a paper froman area of interest for additional credit. The required segments are repeated throuyhout the semester for the
Coevenienre of ctudents moving intO Lcvel III during the year,
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Des.fiption tnr

ENGLISH
sity PROU T ArANCE

od ii riI:r n ivnrr,ity, in conjunction with the University's Center tor

nos engagfifi 1 ri An ex tenS iv redesign of the freshman English program,

on campus for rhe past thre- years and, recently, has been Success-

',elected high ',chonls in New YIrk State, The course is designed to meet

efeme

wnile pemitting the student to complete his entire college freshman

Toe -Jrmation that follows is intended to give students, teachers,

and school administrators a general preview of the course. Give care-

rments at the varion5 levels.

ii rpletion of this course, you will be able to write a paper that,

-
instructor, demons rates competency in writing and in understanding

S Of 1 iter-0E1.We.

gned, flit, to evaluate your oraMmatical and composition skills in

-P you in the correct track according to your present writing ability and, second,

dC rapidly as possible up to and through the literature and independent writing

Iiidrd into three levels or tracks. The diagnostic test which you take during

%t class ses, iØn helps_to determine your level assignment in this freshman English

You will ne advised of that assignment as soon as test results a e available. Briefly,

levels are as follows:

nv '1 Js Uasic Skills Trac (no credit)

7iiis track consists of A com ination of independent learning units and consultationS

frcect your specific writing errors within four general skill areas: sentences,

ajreemeyAt, and us_a_ge. You will he assigned to one or more of these units according

4i(iencies. Your work at this level will consist of independent study assignments

_ with consultation sessions carefully coordinated with your needs. Tests will be

able c9 A regular bASis to allOw you to prove your ilkastery of the basic skills and to move

Level H as soon AS possible.

Level I 01111 your

fomt '.1` effort you Are

certainly proceed to Level

emil rtnnity for you, with C

uccess at the higher levels of this course depend On the

o put forth. If you are assigned to Level I. you Should

II before the middle of the semester, However, there is

ncentrated effort, to move up within the first few weeks.

1 eyel Ii my Wr' Ling Track (1 c'-'d

combines writing classes and assignments to help you achieve the level of

writing proficimnry required for your work at Level III. Regularly repeated evaluation will

lwrmo. yOu tO mOVe to Level III as soon as you demonstrate competency in composition skills.

6), wIll earn one credit by suCcessfully completing Level 11 With your instructor's permis-

mn you may take one minicourse for one additional credit while you are working at thiS

This fredit will not be recorded, however, until you have SucteSsfully completed the

nil And the required literature units while some students may take longer than others
00,0Lcentable level of writing ability, you should be able to leave Level II and move

vi Ill in, a relatively short time if you pay close attention to your instructor's

!li 41 covirvnr And worP tow4rd eliminating your writing deficiencies, His suggestions will

must :ooluohle to you if you regard them els an aid in identifying the composition sk lls

r,,Aqi to correCt in order to achieve an acceptable level of writing.
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no

Course Gecrrh

for

PSYCHOLOGY
acuse University Project Advanc:'

is toe introductory psychology Lourse at yrocti.e linivryty. Dr. P.

erer, AsSociate Professor of Psycnology, in conjunction with other members of the Psy(h

Department faculty and the Center for InstruLtional Development at the University has engay

ri tbe development of the Course over the Iast three years as part of a major effort to prov:d

ar alternative and, hopefully, better method of instruction:

7 ri 4 (orse is designed as a one-semester offering in which you may earn three credit hour, Thi-!

CCA, has been taught oncampus and in seventeen high schools in New York State. 1)1(2 course (On-

to-mt. has been selected to cover some of the basic areas of psychological study, areas which will

be a foundation on which you may wish to build later by taking other offerings in psychology
There are also options which enable you to go into some depth in those areas which are ot

interest to you.

The scientific method Of studying behavior and how the method works in practice

make up the major thrust of the course. The modiuleS used in the current course are indicated in

the flow chart. A description of the second module may be representative Of the content of the

cOurse.

The purpose of this module is to provide you with an understanding of how experi-

4 mental psychologiSts hove iruve stigated learning phenomena. 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 questiOns on this mdule in your study

guide.

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 (Pavlovian) conditioning and its role in the development

of attachment between a mother and her offspring, phobias, and psy(hosomatic disorders;
describe operant conditioning in terms of defined concepts cuch as operant level,

reinforcement, and the empirical law of effect; dnd 5) discuss the role of attention

a reinforcer,

The study of learning will introduce you to the concept of the sc entific study

,- learning itself in addition to relating learning " to other topics in psychology,

such as personality. Examples of experinierital procedures which use empirically based

learning phenomena to investigate other research questions, such memory, will be used

to establish these relationships.

As in each required module, you will be tested on the Lea ning module by an
iujective (multiple choice) exam given in class if you do not pass the test, there

is no grade penalty and you will be able to take make-up exams when you feel ready.

YOU should, however, ask for help from a proctor 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.

e pes.tgn: The course material is divided into modules which cover specifie topics. In

t tO traditional courses which use one textbook, the modules in thiS course comprise a

ety 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 minimal 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 by your instructor. Your final

grade in the course will be determined by the amount of wOrk you successfully complete. In

most (ourses, your final grade is determined by averaging your level of performance on a number

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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Unit 4.1
Personality]
ASSessment

rüinplpt at the mastery level durin

orl tiasic modules 0, .n

,f re-take ekaris %everal times, la 16re 10 ,-1Y 1 te%i on t

r eS kill! not be held aoainSt you. In_dterril_n)nlyour_t_irdlae.,.°Till_thw,e_
tt

fupl cot71pleted, no rrri.tter how many attempts you olad, will rount toward

IOU were to complett:, every module available ann make a perfect score on tne

yOu woula acc4mulate approximately i5fl points. From this total, the rollowin,,

uirements have been established.

A
poin.s

1. 4 points
points*
than 15U° IJoinits

* :f YOU earn less than a "Cu, you may ask your instructor

to drop you from the Un versity roster since such grades

are not transferable,

rmation and concepts on which the tests are Lased are included in media nd hooks

no ::.corse Your instructor will provide lectures. demonk,trations, and discussion opPurn-

itie. foe you and will help you review materials with which you have difficulty.

The following flow chart indic- the sequence of modules and the optionS available in 1974-Ps.

There will be minor modification, for the 1976-77 academic yPdr.

Module 1.0

Psychology
as a

behavioral
Science

Module 2,0

Psychology

of Learning

Options

2.1-2,7
Available

Module 3,0

Physiological
BasiS of
Behavior

Modu e 5.0

Abnormal

Behavior

Option
Available

Option 3.2
Available

_

_4.. Option 3.3

Available

Option 4.1

Available

_ption
Available

COMPLETE OPTIONS

Units 2.1-2.7
Principles of
Behavior

Module 6.0

Child
D velopment

Module 7.0

-Social

Behavior

Unit 3.1

Memory,

PSYCHOLOGY 205

Fall 1973

Foundations of
_

uman Behavior

2 3

Unit 3.2
Visual

Perception

Unit 3.3
Dreaming

Unit 5.1

Behavior
DisorderS

of Children

Unit 7.1
Animal
Social

Behavior



Course Description for

Human Values
Syracuse University PROJECT ADVANCE

huli,an Values is the Introduction to the Study of Religion course now beiny offer

400 students each semester on the Syracuse University campus. This course, developed

by the Department of Religion and the Center for Instructional Development, has been field L.s1

for the past three years and represents a major departure from traditional introductory reli0;

courses. Instead of comparing specific religions (e.g., Catholicism, Judaism, Buddhism), the

course provides the student with a broad perception of religion as a field of study. The

.student, moreover, is offered a series of options which allows him to select the subject mattc

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 wi l teach in his particular high school

section.

'Course Content and Desi n

Although the design of the course may vary from school to school, certain elements will br.,,

.consi tent. All students are required to complete a short, two-to-three-week introduct- y unit

which combines independent learning assignments (programed booklets) and seminars. The topics

tovered include the development of a working definition of the term rejigion(a definition that

will be used in the course) and both a discussion of religion as a field of study and an

exami-iaLiqn of the criteria for using specific data in this study. Students are required to

p,s a cr., rion test before moving out of this unit.

The remaining portion of the course is divided inti three broad areas--Forms of Religious

ssion (the ways in which people attempt to communicate their religious experiences

Heligious Issues (the questions and concerns that grow out of these experiences), and

Methodology 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

t(-3c-,'ies (see diagram).

Wnile as many as five options are available in a category, the cooperating teacher may lir'

':-%dents' choice to those options which reflect his own content area, strengths, and

i.nerc.--ts. Some options rely heavily on class discussion and individual conferences with the

t.tude, ; others emphasize independent s u

t)nal Manuals

A c lied student manual and book of readings, containing the two programed booklets an(

all the options, is required of all students. Additional books and audio tapes tJ,E

Audent 1,111 need depend upon the particular combination of options the teacher wishes to
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Three options are required, one from each area.

Each additional option is worth one additional credit.

Area I Area II Irea III

Forms of Religious Forms of Religious Methodologies
Expression Issues

Myth Paths of Salvation Historical

Belief Death and Psychological
Eschatology

Ritual Evil and Philosophical
Suffering

Sacred Text Sacred and Comparative/
Secular Structural

Community Cod and Reason Sociological
Structure

Religious Experienct
of the Opprested



LIST OF PROJECT ADVANCE HIGH SCHOOLS: 1974-75

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 York

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 School
East Syracuse, New York

Fayetteville-Manlius High School
Manl4us, New York

Glens Falls High School
Glens Falls, New York

Hauppauge High School
Hauppauge, New York

Henninger High School
Syracuse, New York

Herricks High School
Jeu Hyde Park, New York

Jamesville-Dewitt High School
DeAtt, New York
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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 HighSchool
Syracuse, New York

Oxford High School
Oxford, New York

Roosevelt High School
Roosevelt, New York

Schoharie High School
Schoharie, New York

Shenendehowa High School
Elnora, New York

Solvay High School
Solvay, New York

Wantagh High School
Wantagh; New York

The Wheatley School
Old Westbury, New York

Weedsport High School
Weedsport, New York



LIST OF PROJECT ADVANCE HIGH SCHOOLS: 1974-

West Genesee High School
Camillus, New York

Westhill High School
Syracuse, New York

Xaverian High School
Brooklyn, New York


