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editor’s notes

The contributors to this volume on assessing student progress and
development, among many important points, focus on one overrid-
ing point: Decisions made by and about students should be consid-
ered frem a wide variety of perspectives regarding their develop-
ment. For example, a proposed college program shonld be evaluated

in terms of its role in promoting the welfare of different groups of.

students (Shea) and the need for it in the community served by the
college (Matson). The college needs to identify the criteria by which
the program will be evaluated in promoting student welfare, includ-
ing the depth and breadth of student learning (Lenning), and tne
degree to which it prepares the students for further education
(Lunneborg) or successful employment, (Martorana). Then, when
the program has been underway for several vears, the success of
graduates of the program us empfo&ecs (Matson and Martorana) or

- students in four-year colleges (Rinchart) needs to be assessed.

Similarly, when students seek counseling, the advice given
them will be much better if it sensitively reflects knowledge of their

~

backgrounds and situations (Shea), the goals they seek in attending

community college, the fit betieen their goals and the needs of the
community (Matson), and the likelihood that they will succeed in
particular occupations (Martorana) or four-year colleges (Rinehart)

As these examples suggest, assessments of the proc’zresx ¢ fstu-
dents toward various goals can impp - ¢ de isions al several
groups. Stu wwic can plw ther cducauonar and occupational ca-
teers best with an appreciation of their chances of success in the
pursuit of one course of action or another. Colleges can best plan
their programs, organize their curricula, attempt to meet the needs
of important groups, and- evaluate the success of their efforts when
they have systematic and comprehensive information about the
progress of their students. And the college’s constituency can assess
the success of the college in meeting the needs of its students and
the community itself only on the basis of evidence of needs and of
progress toward their resolution. ‘

The contributors to this volume outline a.variety of ap-
proaches and techniques to assess student progress. Together, they
provide a comprehensive overview of the kinds of information

Kew Directions for Community Cplleges, 18, Summer 1977, -
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needed to understand alternatives, plan programs, and evaluate their
consequences. Their suggestions and recummendationes should have . _
immedinte utility for decision makers in community colleges.
Leonard L. Baird
Issue Editor

O

ERIC

Aruitoxt provided by Eic:



L

A zariety of methods for assessing student

—- ) achicvement is available for college staffs
) " , " to usc in making better decisions

’ L m cightdifferent t)?);s of situations.

assessing student progress
~ . Inacademicachievement

oscar t. lenning

;. ~

The function of waching or instruction has beef especially empha-
sized in community colleges, and the focus of this paper is_on
assessing the results of instruction on students through evaluation
of their academic progress. Instruction includes more than what
happens in the classroom; it includes all planned program activities .
that are intended to contribute to student learning, whether they
-occur inside or outside of the. classroom, and whether they occur on
or off the campus. More and more community colleges are using
extengive field work, on-the-job training and other off-campus ex-
periences to supplement and reinforce classroom learning. As a
result, administrators and faculty members face new policy deci-

sions in assessing Student -academic achievement.
r ‘ 6

r

o

academic achievement in the community college

.
.

The term academic achieyement tvpically denotes, in the
minds of most academicians, increased student knowledge, unider-
standing, and intellectual. skills (including written and oral com-" ~——
murtication skills). Academic achievement in the community college

- & .
N,

E . . )
New Directions for Connunity Colleges; 18, Summes 1977, ) 1
] - .
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cer ainly includes all these fores of cognitive development, but pro-
porents of the “community college philosophy™ {Gleazer, 1968)
would include much more. Frem their point of view, academic
achicvement includes a variety of different kinds of skills, depend-
ing on the particular program, from flower arranging, plaving
bridee, weldina, or 'earning to relax to highly complex technical
skills in theoretical arts and sciences. The major objective of some
courses is to help students be receptive to new ideas, clarify their
values, ;n(}d develop mature attitudes, habis (such as punctuality),
nterests, and appreciations, and evidence of such development can
be considered asademic achievement. If, as Kohlherg (1973) claims;
attitades and values can be taught in college courses, such achieve-
ment can also he cdusidered part of student academic achievement -
ir these courses. Cross (1975) reports that up to one fourth of the
community colleges she surveved offer encounter group experiences
to students, all of which presumablyiaim at affective types of out-
comes. The development of interpersonal sensitivity and compe-
tence can be considered academic achievement for those courses in
additior to knowledge about interpersonal relations.

Table 1 shows a taxonomy of such student characteristics
that potentially can be changed by college instruction of various
Rinds. It is adapted from a “structure Jor the outcomes of post-
sccondary education” developed at the National Genter for Higher

* .

. Table 1. A Taxonomy of Student Characteristics that Potentially
Can Be Changed by College Instruction |

Aspirations
Desires, Aims, and Goals
Dislikes, Likes,sand Interests
Motivation or Drive Level B
Other ;\\spiratiunul Outcomes

Competencchand Skills
Academic Skills .
Citizenship and Family Membership Skills

* Creativity Skills .

Expression and Communication Skills
Intellectual Skills
Interpersonal, l.cadership, and Organizational Skills
Occupational Skills
Physical and Motor Skills
Other Skill Qutcomes

Morale, Satisfaction, and Affective Chara. teristics
Attitudes and Values i
Beliefs, Commitments, and Philosophy of Life
Feelings and Emotions
Mores, Customs, and Standards of Conduct
Other Affective Outcomes - )

10



- Table 1 (Continued)

Perceptual Characteristics
Perceptual Awareness and Sensitivity
, Percéption of Self
Perception «.f Others
Perception of Things
Other Perceptual Outcomes .
_ }hysical and Psychological Characteristics
; Physical Fitness and Traits N
Physiological Health
Other Physical or Physiological Outcoimes
- . . .
Personality Characteristics
Adventurousness and Initiative
Autonomy and independence
Dependability and Responsibility
- Dogmatism and Authoritarianism
Flexibility and Adaptability
Habits .
Psychological Functioning &
Tolerance and Persistence ’
Other Personality Characteristics
Status, Recognition and Certification
Credit Recognition
Image, Reputation, or Status . 4
Social Roles .
Affiliations
Avocational and Sccial Roles
Career and Vocational Roles
Citizenship Roles '
Family Roles
Friendships and Relationships
Other Roles :
General Knowledge and Understanding
Knowledge and-Understanding of General Facts and Terminology
o Knowledge and Understanding of General Processes e
Knowledge and Understanding of General Theory )
Other General Knowledge and Understanding -
Specialized Knowledge »nd Understanding . _
Knowledge and Understanding of Specialized Facts and Terminology
Knowledge and Understanding of Specialized Processes .
Knowledge and Understanding of Specialized Theory
/ Other Specialized Knowledge and Understanding

.

Source: Lenning and others (1976, pp, 16.17).

Education Management Systems (Lenning, Lee, Micac,’and Service,
1976). The Center is compiling and developing additional measures
Yor certain categories - of these educational outcomesy and jt is cvi-
dent that great diversity exists in the manner that,these forms of
development can bé assesSed. There are common principles that
apply, however, no matter what is'being assessed. For example, t

term achievement implies change in statlﬁ that is positive in nature;

S .

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

[VEYGE

4

bug what may be posiiive progress in achigiement to one person
mav have 2 negative connotation to others. Thus, a number of aca-
demic @ chicvements thet are seen as pesitive by those who espouse
the community college philosophy - such as skills usetul on a job—
mav not be viewed as academic achictement by cvervone, even
though, as Ebel o ntends (1972), cognitive leaaing is cential to all
of them,

of achievement ass - nt by colleges
By assessmne mean the measurement, analvsis, appraisal,
wd evaluaiion o dlaipment or increase of some desired and

intended  accompiist ment for inglividuals or groups of studeats.
Assessment of sizdent progress in academic achicvemént can by
used in a nuinber of specific, practical ways by communiiy colleges
and theirstudents (for examples, see Tyler, 19692 Miller and Prinee,
1976: Pavne, 1974; ard Merwin and Higgins, 1968). Some of the
eight major uses of this information (described in the following sce-
tions) are ignored or underemphasized in community colleges (and
perhaps even more in four-year coileges) that use asscssment data
only for placement and grading,
One: Planning Learning Experiences. For effective planning
of future leaching expeiiences, itis essential to understand the level
nf'dew]npmvnt of groups of students, and of individual students
within the groups that are capsidefed to be important by institu-
tional personnel and students. (Chickering, 1969, calls these devel-
opmental vectors.) Also important for this purpose is knowledge
aboat the development or change that has taken place in those stu-
dents during the learning experiences. Such knowledge can assist
institutiona! and program staff in planning future learning experi-
ences, not only for these . rticular students, but also for students
entering the program in we fuiure. Included in such planning is
consideration of changes in the curriculum and within specific
courses (instrictional goals, cAntent, philosophy, and so forth),
leartiing materials, instzuctional aids, and instructional methods and
techniques. Too often, such assessment has not been considered in
this Lind of planrag, - o
Assessments of academic achicvement of various kinds™ are
not the only asscssments that are important in planning learning
experiences for students. Equally important are assessments of
learner characteristics and their interaction with learning (see the
discussion by Schalock, 1976), assessments of the learning styles of

. 12
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the studcntf flnd their effects onvlcaming (see Cross’ [1976] chap-
ter on cogpl'ive styles), and assessments of the impact of the envi-
ronment an€ environmental change on e nle, see
Baird, 1974, 1976a).
Two: Student Counseling and : ‘o feed-
‘back to students about their achiever .. @esctors, and
- advisors cap h“elp students examine (hic . wawi 0 Lieir aspirations
or plans, idehtify areas-of their development that need particular
attention, 27d determine %the need for particular emphases and
courses of gClion, Students can also be led to self-understanding by
this feedbacks. which ‘in turn leads to a level of self-reliunce and self-
direction that allows them to consider the next steps in their devel-
opment and to plan realistically for the future. As indicated by
Miiler and P¥ince (1976, p. 52), “growing is a cutmulative business.
Knowledge ©f an individual’s, group’s, or organization’s present
status is a pr€Tequisite to planned change.” -
Three: Diagnosing Student Problems. Although achievement
—-...tests are ugﬂﬁﬂy not associated in syme people’s minds with di’e’lg-
nosis, diagnoStic tests aré¢’in fact an important type of achievement
test. Diagnostic tests are designed to sample specific areas of skill or =~
other criteri# With enough items to allow the report of reliable sub- )
'scores. pertaifling to Proficiency in a given area. In many cases, indi- -
vidual -item Statistics add to the analysis. A diagnosis of learning =7
difficulties fOT particular students or the group as a whole can indi.
cate whethef Corrective or remedial procedures are necessary, and
may suggest. the remediation activities that are most-appropriate,
Diagnosis and diagnostic instruments can identify students’ strong
and weak ar£s and can thercby help students improve in their areas
. of weaknesg ahd build on thejr areas of strength, Such diagnosis is
__*especially imPOrtant for the success of remedial programs.

Fouy: Abpraising Student Readiness. Most-educators.consider -~
student devel®pment of all kinds to be cumulative and sequential,
Therefore, an instructor generally will not want to go td a lager step
in'the develoPmental process on which he or she is fdcusing until at
least most pefSons in the. class have mastered the prerequisite step.

The instructOF cannot know whether the students are ready to
- move on gptll some type of mastery assessment has been con.
ducted. (Not€ that the concern here is not to rank students accord-
ing to their JeVels of achievement, a characteristic considered impor- - -
. tant in the design of most published “test instruments—which -are.,
norm-referenc®d instruments.) A less than desirabic achievement™
level, from ¢h€ instructor’s point of view, may suggest that review, &t

4
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repetition, or some sort of remediation is necessary. Another poten-
tial implication of assessment aimed at determining readiness per-
tains to curriculum development. For example, assessment of stu-
dents’ achievement in a freshman course or program may suggest
that the content be modified to make it approoriate for the fresh-

man Yyear, or the course may be pushed back .o a late, in the
curricular sequence.
Five: Studen: Classification and Catc. ..atic \ttempts

have been made in many community C()llegf's to scparuate entering
students into those who need general remedial work, those who
should enter the regular sequence of the program, and those who
will be allowed to bypass certain first-level courses in the sequence
if they desire to do so. Academic achievement data are often used

—as—evidence for making such decisions—for example, high school

grades, successful completion of particular high school courses, and

American Collcge Testing Program Assessment or Coniparative -

Guidance and’ Placement scores are all academic’ achievement data

. that are used by many community colleges for initial course pIace-

ment of students.
Six: Grading, Promotion, and Merit Awards. Probably the
most universally acknowledgcd reason for assessing students’ prog-

Grades have, over the ycars, been used to determine studen -
cations for graduation with scholastic honors, admission to Phi
Theta Kappa (the two- -year college scholastic honorary society), and

admission’ to a particular four-year college or program after gradud-

tion from the' community college. Yet, the grades obtained by a stu-
dent may tell us little or nothing about the kind and amount of
real, underlying academic achievements experienced by the student,
for a number of reasons (Lenning, 1974b). Similarly, Hoyt (1965)
reviewed the relevant literature and found little or no relationship
between college grades and postgraduate achievement. Hoyt there-
fore proposed that the grade transcript be replaced by a profile of

accompMﬂmmwNaL&Mosed moves in -
such a direction,* and a similar concept called a narrative transW

. i)

»» *Hunt ( 197 2), for example, proposed that there be two separate_ tran-
scripts. One would be a public transcript that would scparatcly list all rcqulrcd
core courses, major courses, and electives, and then would give the student’s. -
overall absolute and relative standing for each of the three types of courses. A
private, confidential transcript listing five different “grades” for each course
would also be developed for use by the student, advisors, and teachers: (1)
student’s self-rating of progress; (2) instructor’s rating of the student’s progress;
(8) rank of the student in the class; (4) companson of the student with achieve-

»
<
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has been used at several dozen colleges across the country, including
at least one community college—the Community College of Ver-
mont. The grade transcript continues to be well entrenched and,
seems destined to remain so, but if competency profiles or demon-
stration portfclios (the standard means of cxhibiting level of art

school achierement to prospective employers) do become promi- . -
nent systematic. assessment of lemic achievement will become
_even more important. ' ‘
Seven: Evaluating ' \ Jfectiveness. As discussed
in aw earlier report (Lei I ‘he increasing calls for post-
secondary education to b . i for the educational benefits

: - they provide for students, and the general inability of most college
officials to provide effective documentation in response to these
calls, had resulted during the early 1970s in what scemed to this -
writer to be a “benefits crisiz.” i"valuation of the effectiveness of
- colleges and their programs, and relating that effectiveness to pro--
gram costs, is the acknowledged way to gather the evidence being
¢manded to show that colleges are doing worthwhile jobs. Palola
and Lehmann (1976) have reported on such an effectiveness/costs
system that is operating at Empire State College in New York, a
four-year uhiversity without walls. Overall assessment of the aca-
demic achievements of students as a group is an important part of
+ any such evaluation. Included should be evaluations of the effect of
student academic achicvement on: the curriculum: the courses with- ..
in the curricJﬁZﬁ?iﬁﬁmmrmTMthﬁmmmd—m“e\
rials being ysed; the organizational arrangements; and so forth. :
‘ Eight: Evaluating Innovations. Most community colleges and
other postsecondary institutions periodically try new ' methods, -
'tcchniques,‘matcrials, modifications in the environment; or other
changes in attempts to increase student learning. In order to deter-
mine whether the modification is having its desired cffect, either of
two procedures are appropriate: (1).information about student
learning taking place under the new situation must be compared to
‘the learning that occurred before the change took place, or (2) the
learning of an experimental student group being subjected to the
change must be compared to the lcarning of an equivalent group of
students-among whom other conditions are similar but for whom
— the experimental change was not made. One reason so many innova- '
——tive and_experimental educational programs have failed over the ‘

ment of a normative group; and () whether the student withdraws, receives
credit for the course, and so forth.

” J'
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useg of achievement information by students

years is that a systematic, ongoing evaluation progtam, ircluding
the assessment of student achicvement, was not part of-the pro-

gram. Another reason is that the evaluation used lias often focused .

only on the overall success or failure of the program:(summative
evaluation), rather than on improvements in the program that might
make it more effective as the program proceeded (formative’evalua-
tion). '

Conclusion. Beco + of the importance of these eight uses [
assessmen’ " .on. oy crucial that community colle os hove a
well-de o office to which faculty and  h. 5 at

all levels ca v tor hoon i planning ana develosing issessnicnt pro-
s i RARE

grams and instruments and in interpreting and applying data. Unless .
_the purposes for gathering assessment information are, thoroughly

considered whén developing assessment . proceduvres and instru-
ments, and unless effective assessment procedures and instruments

are used for these purposes, the assessment may have little impact;

and may be largely a waste of time (see Airasian and Madaus,.

1972). <ot

-

Although counselors and other student personnel people have

traditionally used assessment information to help them better

understancd and assist the students with whom they are working,” -

over the pust decade there has been a strong move to help students

WJduhmxlvcs without the assistance of another person
(the counselor). As indicated by Millcr and Prince;in-a-book-that.. —

outlines a theory of student development for use by student person-
ne] workers (1976), the goal of assessment for student development

“is to help students understand their current patterns of behavior,
emphasizing positively the specific skills they have instead of the
ones they lack. From this base, all students can move toward in-
creased self-direction. ... Assessment programs must be designed

mation that can directly increase students’ self- understanding or im-
prove their self-direction need te collected. The primary focus of
many student assessment efforts has been to help student affairs
workers better understand their *“clients.” Although this objectlve is
desuab]e, it has tendc¥to create volumes of information about stu-
dents.that is rarely used directly by them” (pp. 48-49).-

Faculty members have also used assessments of student
achievement to promote student understanding and development.

16

with students rather than for or about them; therefore, only-infor-_ _
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- For example, some faculty use such assessment as an incentive for
students to study. Most readers of this article can probably remem-
ber one or more college instructors who periodically gave un-
announced *‘pop™ quizzes in order to encourage students to keep
up on their reading assignments. Similarly, niidterm and final exam-
inations have motivated students to review and reinforce prior
learning.

Some faculty also see examinations as 2 teaching device.
Thus, they go over the exam with the students as soon as possible
after an exam is administered " may also design the content
and format of their exam 1y that allows it to be - o
useful as a_learning device. Im example, when T was a sccondary
school teacher, many years ago, in every exam | included a section
of - five-part multiple-choice items—four of the five résponses were
correct and the student was to choose the incorrect one. (Similarly,

I'sometimes gave short oral quizzes for which there was immediate

feedback to the students.) Mdtuhmg exercises and specifically -
worded ‘essay questions that give some examples to start students
thinking are additional paper-and-pencil approaches that can fduu-
tate student learning. Many other types of ‘assessment procedures
that are not paper and pencil in nature, described later i in this paper,
are especially appropriate for facilitating learning. .

methods of assessment or measurement

One cannot have assessment wnthout measurement of some
kind, .assuming that one agrees with Payne’s (1974) list of seven
stages of educational assessment: specifying detailed goals and ob-
Jf:ctlves, designing the assessment system, selectmg data-gathering
methods, collecting relevant data, analyzing and summarizing ddla,
contrasting data and objectives, and feeding back results. Measufre-
ment seems to this author to be most crucial for the success, of this
process. Here is where the most serious pr()blems need to be over-

— come. Furthermore, if measurement is unsuccessfuJ none of the
later steps in the assessment process even have a chance to work.

When assessment of achievement is mentioned, many people
think only of paper-and-pencil achievement tests. Si:ch tests are im-
portant but they need to be supplemented by additional measures
of the same achievement variables, as demonstrated by the Empire
State College student assessment system (Palola and Lehmann, .
1976). Community’ colleges’ face some ade¢ :ional situations that

- make the inclusion of additional measures even more |mp()rt¢1nt,
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will be discussed in ti\c final section of this article. Furthermore,
=—-  there are some outcaiRgs desired by particular program planners for
which there ar¢ no good'} uper—and pencil measures.
+ Paper-and-Pencil Tests. Mdny excellent books are available on -

~ measurement theory and test construction, and they have enough

different styles, formats, and coverage that the needs of most peo-

. ple can be met, whether they be completely new to this area and

have no statistics background or whether they be relatively experi-
enced. Among them are:

? Adkins, D. C. Test Construction. 2nd ed. Columbus, Ohio: Merrill, 1974.
” _ Anastasi, A. Psychological Testing. 3rd ed. New York: Macmillan, 1968.
Cronbach, L. }J. Essentials ofPsycholog:cal Testing. New York: Harpcr & Row,
1970.

Educational Testing Service. Educational Tests and Measurement K:t Prince.’
ton, N.J.: Educatignal Testing Service, 1973.
Gronlund, N. E. Measurement and Evaluation i Teachmg 3rd ed. Ncw York:
Macmillan, 1976.
- Payne, D. A. The Assessment of Learning: Cognuwe and Affective. Lexington,
~— .. . Massz Heath, 1974.
Thorndike, R. L., and Hagey, E. Measurement and Evaluation in Psychology
and Education. 3rd ed. New York: Wiley, 1969. '

Either locally developed tests or published standardized tests
can be used to assess the particular learning outcomes of a program
or course. The published tests often have norms that allow useful
comparisons with the developmentalslevel of one’s students. Most

——tests-have-been developed through extensive and controlled quality
processes and have been thoroughly tested out on dillerent types of —
students in various institutional contexts. If they do not assess the
specific outcomes at which the program or cowsse is aiming, how-
ever,-or if their terminology is mappropnatc for one’s students and
in other ways are inappropriate for one’s situation, locally devel-
oped tests tailored to the assessment needs of the specific program
or course.should be created. Too often, institutional staff are not
sufficiently critical when considering the use of a pd.l'thUid.l' pub-

- lished instrument or of one developed by and being used in another
—  college. Conversely, too often insufficient time, effort, and pretest-
ing are devofed to the deyelopment of locally developed instru-

* ments. ) ) ) \

. In exploring the available published tests and in considering,

whether or not to use particular published test instruments, the
reviews by testing specialists that are presented in Buros’ Seventh

Mental Measurements Yearbook (1972) can be invaluable. A some-
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what outdated, but useful, annotated list of standardized tests ap-
propriate for “junior colleges™ was developed by Seibel (1967). A
more recent’ sourcebook describing tests and inventories for use
with college and university students is available from the Council on _

‘Postsecondary Accreditation (1975). To be able to judge the utility
-of these_tests, one must go to Buros or some other saurce of cri-

tiques. Some additional sources of information about paper-and-

pencil instruments, including both published and unpublished ver-

sions, are: on assessment of attitudes (Oppenheim, 1966; Shaw and
Wr"ight, I 7R 1 ad Shaver, 1969; Robinson, Rusk, and

- Head, 1968), assessment of social functioning (Lake, Miles, and

Earle, 1973), assessment of occupational attitudes and ocsupat'ional :
characteristics (Robinson, Athanasiou, and Head, 1969), assessment

of occupationa] education achievement (Boyd and Shimberg; -.:

1971),. assessment of psychological characteristics (Maloney and
Ward, 1976), and assessment of se{ficoncept (Wylie, 1961). Several -
cautions are in order for any iffstitutional personnel that might
examine the information in these sources: One should (1) make cer-

pus, not just for rescarch purposes; (2) ascertain whether the instru-
ment is only for group use or whether it is also valid for assessing

" individuals; and (3) before deciding to usc a particular instrument,

no matter how positive are the critiques of it, examine a copy of
the instrument itsclf in relation to one’s own needs.

Most of the “measurement and tests” books in the list pro-.
viled earlier include extensive discussions of practical considera-
tions, techniques, and suggestions for developing one’s own tests.

matching, true-false, short answer, completion,. and so forth.* As.
Rowley (1974) demonstrated for multiple-choice tests, certain
types of students may be favored by certain test formats. It should

also be remembered that less prominent formats often not discussed.

in such texts (and some of them are not so new) may deserve con- -
sideration. For example, Anderson (1974) outlines effective proce-

e *True-false items have come into ill repute in many quarters. The rea-

son, according to Ebel (1970) is not an inadequacy of this type of item, but,
rather inadequate care in develop'ng true-false tests. Furthermore, he presents
data showing that the average person can easily learn to write effective true-
false items and that true-false“tests are preferred for some ivpes of purposes
and content. He also outlines easily understood and utilized criteria for writing
and evaluating such tests (1971, 1975). ’

a

3

“tain that the instrument has been validated for practical use on cam-__

There are a nunmiber far“cmmﬁhr‘used—irenr—fdgnatﬁhat——afe——“-
" usually discussed in depth—multiple choice, essay, checklists;

p
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dures--based on extensive previous research—for developing *“cloze™

measures on the local campus. (Cloze measures require the student
to write in the correct words in blanks in the"sent'nces in a para-
graph.} It should not be forgotten that tests and measurement is not
a static field, that new developments having practical implications
for assessment on campus are taking place everv vear, In ' oy
new ddeas b ontecon ppear cach year, along with measures,

LSO tnem may have potential—for example, the: construct
of “analytical objectivity” proposed by Kagerer (1974). Therefore,
it.is desirable that one person on cach campus be responsible for

keepjng up to date on such dutlopmcnts and share any that have

potential implications for the campus—in a brief and understand-
able way—to the entire staff. Such a person could ilso be available

for consultation with faculty members about dev.loping assessment -

instruments most appropriate for their programs and classes, about
trylng out and evaluating these instruments, about interpreting and
using results from these instruments, and about alternatives to

"paper-and -pencil tests. For cxample, local icsis developed should

also receive an item analysis, using methods that take little of the
faculty member’s time and are relatively effective. Furthermore,
faculty need to be hdped to use item analysis to help revise and
improve items, in addition to selecting items. For example; Lange,

Lehmann, and Mehrens (1967) found that it took about five times -

as Jong to develop a new psychology test item as to revise an old
one, using item analysis, and the revised item was more strongly

- related to course achievement.

.cian” “she only answered 75 percent of the iters corrcctly,'

A recent: trend'in tu),mb ‘that 1s cspECT‘Iﬂ\' important for com-
munity colléges is the dwdopmtnt of “criterion-referenced tests.

Unlike norm-referenced tests, which rank students—for example,

“average performance” or *“at the top of her class’’~and attempt to
discriminate among students, criterion-referenced tests relate per-

~

formance to absolute standards or criteria based on actual task "

réquizements or arbitrarily determined performance levels—for.
e\(ample, “hc has demonstrated the skills to be a dental lab techni-

while what is needed for competence mastery is 90 percent.” Gron-

lund’s treatise (1973) on developing such tests for classroom use

should be “must’* reading for both faculty members and administra-

. tors. Another useful treatment is provided by Popham (1971), and
"Knapp (1974) prov:dcs useful information about- twenty-one cri-

terion-referenced tests in the collection of the Educational Testing

" Service.

20
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Other Data-Gatherine Methods. P e Sena il tests canieon
adequately assess achiov ong « i omal skills
t maht COM e, vy i they, may be able to

assess the students” knowledge and understanding of the skills and
their application. Demogstration and direct. observation are necded
~ toassess effectively such learning outcomes as well as other types of-
evidence. Furthermore, these other methods can serve as a valuable o
supplement to paper-and-pencil tests even for such learning. out-
comes as knowledge, understanding, and analytical thinking—for  */
example, see Levine and McGuire (1970). D
Knapp aad Sharen (1975) provide an overview of a number ¢ %,
~- ol assessment methods. First they discuss two types of periormance ‘
. tests, work samples and unobtrusive measures. Unohtrusive NICasures i
can inchide such things as an increase in attendance at camipus pliys -
*corresponding to the introduction of i course on appreciation of fhe
arts (for otherideas in this arca, sce Webb, Campbell, Schiwartz, and
Sechrest {1966]). Obscervation of simulations is another wiy to.
assess learning, and the authors cover a number of types: leaderless: '
: "group discussfons, management games, interview simulations, rolc_
-~ playing, ‘stress interviews, written diagnostic and trouble:shooting
" excrcises, case studies, individual fact finding and dccision making,
and in-hasket tests. Oral interviews of various types can also be useful ;)
Knapp and Sharon refer to structured interviews, unstructured inter-
views, pancl interviews, oral tests, oral reports on pregentations, and -
oral trade tests. Additional types of assessient discussed are written i
or oral scff-ratings and reports (self-observation), ratings of judges or »
_other abscrvers, and product assessnients. -
) . Concerning sclf-wpi)rl, in the l’thpirgr State College student .-
“™ "assessment program mentioned carlier (Palola and Lehmann; 1976)
all instructor asscssments® are cffectively supplemented by 'student
“self-asscssments of accomplishment, and cnmlﬁuhity.'c()l,lé_gcs_.(;(uild -
casily incorporate such supplemeatal data. That students do ténd to
report sell-assessments honestly has been 'well documentéd in two
extensive reviews of related studies by the American College Testing
~ - Program {1973, pp. 304-319) and Baird. (1976b). (These documents a
also show the importance of as mich as-possible removing various __ °_
biases—for cxample, sex and racial/cthnic bias—from one’s assess-.
ment instrumients and the application of assessment results.) Two
especially relevant studies (Berdie, 1971; McMorris and Ambrosino, -
* " 1973) found similar support far the validity of self-report, this time
sthrough comparison of college students’ self-report of knowledge
and undc_rstunding.pnsscsscd and results of achicvement tests.

. . . < 21 ‘
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problems in assessing academic achievement . ' )

Additional potentially useful assessment metheds and varia-
tions can be added to those reported by Knapp and Sharon. Boyd
and DeVault’s review (1966) differentiated several different basic
approaches to the observation and recording of behavior (and some
considerations for each): participant versus nonparticipant, struc-
tured versus nonstructured, and descriptive versus evaluative. Ed-
ling’s (1968) review found that various media could be efctively
used to “present more complex and lifelike stimuli in test situations
(p. 188),” including: motion pictures, television, photos, kiéstope,.
“and videotape. The computer is another such media format,either
through direct testing like that utilized in computer-assisted instyuc-
tion (CAI), where the student is provided immediate feedback con-
cerning the corréetness of his or her response, or through computer.
analysis like that discussed by Slotnick (1972) for grading essays.
Programmed texts and teaching machines are forms of assessment
analogous to CAL On-the-job assessment by supervisors. in work-
study programs is another means of assessment that should not be™. .
overlooked. : * ;

. . N \)

k)

.

Several serious problems have already been mentioned con-
cerning the assessment of student academic achievement on a cam-
pus. One concerned the fact that people cannot even agree on what
some commonly®desired learning outcame constructs mean, let
alone measunk them. Other desired outcomes are simply difficult to
measure, cspecially with a high degree of accurac?l.\AQd third is the
problem of keeping administrators and faculty inforined about
developments in the field that have potential practical implications
for their programs and courses. Two additional problems are espe-
cially impdTtant at community colleges: the measurement of: change
and the/divcrs*iﬁr'()if’studcnts and programs at community colleges.

E‘-oblems in Measuring Change.* Most formal ‘assessments of
acadenﬁ/ic achievement taking place at postsecondary institutions,
including community colleges, only examine students’ levels of
accomplishment at the end of a course or program (*‘output”) with-
out any regard’ for the knowledge or skill possessed by the students

! * ’

/
!

- *This discussion is based on an earlier indepth analysis copducted by
the author—*Problems in Documenting College Benefits” (unpublished paper,
1973), available from Oscar T. Lenning, Senior Staff Associate, National Cen-
ter for Higher Education Systems, P.O. Drawer P, Boulder, CO 80302.

[
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at the beginniy (input). It is important to consider both. For
example, a stukdent who has pretty much "mastered the learning
prior te entering a course may earn an 4 tven though he or she has
increased his or hef level little, if at all, during the course. Con-
versely, someone stasting at a very low level of learning may experi-
ence major gains and yet only gét a C, even though he or she has
“experienced much more learning than the student getting an A.
Thercfore, seme people would like to focus on increases in learning
rather than output level of learning in their assessment procedures
for individual students. When assessing the cffectiveness of a pro-
gram or the impact of a new innovation, change in learning level
becomes an essential focus, as indicated by Hartnetc (1971, p. 14):
“Almost all proppstnts of educational accountability tend to favor
a ‘valuc-added’ concept. That is, institutions should be judged not
by their outputs alone, but by their outputs relative to their inputs.
The students’*final standing .with regard to various characteristics
would not be as important as their changes (usually gains) during
the college ycars.” And, as stated by Cooley (1974, p. 33), “One of
the best established, yet frequently ign red principles in the assess-
‘ment of educational effects is that the state of students’ abilitics
* and motives & tfiey enter an educational program if always the
strongest predictor of whatjhcy will achieve in thum._The
-most obvious way to dest’with this problem is to measie the di-
mensions of individual differences that are expected to be affected

by the program being assessed prior to initiation of that pro-*

gram. ... To ignore measurement of the initial status of the learner
results in the same kind of ambiguity as ignoring-the measurement
of process or the measurement of outcomes.”

. One complication is that equal changes on a score scale, from

pretest to posttest, mean different things because of factors such as
“regression effect,” “ceiling effect,” and “floor effect.” Therefore,
a student at a higher initial level of competence in-the area of con-
cern at the beginning o the course or program may exhibit less
observed change on a posttest than a student lower in initial status,
anq yet have more “real change” or achievement.-Various methods
.have been developed for adjusting change scores, but many experts
now agree that the focus should not be on changescores or average
. change across groups. Instead, one should ‘equate on initial level and
then compare output levels. In comparing groups concerning the
effects of innovation; one can match the groups on initial status
‘ through sclection, select randomly, or use stratified, random selec-
tion. Anogher way is to separate the group or groups inF& thage that

23 Lo
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~ normal increases in maturity and knowledge with age, experiences,

“

are high, medium, and low on input level, and look at the output ofe

cach subgroup separately across groups, Furthermord, there are a
number of statistical techniques for tquaung on initial level, al-

though there can be problems with using these mcthnds if certain

conditions are not met.

Concerning program_cvaluafion and evaluation of effective-
ness, several additional problems are often present. Many such
studies in the past have neglected to consider the students who
dropped out M ghe course or program before completion. If those
cnmpltung a cd}s; or program exhibit significant achievement, but
half of the students have dropped out along the way, the overall

achievement level may not be as good as supposed. Furthermore; .

? L4 * - . .o -
positive achievement may occur during the period, whether these
students receive fhe instruction or not, because of factors such as

gained outside of the program, or socictal treads. Another problem
~'with many value-added studies is that they only analyze averages.
There may be an indication of overall group achievement for an
experimental group, afd yet it may be accounted fot by a minnrity
of individuals within the group, whereas the achievement may hgv
been slight for the majority 1)4' individuals. Similarly, no change may
actually mean no change, but it may-also-mean that segments of the
graup changed in opposite directions, in effect canceling cach other
out for the group as a whole. It is important to examine patterns of
achievement within a group in addition to overall averages.

The problems outlined can be overcome by careful planning,

and it is lmportant to use multlpk measures for the same outcome ~

for example, using self-report data to supplement the test data.
Similarly, if “valuc added” is of concern, it is important that the
tests and test items.one chooses to use not be so stable in nature
that they tend te restrict change from pretest to posttest, as do
many standardized, norm-referenced tests designed for selection to
a program and for placement purposes. Finally, for those interested
in assessing the achievement impacts of instructional innovations,
the following two recent publications may be helpful:

U.S. Office of KEducation. 4 Practical Guide to Measuring Project Impact on
Student Achievement. Monographs'on Evaluation in Education Series, No.
1. Washington, D.C.: U.S. Government Printing Office, 1975, Price $1.90.

'U.S. Office of Education. A Procedural Guide for Validating Achievement®

Gains in Educational Projects. Monographs on Evaluation in" Education
Series,. No. 2. Washington, D.C.: U.S. Government Printing Offxce, 1976.

Price $2.10.
. 24

-



O

ERIC

Aruitoxt provided by Eic:

. ) . 17

o

Special Problems for Community Colleges. Certain character-
istics that make community colleges. different from other types of
institutions also provide them with unique assessment problems
One of those prob]cms relates to the diversity of a typica commu- &

_ nity college’s student: and their needs (for examplé, see Cross,
1968; Brue, Engen, and Maxey, 1971; Garbin and V.uwhn. 1971;
and Lenning and Hanson, 1977). Thus, adjusting camplns ac huu-

*ment assessment efforts to “the individual character of students™
an especially difficult and comp]n problem for community (()]
leges. Furthermore, the Commission on Non-Traditi mal Study
(1973) reported that millions of adults would like to participate in
postsecondary education but have been hesitant about approaching
such institutions, and, based on Cross’ data (1971), we might ex-
pect that these are largely dlffcrcnt types, of adulis than those now
attending. S a

Not only are “the students especially diverse at most commu-
nity colleges, but so are the programs and courses, and the learning .
experiences therein. Community colleges not only have diverse arts -
and sciences ccurses, but also- occupational courses: of all types and
levels, Furthermore, community eollgges have traditionally empha-
“sized continuing education opportunities for the communm. and
generally offer a bewnldenng array of programs and courses in this
area, each having its unique achievement assessment considerations.
Even students in a ﬂuwer-drrdnglrg course want some ideu of, their
achievement and the areas in which they need special help.

“Comnunity colleges do have special assessment problems in

. addition to those faced by other institutions. This author is con-

‘vinced that these problems can largely be overcome, however, if-
jeveryone on campus: (1) becomes more knowledgable ubout effec-

* tive assessment and applies this knowledge to their specific areas. of
responsibility; (2) becomes aware of the varioys pitfalls in assess- _

+ ment and ways of avoiding them; and (3) devc]ops a common com-  *
migment to improve assessment of various kinds on campus. Every-
one should also keep in mind that different philosophies of student
development lead to different emphases and techniques in assess-

- ment (Cross, 1975), and that assessment (and its problems) also
varies with the particular ledrnlng outcome that one wishes to assess
- (for example, see Tryk [1968]). _ < . -

v
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A model of student learning consisting of five
important elements can be applied to decisions

in admissions, selection, placement, further

education, and changes in programs.

~
.

—_—

evaluating student
readiness for
further education

clifford e. lunneborg

.-

The usual i image conjured up by the phrase “readiness for further
=~ education” is a stark one, rooted in such assessment traditions as
determining the readmg readiness of a first-grade pupil, deciding to
hold a student back in the fourth grade, and Judgmg that a given
applicant is not “ready” to enter the hallowed precincts of a select
college. In each instance, the decision was a go/nogo one, farther
education versus no further educatlon, and it was made forythe stu-
dent by the institution.
Such practices seem badly aligned with the operatfng philos-
ophy of the public, open-door community college, wherglthe phrase
“we take students as they come" is usually interpreted 6 mean that
all applicants should not only be admitted but encouraged to realize
their educational aspirations. In sh:)lt, the _community college phil- .
- osophy is that everyone is ready for some kind of further educa-
tion. How can there be a role, then, for assessing student readiness?
Paradoxically, such assessments have an even more important role -
to play in the community college than elsewhere in education, pre-
cwely because the college cannot get away with the snmple, uni-
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lateral, one-dimensional judgment that a potential student is or is

N not ready for further education. This writer’s principal mentor was

fond of highlighting the differences between certain personnel selec-

tion and classification prcedures used in education and industry by
dividing them into those in which some of the applicants could be
. “drowned” and those in which that was not a permissible outcome.
In principle, none of our community college applicants may be

- -drowned; cach must be accommeodated in some classroom. Readi-
ness assessments are needed, as a result, not to decide for the stu-
dent *“‘readiness or not’” but to decide with the student “‘readiness
for what.’

However, even this expanded role for educational readiness
assessmnent tells only half the story. While this chapter will focuson
Way'S in which assessment can be used to facilitate student educa-
tional decision making in choosing a college, selecting a program of
study, and developing educational plans following the college ex-

perience, there is a flip side. Assessment of student readiness can”

be used in institutional decision making as well. For

whom is the college educationally ready? Recruitment strategies,

. course and curriclum development, staffing changes, and articula- .
tion cfforts all demand some inventory of ‘student characteristics.
Obtaining and evaluating student assessments for such institutional
purposes must also be considered.

- 3

a framework .

Rather than launching into a catalog of assessment devices

and techniques it will be helptul to first establish a general frame-
work within which they ‘may be fit, interrelated, and understood.
That framewink will derive fromn two stiaightiorward notions. The
first is that the fundamental goal of the community college is edu-
cation or, ir.m the student’s point of view, facilitating learning.
The second, alreasly introduced, is that students and institutions
must make educational decisions. Thus a desirable goal in assessing
readiness for educztion is to encourage decisions that maximize the
amount of learmng tiat takes place. This first notion will be dis-
cussed at some length; the second, more briefly.

One: What Controls the Amount of Learning? A]though a .
number of alternative formulations are available, the framework to
be developed here is based on Carroll’s (1963) model of school
learning. Carroll’s central thesis is that the student succeeds in learn-

¢ - ing a task to the extent that the amount of time required by that. -
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-student to learn the task is spent in learning. The power of this con:
ceptualization is that it compels us to attend closely to three as-
pects of learning: (1) What is the task to be leared? (2) What deter-
mines the amount of time needed by the student to learn the task?
. (8) What determines the amount of time the student is willing to

spend? v

First, what is the task to be learned? The task to be learned
may be relatively narrow, such as learning the symbol for a diode in
electrical diagrams, or broad, such as mecting general education
requirements, but it must be described precisely cnough that
teacher and learner are not onM in agreement as to what is to be
learned but as to the means by which teacher and/o? learner can
judge that the task has been mastered. Without that degree of speci-
fication, neither student, teacher, nor administrator can determine
whether learning (instruction) is effective.

Second, what determines the amount of time nceded by the _
student to learn the task? Carroll secs the second aspect, the time >
needed by the stud:nt to master the learning task, as determined by
three factors, renamed in some instances by the present author.
® Optimal time. What is the shortest amount of time the stu-
dent could actively devote to mastering the task? Originally termed
aptitude, this is the time required for the student to master the
task, assuming that ample time is available (opportunity), that the
student is willing to spend the time (perseverance), and that the stu-
dent is provided with instruction that is best (optimal) for that
student. This optimal time varies from student to student for the

. same task, reflecting differences in students’ experiences, including
differences in the particular knowledge they may have. For exam-
ple, the nontypist will require more time to learn keypunching than
will the typist. There is an optimal time for all students for each

- task. Note, however, that the time may be spent in very different

activities; one student may spend it in reading and another may
spend it with a tutor. i

.o Instructionual handicap. It may take more of a student’s time
" than this optimal amount if the instruction provided is not optimal

for that individual. Nonoptimal instruction handicaps the student by
requiring the student to spend more time to learn’the task. Some

_ students will be handicapped very little, learning with about the same

effort (time spent), regardless of instruction. Other students will be
affected drastically. The undeveloped reader, for example, will have
to spend far more time in a reading-oriented course than in a course in
which information is conveyed by teacher-si*'dent dialog.
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° Quality of instruction. Quality of instruction involves differ-
ences in instructional appiaaches to mastering a certain task, rather
than the differences in required learning umt. that may be induced
in some or all students.

The time a student nceds to’spend ]canung a task, then is the
sam of that student’s optimal time and the instructional handicap,
if any, associated with the particular instruction selected by the stu-
dene. Learning will be incomplete, according to Carroll; if the
student actually spends less than this necessary amount of time.

Third, what determines the amount of time the student is
willing to spend? The amount of time devoted to learning is seen as
potentially limited by two additional factors.

° Opportunity. The time allowed for learning may be con-
str.uned by such things as the college calendar, a teacher’s work-

“ [oad, and av ailability of learning materials. Institutional organiza-

- tion and operation may influence the amount of time the student
can spend learnipg. ~
] Perseverance. The student, ﬁnaﬂv, is willing to spend only a_
certain 2inount of time mastering the learning task. How irfiportant
to_the student is this learning relative to what may be achieved by
devoting time to other activitics? Perscverance, clearly, may be in-
flucnced by the quality of instruction as well as by the choice of
learning task. Boredom, frustration, and loss of confidence occa- -
sioned by time spent learning may, in turn, reduce the amount of -
time the student is willing to spend learning. -

The student will stop attempting to master the learning task
depending on which of the following occurs first: The task 1s mas-
tered, the msmutmn allows the studcnt no further time, or the stu-

‘ dent decides not to pcrsucrc. That is, thé amount of time actually
spent will be the minimum of (1) the time needed to master the
task (optimal time plus the handicap), (2) opportunity, and-(3)
perseverance. If the amount of time spent in learning is less than
that réquired for mastery, learning is not complete. How could-the
learning (instructional) situation be altered to make learning-more
complete? Clearly, this should involve decreasing the time needed
and/or increasing the time spent. Decreasing the time needed can
take one of two forms: décreasing the optimal time to mastery (as
by pr¢2raining or remediatioy or decreasing the handicap (as by
selecting more optimal instruction). Increasing the time spent can
be dccomplished by increasing opportunity {adjusting instruction so
the student can spend more time learning), or by increasing per-

“severance (intervention designed so the-student wzll spend more
. ume learning}.

- ' 3'2 S

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

We will use tlm framework for evaluating student readiness
for ‘further uluc.mnn that is, for assessing the student’s optimal
time and perscverance for a certain le arming task relative to the
nppur‘lunn\ the student has to master that task and the handicap
that might be associated with alternative approaches to teaching-
that task. AR important goal of assessment, then, is'to identify.lim-
lhn;_' factors and to advise the student on seleeting leaiming tasks oF—-

.

programs of instrictjon so as to make attainment of thic qdcctu}—-——._

task more likely. T i

Two: Dccision \Ia/\mgr Deei Nnn making was the second ele-
ment we wanted to include in our framework. Student assessments
are frequently employed on behalf of Stiidents to make decisions
between alternative courses of educational getion. Here the formal
procedures of utility or decisien theory can be used to improve the
usc of asscssments, as suggested by Cronbach and Gleser (1957).
Busically, their approach dircces us to fully assess the costs and
benefits of altemative decisions, sclecting the one thal™is expected
to have the ;,nuluL_u-Lﬂ'&y—trr‘thc‘“du“isinn maker. Because of the
potential techical complexitics in fully implementing this insight,
it has not received the practical attention it‘deserves. The approach
has also met resistance for requiring that we place on a single scale
of utility our valuation of diverse educational outcomes. What is the ”
value of cight students completing Adult Basic Ediication, for
example, as against two certified cosmetologists-or four ablezbodicd
seamen? Difficult as the task is, de ~ision theory teaches us that the
alternative to making values explicit is the acceptance of implicit,
perhaps unintended, values..

The technical details of Cronbach’s decision-theoretic analy-
sis of personnel testing are well developed by Cronbach and Gleser -
(1957) and the implications for certain kinds of educational deci-
sions—sclection, placement, assignment -hadve been discussed by
Hills (1971) and Willingham (1974). Here we shall only pay atten-
tion to Cronbach’s Ide that the utility of an educatjonal decision,
such as whether Student A should go into Training Scequence X
rather than Y, Z, or W, may be considered both from the point of
view of the individual and of the institution. For what decisions are
institutional utilities paramount? When is the student totally re-
sponsible for the decision and its conscqucnccs" We shall also try to
simplify the development ()f “utilities™ by focusing on the value of .
mastenng ]earnlng tasks to' the individual student and to the institu-
tion. The prime function of collcges, after all, is to teach, and of
students, to learn. It is within this teaching/learning arena that we
want to understand how asscssment can be used to advantage in
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decision making, By focusing on this common goal, decisions that
will result in the optimal institutional and individual outcomes may
be made to coincide. The college maximizes its productivity by

, @ maximizing the educational benefits accruing to its students.

some educational decisions

What are the educational decisions that should be affected by
the gssessment of student characteristics? All, of course, but let us

take them yp in a traditional, if not logical, order.

Admissions. Regardless of how open an institution is, admis-
sions decisions are made. Perhaps different terms should be used.
The college makes recruitment decisions (“Whom do we want to
attract?”), while the student makes college-going decisions. “Shall
enroll in a college? Shall I attend your college?”” The Commission
on Tests of the College Entrance Examination: Board (CEEB), in

formulating recommendations on the future of testing in higher

education (CEEB, 1970), emphasized the desirability of a sym-
metry of information in admissions decision making. That is, poten-
tial students need to have as much information about colleges as
colleges have about them. This is even more true of the community
college applicant, who is the decision maker, than of the student
who is attempting entry to a selective college and, hence, who is
awaiting an institutional decision. A student’s decisions ought to

include some appreciation of “What are the prospects for a student

like me?” Systematic collection of such data, outlined as follows,
would help the student select a college and the college direct its
reCrultm*‘nt cfforts. .

Selection of Study Program. Admission to the institution
often does not ensure admission to a particular program. Even
where quotas or prerequisites do not restric’ choice, the student’s
likelihood of satisfactorily completing the program is likely to vary

from program to program. The college owes it to students and the
community (1) to identify those student and program character-

istics assocjated with differential success; (2) to counsel students on
the importance of these differences to educational decision making;
and (3) to implement changes in curriculum that will decrease the

‘instructional handicap under which identifiable classes of students

operate. .
' Placement. Testing acquired skills or knowledge may be used
to assign students to or exempt students from certain elements in a

. . «
curricubim, The community colleges, of course, are confronted
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with an e\trcmcl\ m(h varicty of educatianad backqmuuds It has
been reported, for example, that within a tvpical college’s transfer
program, enrollment reading level mayv range from Grade Four to
Grade Fourteen. The diagnosis_of important gaps and strengths in
educational background, cnuplcd with tire provision of training to
compensate for and take advantage of that background, mav be the
most exciting challenge in educational assessment. Central to work
in this area is the notion that the same learning task may best be
mastered by different students in differnt wyys. The reader could
profit by examining the model of interaction between student and
instructional characteristics developed by Salomon (1972), the re-
view work of Hills (1971), and Willingham's (1974) discussion of
techniyues.

Continuing Education. As Kintzer (1973) and others have

'pomled out, the community college is in a unique middle position

in education. Those exiting from the college are not presumed to be
finished with higher education. This is obvious, of course, in the
case of the transfer student whose purpose at the community col-
lege is to prepare for entry into a four-year school. For the associate
of applied arts as well. further education, albeit defayed, should be
anticipated. There is growing interest in “reverse pyramid” cur-
ricula,, which permit students to complete the liberal arts or general

educatlon parts of the B.A. program after they have completed the

more:- specialized technical or professional training requirements.
There are also now “upper-division™ colleges, catering to the two-
year college graduate, where the vocational-technical graduate may
pursue additional formal learning in ever greater rumbers. Similarly,

one of the benefits accruing to the successful candidate for high -

school credit through the Gencral Educational Development Test is

~entry to further educational programs. Finally, all who stop short

of attainment of"a wraditional community college credential do so
with some degree of preparedness for educaticnal réentry.

A well-established goal of education at all levels is to increase
the value students place on their own furthér learning. As this is
true, it is as great a service to exiting as to entering students to
assess readiness for further education and offer counseling based on

~ that assessment. Both the assessment and the associated counseling
are likely to vary as a function of the community college program

completed or attempted.
© Program Modification.’ Allhuugh the prime emphasis in lhe
development and use of assessments of student educational readi-

ness is on improving the quality of\indiyi_duzcil educationa!l decisions,
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such assessments play a complementary role in institutional deci-
sion making. We have already alluded to college recruitment deci-
sions. Studics of student characteristics and theirrelation to attain-
ment of cducational goals ought to play as large a role in
differential recruitment as they play in counseling students before
and after they enroll. .

Simelarly, placement studies are undertaken not only to pro-
vide better instruction for individgal students but also to provide
the institution with the information necessary to decide between
alternative modes of instruction or to decide to emphasize or de-
emphasize various aspects of courses. A step bevond this are studies
of the relation of the characteristies of exiting students (data in-
cluding their community coliege experfences) to subsequent educa-
tional/voeational performance, studies that provide colleges with
vital signs for revamping and restructuring their programs.

assessments to be made

For present purposes, it seems inappropriate to describe spe-

cific assess” 't instruments. Rather, we shall discuss tvpes of infor--

mation usetur to collect. This preference for generality is based on
two reservations. First, specitic tests may be related to specific out-
comcs, specific learning tasks. The interested reader can search, for
example, the Journal of Educational Psychology, Educational and

. Psychological Mcasurement, Measurement and Evaluation in Guid-

ance, or the journal of Educational Measurement, for studies of
applications. Tests in Print>and Mental Mceasurements Yearbook
(Buros; 1972, 1974) are traditional sources of information on stan-
dardized educational tests. The second reservation is an even more

. . . 3 . . .
important one. Local characteristics should have a major influence

on the devefopment of any student assessment system. The descrip-
tion of learning goals, instructional resourees, and student clientele,
unique in some detail to the institution, will all interact to shape a
testing program as it matures. _

Student Characteristics at Entrance. It is convenient to divide
student assessments into those which describe students when they
enter and those which reflect what happens to students after entry.

- The latter are important not only as criteria—has learning been mas-

tered?—but as meusures of readiness for yet further education. What
should we learn about students at entry?

1. Prior Educational Record. An obvious start to answering - -

the student’s question, *“What lcarning tasks should T attempt?” is

,
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the counterquestion, “What have vou already learned?” Course-
ework already completed will give us a clue. Having had no mathe-
matics bevond the ninth grade, for example, limits the learning
tasks that can be undertaken immediately. Despite rhetoric about
beginning community college with a clean slate, ignoging the earlier
record does the student & disservice. Not only coursework taken,
but also grades .carned, have implications: When consistent with
aptitude/achievement test performance, low or high grades suggest
that optimal time to master a learning task may be longer or shorter
and, when inconsistent with test performance, should encourage us
to explore with students factors affécting their perseverance in
learning. ‘

2. Educational Proficiencies. The transcript of carlier course-

work may be too rough, out-of-date, or otherwise uncommunicative
to give a reasonable picture of the student’s educational background
on which to base decision making in the college. Testing for specific
. - . . . . . 4
educational--proficiencies and academic skills will usually be neces-

29

sary. According to Monroe (1972), at least 75 percent of commu- -

nity colleges do some diagnostic testing of skills in communication
and computation. A number of standardized testing programs are
availuble (for example, the Comparative Guidance and Placement
Program of the College Entrance Examination Board [CEEB], the
Amecrican College Testing [ACT] Assessment, and the Sequential
Tests of Educational Progress and Cooperative Achievement Tests
developed by the Educational Testing Seivice). Whatever tests are
chosen, colleges are obligated to ensure that tests are selected and
used consistent with the goals of the training alternatives available
in their institutions. An instructional emphasis on the improvement
of oral communications sxills may not be well served by diagnostic
testing oriented toward reading and writing. Although publishers
will typically assist institutions in the conduct of studies designed
to facilitate the introduction of their diagnostic instruments, it is
not uncommon for faculties to protest that the match bexween the
content of standard placement tests and their courses is not good
enough. Where such protests are substantiated by clear course ob-
jectives, it should be possible to construct from those objectives a
local instrument of greater usefulness. (See, for example, Chapter
Five of Bloom, Hastings, and Madaus [1971], for a prescription for
converting course objectives into placément testing assessments,)

3. Achievements. Placement testing of a nonremedial nature
is also frequent in such areas as mathematics, foreign language, art,

music, and technical drawing. The comments just made with respect
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to the need to tailor assessments to programs of study apply equally
well here.

Assessment of student achievement is also needed where the
goal is not to place the student in one of a set of alternative courses,
but'to award the®student credit for his (_S’her achievements. The
lmpllcatlonsm further education are not as direct, although such
credit may be interpreted subsequently as evidence of incieased pre-
paredness for further training. Where this interpretation is intended,

colleges will want to ensure that the mechanism for awarding it sup-
ports that interpretation. For example, validation of such credit
through performance on standardized college-level achievement
tests such as those included in the College-Level Examinations Pro-
gram (CLEP), the Undergraduate Program (UP) of the CEEB, or
ACT’s Proficiency Examination Program (PEP) supports students’
claims that they are prepared for further education.

4. Aptitudes. Although the old distinction between aptitude
and achlevement assessments as tapping unlearned versus learned
capacities is not supportable, a workable distinction can be made.

Achievement testing can be largely focused on specific elements of ’

the curriculum-have students mastered that which- will permnt
them to succeed in English 102 or Math 105? Aptitude assessment,
in contrast, will refer to cognitive capacities, habits, and.styles not
mtentlonally taught in the curriculum, but that may partly deter-
mine the student’s optimal time or instructional handicap in r-
ing learning tasks.

Following Salomon’s (1972) lead, for the purpose of making
educational decisions, ap:itudes may be subdivided into general and
specific aptitudes. General aptitudes, such as verbal and quantitative
ability, tend to have implications for the optimal time students
need to mastcr learning goals. In some cases, students may be re-
quired to complete remedial material before entering the normal
instructional sequence; in other cases, students may be asked to

complete more exercises to bring them to the same learning mastery

as otiter students. The assessment of more spccxﬁc aptitudes may
identify specific instructional handicaps. For' example, students
with high inductive or high deductive reasoning abilities, respec-
tively, have been found to learn more under a teaching method
focusing on the use of one rather than the other ability.

5. Personal Characteristics. There are other personal charac-

teristics, often styled nonintellective or noncognitive, that affect
readiness for learning, largely by mflumcmg the student’s persever-
ance. ‘As the amount of time the student is willing to spend in the
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learning enterprise will frequently control yhether learning tasks -

are mastered, it is as important to undertake assessment in this arca
as to assess aptitudes or achievements. Indeed, with only 1bout one
third of the very high community college student attrition explain-
able on “intellective™ grounds (Monroc, 1972), pers verance would
seem to need far greater attention from résearchers and counselors.
What affects perseverance? Clearly, we do not have anything
approaching a full answer yet, but the following is a sumpling &F.
‘measurable differences bétween students-Ahat affect purseverunce:
student activities (how students actually allot their time). students’
perception of learning demands (what degree of commitment js per-
ceived as necessary to achieve learning), the importarel students
place on learning (how important is learning to the student relative
to other activitics), students’ learning values (what individsial values
are to be met_ through learning), students’ académic/cocaiional
interests (how focused are interests and how instrumental in deci-
sion making), students’ educationalfvocational information (how
broad is the student’s knowledge of options and implications), stu-
dents’ self-confidence (as reported by Cross in 1972, fewer than one
third of community college students are confident of ability to han-
dle coursework), and students’ awareness of their learning capabilr-
ties and weaknesses. ' s
; A variety of instruments are available and the interested
reader is again directed to Buros (1972, 1974) and to the educ:-

- tional counseling literature for specifics. We will discuss in the fol-

lowing section how assessment data of kinds just described can be
used to facilitate improved decision making.

Assessing Educational Benefits. The workhorse team of indi-
cators for the impact of educational programs on students are learn-
iNg, persistence, and satisfaction. Although all three arc obviously
important, we shall concentrate on assessj “learning. This is done
for two reasons: (1) objective learning in the community tollege
provides the clearest evidence of readin®ss for further education on
the part of these exiting from college, and (2) achievement data,
ifformation about what has been learned, provides an institution

“Wwith the most valuable signals about how programs of study need to

be adjusted. Information zhgut student satisfaction/dissutisfaction

may help somewhat in this regard, but attrition rates provide us no

diagnostic feedback: They alert us only to the prospect that “some-

thing” may be'wrong. . . .
- * Unfortunately, the student performance criteria most fre-

quently used, a course grade, or worse, grades averaged over several
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courses, provide little of diagnostic value for this second purpose,
and they are surpnsingly uninformative, particularly to those out-
side the college, when used for the first purposc. In both ingtances,

assignment policies, and for guiding student pro

course of study, achievement tests, frequently locally constructed

but well aligned with course objectives, are itreplaceable. For our

primary function here, that of evaluating readiness for continuing

. leaming, pc—rt‘m-m.mw on standardized, widely used achievement

tests, such as those in the CLEP or the CEEB Undergraduate Pro-

gra, provides the hest availeble assessment procedure. Wide ustge

of these tests permits both the receiving colleg: to make sensible

. evaluations of the pattern of the student’s prepdradion and the send-

“. Ting college to counsel potential transfers about their prospects.

Although this remark is oriented to the guidance, not the admis-

sions, use of such assessments, the author recognizes that testing at

: time of transfer is not popular. Menacker (1975), for example, does

+ not gwve much attention to the role such assessments might play“in

improving articulation, and Rinchart wiiting in this volume does

not I)‘('Iic\ o they should be required by fmfr-yﬂc.n‘ colleges without
solid evidence for their necessity.

’

using and ¢* luating assessments
. .

I wis the informatiod gained from student asscssmcnt‘s" to

,  be used and how do we know ‘if that use is effective? One point,
above all. needs to be emphasized. One cannot simply buy a testing

program and expect to have it operating effectively one, two, or

. _threg vears fater. Reading the applied testing literature and talking
with colleagues-at other institutions will certainly help one to dé-

cide what instruments or procedures are worth trying out. But
experience clsewhere, no matter how extensive, can never substitute

- for local experience, carefullyv evaluated, in determining whether
that program \nught to be adopted. A corollary to this rule is that-a
college must be prepared to make a commitment of resources over a

“number of years if effective assessment is to be realized. ’

Assessment programs need to be evaluated by their efficiency

Jin predicting students’ later performance. ‘Usually . students are.

e

v

tested and then their scores on the tests are compared vith their .-~

subsequent learning performance. Hills (1971) and Willingham
(1974) provide cxcellent descriptions of ways to design studies to |

-
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establish and modify placement testing programs where the assess-
ment of prior learning is important. Glaser and Nitko (1971) and

: " Bloom, Hastings, and Madaus (1971) are valuable sources on the

development of learning measures and of their use to develop and
evaluate courses. Salomon (1972) outlines the use of specific dptl-
tudes or other characteristics in designing alternative modes of in-
struction for the purpose of reducing the instructional hand:cap
The accelerated search for aptitude-treatment interactions (AT1) in

educatlon-—selectlhg mstructlonal techniques that are optimal for-

students possessing certain’ characteristics—will be facilitated by
Salomon’s delineation of three models: remedial, compensatory,
and preferential. As these terms connote, alternative instruction
may be devised to fill in (remedial) or bypass (compensatory) stu-

dent characteristics or to differentially take agdvantage of them

(preferential). Off to an unrewarding start, ATI studies can be ex- -

e

.. pected to become more productlve and-colleges should prepare for-

instruction to beceme ever more individualized. Ra seche (1973)
has explored, sympathetically, the implications ofthls prospect for
community colleges. -

The educational decnsnons dlrectly affected by the Pl’OCedures““-

and supporting studies just discussed are all of an institutional
‘nature. At the beginning of this chapter, however, we emphasized
that it was the nature of the public community college to put a
“maximum amount of decision- -making responsibility in the hands of

. .the student. How' can assessments aid the student? In much the
" same way, they aid the institution. There is, however, one impor-

tant addition. Institutions have appreciable resources to bring to

. bear on the interpretation of student readiness assessments. In par-

ticular,” they can turn to the records of prior generations of students

to make predictions about the prospects of the new student. Stu-

[l

dents, by contrast, confront what are seemingly unique, if not once-

in-alifetime, choices. How can they effectively utilize their experi-
~ences when making these decisions? If students are to make good
use of assessments of educational readiness, they will need the
assistance of the institution.
The author was shocked at first by the finding of Gillo, Lan-
derholm, and Goldsmith (1974) that community college faculty,
.administration, and trustees were all in agreement that colleges
placed too great an emphasis on education and too little emphasis
on the counseling of students. The shock was based on the author’s
concem that community colleges, which were chartered as teaching
- institutions, nught become, to educatlon s loss, diffuse social service

.o Ao

Ten

O

sy

e I3
. WA,
B



34

agencies. On further reflection, it seemed likely that these educators

were concerned that the training mission of colleges will be frus-

trated unless improved counseling can increase student perseverance
-and decrease student instructi()n-al'handiéap.

How is counseling to be improved? We would answer that
one way to improve it is to provide the counselor with better data.
The more complete and accurate the information available to them,
the better should be the decisions students are able to make. The
counsclor must have the informatioh to be able to answer the ques-
tion: What do this studgnt’s characteristics suggest will happen to
her or him in the community college and beyond? The same kinds
of ;ﬂcdict()r-qritcrion studies necessary to buttress institutional
decision making are needed to provide the counselor with the hard,
empirical information now in scant supply. We suggest that better
“local” predictive studies will be more valuzble than bétter-trdined
or evengrore counselorsg e . '

. JIn closing, we should note that.the challenge to improve the
effectiveness of community college education through better assess-
ment of student characieristics extends beyond the colleges them-
selves. The community colleges are teaching institutions and few
have all of the resourtes needed to mount fully articulated assess-
ment development programs. It would be unnecessarily redundant
for the situation to be otherwise. A share of the responsibility for
assessment development must be picked up by state coordinating
groups, by testing agencies, and by unive;sj"ty departments of higher
education. This can be done without compromising the college’s
educational autonomy. The college need not be told what to teach

“or to whom: What is needed is technical assistance in developing-
assessments keyed to the college’s own teaching and learning goals‘.
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A ' Different types of transfer students
g require different assessment measures
for admitting and ddvising them.

N -

. : | ," . . u..ﬂ
assessing successful -~
articulation of ~

- transfer students

y

richard rinehart -

For many reasons, approximately 1,000,000 students are transfer-

~ ring from one institution of higher education to another this year.

- While the total activity involves significant numbers of students .
who tramsfer to a college at the sz.ue level, and students who move
from a four-year to a two-year college, this study concentrates on

. those who transfer from a two-year college to a baccalaureate pro-

- gram.. This is not a minor group. The National Center for Education

-~ Statistics (1976, p. 77), reporting on high school seniors’ plans,
showed that more of them (30 percent) plan to attend a two-year
college and then transfer to a four-year college than any other plan;
including attending a four-year college (22 percent), and no college
at all (24 percent). o ' ’

- The' diffegent reasons for transfer involve much more than °
the traditional intention of entering a transfer program with the

- express goal of moving on to a four-year college after two years of
“foundation studies. Other reasons includegsuch things as changes of

- educational goals, and subsequent aware:ggs of educational options
-and specialization opportunities, and fa relocation in our -

New Directions for Community Colleges, 18, Summer 1977,
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mobile socicty. These purposes become important, because they
Seem to have a bearing on the student’s probable success. Therefore,
after briefly reviewing studies: of articulation between community
colleges and four-year colleges, this article will describe some of -the
assessmeut measures and’ criteria that relate to transfer per-
formance. .

Interwoven into the analysis are several important, issues, con-
cerns, and questions. It is apparent that there are contradictions
betwgen people’s philosophical positions, organizational assump-
tions, and operating practices or policies. Some of these are:

1. Should there be open access for transfer students w1thm a
system of higher education? Should the system make commjtments
to students for education beyond the associate degree? . « - _

2. Should the “transfer shock” pher.omenon be considered in
admission and retention policies?

3. Several sets of recommended po]|c1es have been adopted
and dpprmed by groups concerned with transfer students, yet they
are more often ignored than followed. Is it possible to determine
when these noncompliances are based on conclusive studies made
by individual institutions, and when they are more a matter of tra-
dition in the ah<ence of any valid information?

4. If (as in-a typical situation), grade-point averages from
community college courses are only reasonable predictors of success -
in four-year colleges, and test scores ‘ur demographic data do not
add significantly to. the overall validity, what other facts or mea-
sures can and should be used in advising and/or admission deci-"

sions? - . .
N -

trends, classifications, and basic facts

There have been many statewide studies and dissertations on .
individual or regional transfer characteristics, and data have been
collected for large systems such as the full set of public i mstltunons

-in the State University of New York.

, Extrapolating the conclusions and data of many studies léads
to the estimate that there are about 1,000,000 individuals who
transferred from one college to another in 1976. This number may
be significant in that it represents a trend that is creating pressures
for effective and appropriate assessment measures and policies. It is,

- however, extremely important that these assessment criteria and

policies be based on a complete understdndmg of the dxfferent
types of trdnsfer. 4
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Classification of Transfers. The following classification is pro-
posed for clarity. The headings are basically those identified by
Willingham (1974), with some additions and modifications.

L. Articulated Vertical Transfer. Students moving directly
from ‘parallel, articulated programs in a two-year college into the
upper division of the program in a four-year college. ]

la. Articulated Vertical Transfer in Specialized Career Ficlds.
This is a specialized case of Item 1, applying to students whose asso-

. ciate degrees, by plan, are both entrics to technical employment

and specialized degrees required for entry to an upper-division pro-

one four-year college to another because of family migration,

-changes in educational plans, dissatisfactions, and/or financial con-

straints. . _ :
3. Nontraditional Transfer. Two- and four-year college trans-
fers who do not follow the usual patterns, including adults who
have been out of college for some years and those involving external
or experiential studics and other situations .in which the prior
studies may not be valid for assessment-purposes. -

4. Reverse Transfer. Students transferring from a four-year to
a two-year college. \ .

5. Open Door Transfer. Transfcrs from one two-year college
to another for a variety of reasons. ' '

6. Double Reverse Transfer. Those réverse transfers who re-
turn to a four-year college. These individuals may be in normal

- transfer or in occupational programs at the two-ycar college, and

may change their ficld'in the process.-
7. Vocational to Changed Major Transfer. These are individ-

uals transferring from a career program in a two-year college to re-

lated but different baccalaureate programs in a- four-year college.
Willingham designates a “Vocational Transfer” classification, but
this definition is modified in order to distinguish between those
who go into a program that is designed for articulation with similar
programs in four-vear colleges (1a), and those who go into a pro-
gram that normally involves a different articulation path. For exam-
ple, a civil engineering technology graduate that enters a BET pro-
gram in Civil Technology would be in thé 1a group, whereas one

“that transfers into civil engineering, urban planning, landscape archi-

tecture, or vocational education would be in this group.
8. Upside-Down Curriculum Transfer. This classification in-

' cludes individuals that transfer into “upside-down” degree programs

46

2. Traditional Horizontal Transfer. Students moving from.
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that exist in some four-ycar col]cgcs Sometimes involving a degree
in “General Studies,” these degrees are structured to provide mostly
general education courses, management studies, or other general
studies that come ajte*r technical training in two-year colleges.

Research results and policy assumptions are dif ferent for the
several types of transfer. Therefore, assessment measures and cri-
teria rcu)mmcnddtl()ns must be l)ased on thc specific type of trans-
fer. .

Tendency to Transfer. A recent emd extensive study by
Holimstrom and Bisconti, for the American Council on Education
(1974), clearly documented a high transfer rate. They showed that
51.9 percent of all persons entering a two-year college as first-time,
full-time students in 1968 had transferred to a four-year college by
1972. More men (55.7 percent) than women (45.3 percent) actually
transferred, and other variables indicate a pattern of underrepresen-
tation of women in transfer statistics. The difference between men
and women was larger in the statistics for public two-year colleges

_than it was for the overall sampie. Their results showed that women

generally enter a two- -year college with more defined goals, and that
their plans included programs like nursing, secretarial science, and
dental assisting. These curricula usually have less transfer potential
than traditionally male career curricula (such as engineering tech-
nology, agribusiness, and law enforcement). :

Holmstrom and Bisconti also showed (and this is corrobo-
rated by specific state studies) that there are slgmﬁcant regional and
state differences in transfer rates.

Their statistics document the expected and obvious puositive
correlation between both plans to transfer at the time of ending the
two-year college and good high school grades and actual transfer.
Perhaps more importantly, they concluded that high school grades

- and affluence were not correlated with transfer for those individuals

who did not initia’l]y plan to transfer.

One observation made by Holmstrom and Bisconti highlights
a general prob]cm‘ “Bdckground factors, about which we know a .
good deal, are less important determinants than experiences at the
junior college, about whlch we kn()w conSIdcrably less” (1974, p. -
24).

Fatterns of Articulation. “There have been severdl important
surveys of articulation practices. The collected information is quite
comprehensive, and it proves that the patterns are complex. Only
rarely can one generalize conclusions and/or observations made in
one college to broad situations. Variables such as state and regional’

o | . 4‘7\ .-.
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. location, type of transfer, type of program, and institutional charac-
© " teristics must be considered before any articulation decision or
! recommendation can have any general validity. .
. - Frederick Kintzer summarized articulation agreements and
"practices in the fifty states in 1973 and updated the information in
'1976. His analysis of emerging. patterns provides a good basis for
analysis. More details within selected states and more elaborate
models of articulation agreements are available from the agencies
nvolved. One example is ‘the work of the Massachusetts State
* Transfer Articylation Committee. Under the leadership of Ernest
Beals, a Transfer Information Service program js underway, spon-
sored by the Cpllege Entrance Examination Board. With successful
experience in Massachusetts, the research system is being extended
to other New-England areas, and it is used as a model program for
other areas. For example, Beals reported (1974) that 30,000 indi-

-~ Viduals applied for transfer, in the fall of 1973, to Massachusetts .
four-year colleges. While 61 percent desired transfer into the junior-

~ Year of baccalaureite programs, the sample included most of the
 dlassifications described in this paper. ’

' Warren Willingham, in a series of reports, has collected re-

Sponses from national samples of four-year colleges to a variety of

Questions, and then identified problem arcas. With Findikyan in

1969, he documented the numbers of transfer applicants (432,000

. in 1966), the percehtage that were rejected (32 percent overall),

: and other factors that were used in admission decisions. These, . -
together with recruitipg practices, were controlled by region, insti-
tutional control, size, and affluence. Admissability factors, analyzed
for all categories, included high school record, test scores, personal

¢ qualities, recommenditions, residency, reason for transfer, quotas,
field of application, and grades. The QCgree to which these factors
are used by individual four-year colleges is described by Prdia
(1975). This information, in handbook form,. has particular value
because it includes a large number of colleges and is generally acces-
Sible. ' o -

“

assessment ‘measures/success correlations

Various assessment measures have been evaluated for their

" SuccesS in predicting transfer student achievement as assessed by

their gr{idegs earned in the upper division, earned degrees, the time
Needed to complete degrees, and persistence versus different reasons

for withdrawing. Credits transferred and junior standing are not

48
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appropriate criteria of success because they are more a matteé‘ of
pNlicy and/or agreements. Longer-range measures of guccess, such as
improved £mployment and personal satisfactions, have only béen
studied in extremely limited situations that cannot be generalized.

Grades Prior to Transfer. Grade-point averages and grades in
specific courses have had a higher correlation with. artlculatlon suc-

‘cess than any other factor; however, there ate limits, proble?ns and

extreme variations in the correlations. The existence of transfer
shock and recovery has been kndwn for a long time. In general
transfer students suffered a reduction of grade-point averages in the
first semester or term after transfer and then they ha\ellmprOVed in
subsequent marking periods. The Knoell-Medsker study (%965),

. often considered a landmark study, documented the phenomena,

and;howed that it was not uniform for different situations.
First-term and cumulative differentials—the differences be- -
tween the grades of transfer students and students who had studied
at.the four-year college for two years—by the type of four- -year col-
lege were: —.58, —.50 for major state universities; —.16, —.09 for
teachers colleges; —.28, —.22 for other state universities; —.25, —.20
for private universities; and .—.46, —.39 for technical institutions. -
Differentials for individual four-year colleges ranged from +.08,
+.04 to —1.14, —.93. The same students, three years’after transfer,
had graduation rates ranging from 73 percent to 53 percent; and
academic dismissal rates of 13 percent to 7 percent by the type of
institution. =
Recent data from more limited - populatlons have corrobo-~
rated these general obsc rvatlons. However, some additional trends
tend to complicate the situation. Some two-year colleges have
adopted differing types of nonpunitive grading. The extent and par-
ticulars are rarely the same, and the individual college policies must
be known to make intelligent ue of grades for advising or admis-
sion decisions. A- general grade inflation phenomena has been ob- .

- served and -discussed. In the last year, there has been some apparent

reaction to this, resulting in a countertrend in two-year and four-
year colleges. Some specific programs in four-year colleges have

- found that selected course grades can help predict success. Since

each of these relates to a particular degree program, they do not
relate to general progress, but the techmque apparently has merit
for specific cases.

' Tést Scores. Most of the researchers have concluded that '
standardized tests are not 3s valid as indicators of success as grades,
and that taken in conjunction with pretransfer grades, they do not
materially improve the prediction of four-year college grades.
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There is, ‘however, a consensus that some tests can be used
for curriculum articulation decisions. The most widely used test for
these purposes is the College Level Examination Program (CLEP) of
, the College Entrance Examination Board. Two of their goals for
oL EP, as stated by Arbolino (1976, p. l.)), are “To encourage col-
- leges and universities to do a more valid job of placement, accredita-
tion, and admission of nontraditional and transfer students” and-

*“To help students secking to” transfer from one institution to an- .
P g

other to do so with a minimum loss of valid college credit.” Arbo-
lino reports: that approximatcly 3,800 institutions of highgr educa-
tion grant credit on the basis of CLEP this vear.

Based on his-independent experiences, Menacker has agreed
_that the CLEP-examinations can well be used to resolve problems of

specnfic courses and credit transfer. e includes general (ducatlon g

course conflict areas and certain specific required courses needed
for transfer. He adds the caution that tests should not replace the
need for mutual understanding and communications between the
two institutions; and that the CLEP test should not be used as an

- admissions rejection device (Menacker, 1975, p. 160). -

Other Results. Additional conclusions reached by Knoell and
Medsker (1965) have been corroborated by more recent studies:
with sma.llt'r samples. .

1. “Students who transfer from a two- -vear collcgc \nth full.

junior standing have slightly less than two chances in three of com-
pleting their baccalaureate degree pr()grums within a period of three
years. after transfer, if they enroll on a full-time basis. About two
thirds of those who complete degree programs do so within only
two years after transfer with junior standing. The odds are about
four chances. in five that the students will complete a degree-pro-
-gram eventually, with the time and institution unspecified. The
probabilities are considerably lower for students who transfer with

_less than junior standing and for those who enroll on a part-time
basis in a four-year institution” (Knoell and Medsker, 1965, p. 26).

2. General . data for large numbers of people show that
women, as contrasted with men, (a} are“slightly more likely to
complete baccalaureate degrees with two years of transfer, but are
underrepresented in the total group that had completed degrees in
three more years, and (b) are.more likely to withdraw for personal
reasons, but.less likely to withdraw for academic reasons. These
contrasts seem to be 4 result of the programs men and women select
and sexual stereotypes-rather than a result of female individual or

“ group aptitudes. Women are overrepresented in teacher education

and some other fields wherein transfer arrangements can be flexible;

50 :
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and are uiderrepresented in such programs as engineering, where
most individuals (native and lmnsft r) take more llun four total
years to wmplcw the degree.

3. *There is so much overlap in the distribution of academic
aptitude of the transfer stadents who graduate and those who drop
out that test scores do not distinguish very efficiently among the
successes and failures. If junior college grades are used appropriately
in screcning, counscling, and/or sclecting transfer students for ad-
mission to particular institutions, there should be little need to
introduce test results as further evidence of capacity to do satisfac-
tory .work in the upper division. This does not, of course, argue

against the use of test results obtained for transfer students for

other purposes nor does it deny a significant relationship between
test scores and grade-point averages. Some possible uses of test re-
sults at the time of transfer include placement in course sequences,
demonstration of proficiency, qualification for honors programs,
and validation of credit for courses for which transfer credit is not
normally awarded” (Knoell and Medsker, 1965, p. 93).

4. ““[We must also consider] . other personal characteristics.
Most nonacademic characteristics were found to have much less
relationship to student performance than was found for high school
and junior-college achievement. Significant relationships were found

for some samples of men and women at different types of colleges

when enrollment outcomes were related to family naticnality, par-
ents’ educational attainment, and father’s occupation. The findings
tended to support the belief that students with dwer-class bacK-
grounds who persisted through junior college and transferred would
be just as likely to succeed as those with middle- and upper-class
backgrounds who had had fewer handicaps to overcome” (Knoell .
and Medsker, 1965, p. 40).

A review of doctoral dissertations, institutional studies, and
research journal articles of the past five years leads to some addl-
tional general obscrvations.

1. Little or no correlation was found between effective trans-
fer and aptitude or vocationalprefcrence tests or inventories.

2. High school rank or grades were uncorrelated or ‘were
much less correlated with transfer grades than were grades in the
two-year college.

3. Conlflicting conclusions were drawn on the relationships of
students’ age, sex, and marital status. Other conflicting results con-
cerned the size of the prior college and rural or urban classifica-
tions.
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4. Students trdnsfemng from a university branch to the main
university (bxgnchfers) generally did better and had more success
than transfers from two-year or four-year colleges.

5. Reverfe transfer student success depended on program
selection and goals. Most of them planned to return to a four “year®
college, but usually not to the original institution.

recommendations and guidelines

All persons involved with advising and/or admission decisions

45
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need to be familiar with two sets of national guidelines and with

any state or regional statements that affect them. The major recom-
.mendations, which are too important and detailed to be digested in
this paper, art: Guidelines for Improving Articulation Between

' Junior and-Senior Colleges (a 1966 joint statement of the Associa-

N

tion of Americdn Colleges, American Association of Junior Col-
leges, and the American Association of Collegiate Registrars and
Admissions Officers, available from the American Council on Edu-
cation), and College Transfer (working papers and.recommenda-
tions from the Airlie House Conference of December 1973, spon-
sored by the Association Transfer Group). Both refer to the selec-
tion and use of assessment measures and criteria.

. Menacker (1975) and Willingham (1972) have written about
the fact that many of these recommendations are not being fol-

_lowed by four-year colleges. Menacker has presented some case

studies and proposed the use of conflict theory to help undérstand

‘the problem. Willingham has documented the areas of noncompli-

ance and their relationship to the type of four-year college.

_ Concerning assessment mecasures and criteria, it would seem
that; the burden of proof for requiring ever-higher grade averages
and requiring test scores must rest with the four-year college. The

~proof or justification needs to rest on institutional research that

contronls for the colleges from which students transfer, takes univer-

sity major or .program into account, and compares transfer with -

native students. .

. The recommendations stress the overriding importance of
extensive communications between the two-year and four-year col-
leges, and the need for joint involvement in establishing articulation
assessment criteria. These needs come up in almost evety meeting,
conference, or publication dealing with transfers. Advising and ad-
mission decisions .require multiple .channels of commumcatnon
becausc of the changing status of curricular expectations at both
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assessment summary - .

collc;,cs and changes of personnel. Articulation offices are needed
in all colleges that include sizable numbers of transfer students in
their student bodies. These offices must be able, thrnu;h capacity
and contacts, to monitor and facilitate mutual communications
about faculty, admissions, counscH)ng, and financial aid. -

o

¢

The f(;)sll()\\mq: s,uldtlmcs summarize the ohservations, re-
scarch, and recommendations reviewed in this chapter. They focus
on the measures and criteria to be used by four-year colleges in ad-
vising and admitting dl”(.l‘tnt types of transfers fromn two-year col-
ILQLS

Articulated Vertical Transfer (1). Having the largest number

- of transfers, this traditional.articulation casily justifies formal and

explicit transfer agreements and/or policies. The agreements are
usually ;developed as part of a state or regional arrangement. Pri-
vately controlled and highly specialized institutions that incldtle
transfer students in their general goals, should also develop such
agrecments, if thLy are not part of a sy stem ‘agreement. The na-
tional reccommendations described carlier prmuh a base for such
agreements, and the numbers involved warrant the specific research
needed to make sound provisions.

The agre¢ments should involve minimum grade-point averages
(GPA) in the two-ytar college oniy if specific rescarch—controlled
by. prior institution and pmgram—documents a “‘transfer shock™
and only to the extent that the GPA is lower for transfer students

‘than the institutional academic p()llCles allow for probation. Advis-

ing and counseling effectiveness requires a knowledge of the differ-

ences between the two-year and four-year college in instryctional
styles, grading standards, program goals, and gencral environmgnt.

‘Assessment measures for admission to certain four-year programs

(such as fine arts, music, and photography) may include portfolios,

- auditions, and special prolects. These may be neided to measure

profess:onal performd‘nce that is expected to compare with that of
native students or that is not reflected sufficiently in grades. Since

-tHese involve professional judgments, they should not be the sole

criteria for admission. The review of such portfolios and special

-projects should include, if at all possnble, a discyssion with the ap-

plicant. Such discussions often reveal misconcepticns on both sides,
and allow the college to valldate the mdependcnt work claimed.by

the applicant. AP . ) .
53 ,
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Artzrulated Transfer in S/)('czalum' Carcer Fields (1.4). Thcsc
spccml cases should follow these suggestions plus a specialized
“assessment device or procedure, Since sthe four-vear cn]lcge expects
to build on the learnings in specialized programs from many-two-
year colleges, . it is probably neceSsary to cvaluate the match be-
tween the lower- and upper-division programs. This could be irt the
form of extensive communications between the respective faculiies,
and/or a test or questionnaire designed to cover” the matching or
overlap areas. It must be stressed that the two-year programt’s mest
important goals deal with direct employment and local situations.
Therefore, the combination of devices must be clearly established as

47

a means of improving. the articulation success f the.transferring °

individuals; not as general evaluations of the associate degree pro-

gram. ' . | ‘ :
Where assumed to be important in special fields, compe-

" . 'tencies are not adequatcly measured by grades, these transfers may

also find it appropriate to use a special project, Qemonsmumn or
equivalent portfolio of skills. ' ?
may have been out of comgc for some years wholhave had experie
ential learning and/or external studics, different assessment mea-

Nontraditional Transfer (3).* Since these | iare people who

. . A 5 : R
sures are needed. Earned credits should e accepted regardless of

any time lapse, unless the courses have clearly chinged in content
a.nd involve specific prerequisite infurmut'um for noncredit learning,
such as chemistry. CLEP or (.qlll\dl(.‘nl examinations should be used
‘for both c’urnculum/ucdlt transfer questions and for advising.
These two fupctions are very likely to be related, because the indi-
vidual's decision to enroll probably depends partially on the extent,
of transfer credit allowed. CLEP scores should, however, not be
used to deny admission to baccalaurcate programs. Admissions

assessments should include a technique for measuring the con-

" gruence of the individual’s goals, recent accomplishments, and the
gru g p

goals of the four-year college program. Interviews, references, re-
qu1red goal statements, and samples of recent work (for examplé,
reports, reviews, and personal or employment accomplishments)
may be used to-evaluate readiness. Other assessment measures such
as llf available guides evaluating armed services studics, and state
agenfy prdcedures can be used where appropriate.(such as the New
York’s Regent’s Degree and/or Empire State College summaries).

. ¥The types of transfer identified earlier as 2, 4, and 5 are beyond the
scope of this paper. i N
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Double Reverse Transfer (6). These individuals may well feel .

that there is too much assessment data available. Whether returning
to a different four-year college, or ‘- the original institution (a
small minority of this group), the key assessment question concerns
the ~xtent to which the original grades are used. It is suggested that
advising interviews determine whether any significant chapge has
occurred since the original four-yvear college experience. The
changes may be marriage, full-time service or employment that re-
lates to goals, major career/goal alterations, and/or different grade
patterns in the two-year college. If there are such changes, it would

o be inappropriate to use poor original grades as a reason for non-

admission: In this event they should be assessed and advised in the

same fashion as other transfer students.

Vocational to Changed Major Transfer (7) Assummg that
these people are making the change in conjunction with good advis-
ing or counseling, it should be possible to estimate the degree of
similarity between the two-year college instruction and that of the
proposed new major. To the extent that there is similarity in the
instructional styles, evaluation procedures, general education goals,
and overall environment, it will be possible to use grades, discipline

references, and measures of persnstence in assessing the potential for

a successful transfer. If there is no reasonable similarity, it may be
necessary to use test scoges, high school grades, and general réfer-

- ences. In any event, assessments for credit transfer may require the

use of CLEP or equivalent tests. The determination of similarity
requires a detailed knowledge of the two fields. Superficial impres-
sions and. perceptions are not sufficient. A student’s previous work
in civil engineering technology may be more similar to the college’s
urban planning course than to its civil engineering course. '
Upside-Down Curricula Transfer (8). Since such programs in
four-year colleges do not rely on specific prérequisites or prior

learning, assessments can be bascd on general collegiate experiences.

g

Ar overall grade-point; average can well be used (taking transfer,
shock and recovery into account if yesearch has documented it).-

Specific tests or course grades do not have the value for this group
that they have among articuiated transfers.

general observations .o

~ All of the research and recommendations outlined in this
chapter lead to the conclusion that there is a strong need for exten-

“sive communications between two- and four-year colleges. Only
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o
wita regular and continuing artaneements  for Lnformation ex-
change, can assessment measures and eriteria be valid, Moreover,

“performance in the two-year college is always a better predictor of

success than are high school grades or rank. And, finally, the four-
year colleges must assume responsibility: for properly validating any
criteria that differentiates between native and transfer students.
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Today most community colleges are committe
to occupational education, and assessing student
progress in this area, though complicated,
can be accomplished by careful planning.

assessing student progress

in preparation for work

S. V. martorana

The commitment of the “community college muvéﬁéh”t”to»hclp

students to choose and qualify for a life work has been challenged

throughout its history. Even now, for example, despite the need for

the world of education to become more relevantly tied to the world

~-ef work—a -point of view given dramatic public notice by former
President Gerald Ford in an address early after his assumption of
the presidency—many powerful voices claim that a strong concen-
tration on the student’s vocational goals will give his education a

- handicapping disbalance and be, in fact, counterproductive to pre-
paﬁng him to cope with the rapidly changing future social order
increasingly visioned by futurists in all ficlds.

Community college officials need to assess their occupational
programs within this continuing controversy. The constant ques-
tions they will continue to face are: How can we evaluate the effi-
ciency and effectiveness of the program in preparing an individual
for work, and How can we assess the student’s progress toward this

goal?

New Directions for Community Colleges, 18, Summerél)g.
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problems facing assessment of occupational programs

This discussion now turns to some more specific difficulties
in assessing occupational programs, which have generated doubt
about the dedication of these institutions to occupational educa-
tionai goals and to their capability to attain them. Six specific prob-

lems significantly affect commumty colleges’ efforts to assess stu-

dent preparation for work. :

One: Adjusting to Growing Awareness of the Emerging
Knowledge Society. Davis and Blomstrom (1973%) have.advanced
two ways by which a knowledge society may be defined. One defi-
nition is that such a society exists “When more than half the gross
national product is provided by the knowledge industries,” organi-
zations that produce and distribute ideas and information rather
than goods and services; examples are newspaper, magazine, and
book publishing, television, education, telephone communication,
and data processing. A second definition is that a knovledge society
exists when “‘more than half the labor force is employed in knowl-
edge-based occupations rather than manual occupations. Knowl-
edge-based occupations are most of the professional, managerial,
and technical occupations as defined by the census” (Davis and
Blomstrom, 1975, p. 391).

Peter Drucker expects both of these condmuns to be realized
in the 1970s, and discusses in depth the potential impact of that
fact in his book, The Age of Discontinuity: Guidelines to Qur
Changing Society (1969). Under these conditions, knowledge rather
than marual skill becomes the principal means of serving human
needs. In such a social order, knowledge becomes the foundation of
most of society's vccupations and becomes the basis by which both
curretit social support is routinely provided and the general civiliza-
tion advanced. Kncwledge becoines widespread, pervades all pro-
ductive activities, and gencrates a large proportion of education-
and knowledge-oriented citizens. Since the United States promises
to become the first knowledge society in the world, there is no
precedent to help us forsee what is likely to develop in such a soci-
ety and to assist in preparing for its consequences. '

These projections have a significant bearing on two major
goals of occupational education. One of these goals is a sound
preparation for competent work performance in the field of special-
ization pursued. Another is the development of a basic knowledge
wherein the specialized activity is brought as close to being a knowl-
edge-based enterprise as current expert understanding of its requi- -
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site skills, understandings, and concepts will allow. In short, voca-
tional education is under more pressure today than ever before in
its history to contribute to the general movement of the United
States toward becoming a knowledge society.

Two: Avoiding the Dichotomy of Specialized versus Liberal
Education. lIs the best preparation for work <ne that is based on the
study and acquisition of specialized skills and knewledge, or is the
goal best achieved by study in the liberal arts and sciences? Even a
bricf review of the literature concerned with this question is beyond
the scope of this presentation: but the effect of the continuing
debate on the attention devoted to assessment of occupational pro-
grams must be noted.

A recent report of the National Education Association shows
that this question still receives discrepant answers. The report was
based on the “seven cardinal principles and objectives for the educa-
tion of every American boy and girl™ that had been formulated by
the 1918 Commission on the Reorganizetion of Secondary Educa-
tion as a major educational policy statement. The review was made
and reported by a special study committee and was hased on inter-
views with a 1976 pancl of 48 prominent American educators and
laymen and 130 student leaders from throughout the nation..With

respect to updated views on the “cardinal objective® of vocational -

preparation, the report advanced this conclusion: “There was a
clear division of opinion in the panelists replies. Some respondents
felt that specific vocational training or preparation should continue
to be carried gn in the sccondary and postsecondary years. Others
either stressed a general education as the best prerequisite to voca-
tional success or argued that more and perhaps most vocational
preparatioh should occur outside the school walls™ (Shane, 1976,
pp. 64-65).

Although this kind of philosophical ambiguity casts a cloud
of doubt over assessment efforts, the fact that the polarized posi-
tions reported persist is deplorable, because it runs counter to the
best thinking now expressed by both educational philosophers such
as Sir Eric Ashby and practical educational leaders such as former
U.S. Commissioner of Education Terrence Bell. The general view
now expounded by such leaders is that a sound vocational educa-
tion requires'a balance of specialized and general studies, and that

excluding either does not prepare students for the moderr world of

work.
Three: Recognizing the Complexity of Assessment. The task
of assessing student preparation for work involves some idea of a
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goal (competency in a particular field of work) and an individual
person (the student trainee), as well as a. process (program of
planned learning experiences) and an environmental setting (an en’
compassing socioeconomic order in which the work is to be per-
formed). To be compiete, an assessment program needs to consider
all four of these variables, each in relation to the others.

Failure to take into account the full range of coniplexities in
the assessment process generates at least two negative consequences,
both of which are present to some degree in the cnm}nunity college
assessment cfforts described later in this article. One is the adoption
of oversimplistic assessment techniques, which lead to conclusions
about program effectiveness that are cither fulse or only partially
true. The other is the acceptance of responsibility for results that
are set by forces external to the college, such as labor unions, pro-
fessional accreditirg associations, licensing boards, and employer
groups. A teachinglearning procedure made a part of an occupa-
tional curriculum cannot always make up for deficiencies in student
qualification essential to success in a field of work (for example, a
person five feet tall cannot reaistically aspire to be a successful pro-
fessional basketball player). And, as a general rule, neither can goals
be set and programs develope:i that are based on unrealistic expec-
tations of qu difications possessed by students (for example, the
production of a basketball team on which all members are over
seven feet tall). In order to be effective, the assessment task in
preparation for work must be comprehensive and realistic in recog-
nizing what factors-in the process are, indeed, within the province
of the responsible institution to control and modify and which are
not.

Four: Agreceing on Appropriate Criteria for Assessment. The
typical response to the question: “What measures are most prac-
tically and best applied to measure the effectiveness of an occupa-
tional program?” is “Acceptable performance of the specific job
duties and the concomitant acceptable contribution to the produc-
tion of the expected outcomes of the work involved (products com-
pleted, sales made, services rendered).”” These are classic measures
of the commercial and industrial output of the cconomy, and they
are still viewed by many as the soundest measures of effectivencess
in work. But they face serious challenge from a growing number of
persons who feel that one’s work should be fruitful in more ways
than just the traditional economic ones. .

- For example, according to the NEA report mentioned carlier,
a number of comments about vocational education could be sui.-
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marized under the label humanistic, that is, thev deal with views on
how human welfare can best be served in preparation for the world
of work. For example, the report noted that “Independence and a
feeling of self-worth depend on opportunities for excrcising a vital
ability. There is i~y in reaching for excellence in some form. Voca-
tional skills should help individuals achicve these personal satisfac-
tions™ (Shane, 1976).

During the past quarter century, there has developed a con-
siderable literature on changing individuals® values and the values
they expect from work, and on rescarch into the relationships be-
tween types of work performed, programs of preparation for work,
individual personality differences, and expressions of job satisfac-
tion (sce review by Mann, 1976, Chap. 2). All indications now are
that measures of work values, satisfaction, and adjustment will be
increasingly applicd in the assessment process and in the future
cither will cqual the more traditional measures of productivity in
use or will supplant them.

Five: Differentiating Between Assessment and Prediction.
Another element that complicates efforts to assess student prepara-
tion for work is the close and complex relationship that exists be-
tween assessment, strictly defined as an evaluation process, and pre-
diction, defined as a forccasting process. Community colleges
offering programs of occupational preparation are usually expected
to provide two services te the student and to the employving econ-
omy: a curriculum and a teaching-learning experience that is valid
and rcliable in accomplishing the goal of preparing the student for a
particular ficld of work, and some indication i adeance that the
student-graduate of the program shows reasonable promise of suc-
cess in the ficld of work chosen. _ :

Although obviously closcly related, the procedures and tech-
niques for asscssment and evaluation ueed to be differentiated from
those related 1o prediction of particular student-graduate per-
formance. Assessment as evaluation emphasizes use of measures

- that judge the efficiency and effectiveness of the curriculum and

teaching-lcarning processes of a college in producing known results
set as outcomes of these educational elements—knowing after the
fact what has gone into and what has resulted from the curriculum

and the teaching-lcarning program, the question asked is: “Did it

produce what it was expected to do?” Prediction, in contrast,
stresses development and application of techniques to improve the
capacity of the institution to judge i advance what will be the
likely effects of the use of certain curriculum and teaching-learning
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experiences on student growth before the expected outcomes are
Kknown and can be measured in actual, objective terms.

As will be shown later in this article, most of the assessment
teenniques curently in use in the community colleges combine the
concepts of evaluation of known educational practices and out-
comes with predictions of the worth of yet untested practices and
unknown outcomes. While a complete separation of the two func-
tons and procedures related to them may be il advised, a sharper
awareness of their valid ditferences could significantly improve both
current practices and seneral understanding of community college
occupattonal cducation. ..

Six: Recognizing the Current “State of the Art.” Finally,
among the problems facing assessment of student preparation for
work iy the current relatively unsophisticated tevel of practice. Al-
though there is some variation between and among ficlds of work
and levels of specialization, tvo basic guiding principles are widely
followed in assessing students’ preparation: (1) what the current
practitioners in the ficld of work insist on and (2) what the socio-
cconomic setting in which the ficld of work operates will accept.

The first of the two principles is based on practitioners’ eval-
uations of how new trainees meet their qualifications for entry into
a ficld of specialized practice. The second principle is manifested in
the interplay of demands in business, industry, government, and the
profustions for personnel with specialized occupational preparation,
that is, in job openings; the number of persons claiming to be quali-
fied and secking jobs; and the qualifications st by employers for
job entry. The assessment task in the community colleges cannot be
expected to change this dynamic: few would adbocate that this
ought cven to be attempted. The enly choice, then, is to recognize
that the assessment process cannot be fally isolated from the subtle
effects of externad forees that operate in the larger socioeconomic
scene. ’ .

The most important implication of this discussion is that the
assessment process in community colleges occupational education
today is essentially a subjective excercise and is likely to remain so,
for several reasons. One is the difficulty in assessing allYof the rele-
vant factors simultaneously. Another is that virtually ak fields for’
which community colleges prepare students for emplgyment are
becoming more complex. This is true of those in which workers
provide basic services and apply skills—television repairpersons,
clerical salespersons, and so on—as well as those resting on broader
principles and conceptual knowledge—nurses, quality controllers,
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accpuntants, and the like. Efforts to ¢liminate the subjectivity now
heavily present in the assessment process are, perhaps, to be com-
mended, but until the “science of man™ becomes more exact and
complete, they are unlikely to succeed. Therefore, development and
application of a “pure’ scientific approach to assessinent of com-
munity college occupational prograns is also unlikely.

57

assessment theory and tests in occupational preparation

Within the last decade, efforts by occupational educators to
build the advances being made in the broad field of educational
assessment have accelerated. The Center for the Study of Voca-
tional and Technical Education at Ohio State University, for exam-
ple, has developed a procedure known as *‘Assessment of Internad
Decision Events™ (AIDE) to help ensure the high-quality output of
occupational programs (1) by providing a better information base
on which to make program and management decisions; (2) by
strengthening program accountability; and (3) by applying the tech-
nique in ways that supplement and complement existing proce-
dures. AIDE is claimed to ensure better outcomes by fostering
systematic planning for student development, whereby ‘educators per-
form an orderly series of steps to evaluate student progrgss. The
procedures are designed to reduce happenstance development and,
by use of external review boards or committecs, draw on the expert
knowledge of personnel from outside the’ lﬁSlllutl()n as well as
within (Lasell, 1974). ’ .

Standardized Asscssment Measures. A variety of assessment
Anstruments have been developed to measure student interests in
and progress toward various occupational educational objectives.
The reader is referred to the Seventh Mental Measurements Year-
book (Buros, 1972) for detailed descriptions and reviews of avail-
able tests. In the space available here, only a few examples can be
mentioned to provide an idea of the varicty and nature of the mca-
sures that are available and in use.

In 1966, the U.S. Office of Education fundcd the Achieve-
ment Measure Project, whereby North Carolina State University
initiated work on the development of a number of postsccondary
occupational achievement tests in trade and indugtrial ficlds. Later,
the University of Illinois joined this project. Tests resulted in five
trade areas and two technology areas: auto mechanics, heating and
refrigeration, maqhine trades, electrical installation and mainte-
nance, radio and television repair, electronics, and data processing.
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Tests to measure perceptual and psychomotor objectives are
found in both the Ohio Trade and Industrial Tests and the Achieve-
ment Measures Project Tests, Perhaps because of the difficulty of
producing standarding tests in these arcas, rating systems are used as
one of the techniques for measurement of these behaviors. Baldwin
points out a number of drawbacks of such ratings: (1) subjectivity
of the evaluation, (2) inadequate instructions to the cvduator, and/
or ill-defined ranks of companison, (3) lack of training in use of the
particular instrument, and (4) poor design of the instrument. Bald-
win also pomts out some ¢pecial problems to be remembered when
attempts are made to measure psychomotor behaviors. The impor-
tance of standardized conditions cannot be overemphasized. In-

Sstructions are often given students orally in tests of this kind and

slight variations in instructions can produce large differences in per-
formance levels. Generally, it is also difficult to control the testing
situation: raw matceridls, tools, and equipment need to be of the
same type and i the same condition for use. Ideally, all students
should be tested on the same or identical picces of equipment, a
condition not always ¢asy to meet in the practical instructional
situation. One of the most widely used instruments for assessing
student interests in occupation is the Kuder Preference” Record
(Vocational). Tt is designed to vield scores indicative of a student’s
interest in cach of ten different occupationally related areas; the
scores are not related to specific occupations within these broad
ficlds, but only to the general arcas of activity to which the more
specific oceupations can be related.

The Gordon O(Lllpd[l()n Check List-is an instrument dcsngned
to measure interest in more specific occupational fields. This check-
list is of particular interest to occupational educators in community
colleges because it represents activities associated with jobs requir-
ing less than baccalaurcate-desree cotlege preparation for entry, that
is. jobs in the technical and semiprofessional levels to which most of
the community college nrograms are related. The California Occu-
pational Preference Survey was developed to confirm the occupa-
tional arcas of major interest to"a student and to kelp counselors
and instructors to judge whether or not such interest would require
a college education to be fulfilled. It uses a free-response format, as
opposed to the Kuder forced-choice technique (Bauernfeind, 1969).

Instructor-Developed Tests and Related External Measures.
By far the most common assessment practice in community college
occupational assessment is the use of tests dev cloped by faculty in
the academic division of the college providing the program of in-
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struction involved. This practice builds on one of the community
colleges” strongest features in providing occupational education--an
instructional staff that is itself expert in the ficld of practice. In-
structors of UCCLIpdllond.l subjects in community colleges have prac-
ticed successfully in their specialty and are expected to keep up
their close acquaintancé with new developments in their fields. Use
of instructor-made tests is virtually universal and reflects both some
strengths and some weaknesses in the assessment process. Among
the strengths are (1) the more frequent opportunities afforded
‘instructors to check on the progress students are making toward the
goals established in the program: (2) the greater possibilities for
diagnosing student learning problems and thereby providing a basis
for chunging the curriculum or the tcachmg -learning procedures em-
ploved; and (3) the strengthened possibility for maintaining the
relevancy of college programs of instruction to thg actual world of
work to which the student is aspiring. In addmnfn, instructor and
“counsclor observations, close to the student and maintained over
periods of long duration can represent assessments of affective
btha\ ior. Thus, they avoid one of the drawbacks noted in our dis-
cussion of standardized measures, namely, that they cannot de-
scribe with precision the individual student as a complete person.

- Among the weaknesses inherent in a heavy reliance on in-
structor-developed tests are (1) the possibilities that attention will
.be diverted from general job performance requirements to those
skills and concepts that the faculty believe are most important; (2)
the chance that concentration on job requirements more related to
the interests of local or regional employers will handicap student
Job mobility after graduation; and (3) the likelihood that f‘lcully

- will pay undue attention to the expectations of the SpCCl.i]l/td
licensing bodies and external accrediting agencies in their ficlds.
Heavy reliance on instructor-made measures also expose the com-
munity college assessment approaches to several weaknesses noted
earlicr in this article. Mention was mude, for example, of the risk
deriving from an oversimplistic approach to evaluation, overlook-
ing some of the-factors bearing on the task. Questions can dls() be
raised about how strong in  assessment lhcurv faculty wre, ‘

- ‘ v

other more direct assessment technique_s

Tests smh as those mentioned, whether broadlv based ()n'
national porms’ Lor developed by a single faculty member, are, at
best, indircét measures of .how the student is likely to do in the
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actual work situation. Conzmunity colleges make a constant at-
tempt to bring their occupational programing and related assess-
ment techniqu:s to bear more directly and validly on the actual
work situation. Energetic adherence to the prirciple that faculty
members emploved to weach occupational fields' skould be persons
of ¢stablished reputation in their specialtics is < way to maintain
relevance between the education provided and th work to be'done,
Another approach-widely followed i commuminy colleges and simi-
lar postsecondary edncational institutions is to tse actual job condi-
tions as much as possible in the curriculum and the teaching-learn-
ing process.  Sevezl ways to do this can be cited-on-the-job
training, work-study programs, cooperative education, and the like.
All of them kave the advantage of placing the student for a gmc in
the real work situation and, in the process, of establishing a §clling
in which his performance and progress to the objectives set for him
can be concretely evaluated. Most of them have an added advantage
in that they also provide some financial aid-to the student.
Cooperative education provides the best and most specific
illustration of the severd types of specific job experience tied into
student learing experience. Today over five hundred colleges and
universities in forty-seven states and the Discict of Columbia
operate cooperative education programs. Bender, Lucas, and Hol-
senbeek (1975, p. 9) describe the framework for @ complete coop-
erative cducation program as follows: *Cooperatiz e education is a
postsecondary work experience program desicned to produce aca-
demic career, and/or personal ennchment opportunities for a stu-
dent while he or she is fully enrolled and registered at the institu-
tion. The work experience involves adefinitice period or periods of
cmplovment supplementing full or part-time study on cathpus.
Evaluation of the experience is performed b all participants™(Stu-
dent, smployer, and institution) based or predetermined leariing

" objectives based upon the work esperience itsclf. The studen?’s par-

ticipation is considered an integral part of the total tducational
process for tha' individual .”

Accarding to assessments of cooperative occupational educa-
tional programs, students henefit in many wayvs. Besides assuming
personal responsibility for managing one’s time and fiscal resources

. in'much the same manncr as working adults and gaining the oppor-

tunity for career exploration from a worker’s perspective, students
develop better understandings of the application of theoretical con-
cepts to field production. They become more motivated to learn,
develop a greater interest in the subject matter of their specializa-
. . : .
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4 ¢
tion, and express more self-confidence in their field performance.
Furthermore, they acquire and demonstrate 2 more questioning and
critical attitude in their chasserelated studices as a result of their
coopctative cducation work experience. Finally, their transition
from colicge to full-time work is made casier by the orientation
they get to lluljnl)s. the enbianced opportunity to de clop peer rela-
tionships with other workers, and the chance for cmplovers ;o ch-
serve the quatity of thelr actud on-theob performance (Vvler,
1971 Wilkom and {1y ons, 1961).

. feliow-up studies of graduates

The ultimate evaluation of the success or failure of students
cumplclin((\:cup.nil»nJI prosrams is made in the marketplace of
work. Persons responsible for programs of occupattonal nreparmion
carly recognized this axiom, and follow-up studies of gradudtes
began to appear very carly after the first development of vocational
education under the Smith-Hughes Act of 1917, Early studics of -
Junior colleges included analvses of the later work ard study pat-
tems of the graduates; and, more recently, community colleges
throughout the nation have shown increased interest and activity in
determining, from their former studénts, how well their programs
have served them, their career interests, and the work abjectives of
their emplovers. The fdvcpcnx'd interest in sucit bllow-up studics

stems in part from eocouraging recent federal vocation education
legislation and in part from the recent shift in composition of the
student body, which shows increasing proportions of students en-
rofling in occupational programs and more older and more pari-time
students.

The federad Vocational Education Amendments of 1968 spe-

cifically .recommended that follow-up studies be used more inten-
sively as a method of assessment of occupational programs.. One
vear later, the Nationdt Advisory Council for Vocational Education
(NACVE) issued a-statement urging schools and colleges offering
occupational programs to” consider their obligation to students as
extending beyond the point of graduation. The report stated, “Plac-
ing the student on the job and following up his success and failures
provide the best-possible information to the school on ity own -
strengths and weaknesses™ (NACVE, 1969, p:3). In 1970, NACYE }
- went even further and said, *“*Schools shodld mvest as much ip
follow-up gnd counscling for thpse who drop out as for those who,
remain in school”™ (NACVE, 19\(0, p. 6). And in 1972, NACVE. -
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recommended that ‘job placement and follow-up .ervices be.con-

.sidered major parts of counselingand guxdance programs” (NACVE
1972, p. 7).

Angclo C. Gilli, a nationally recognized authority in the con-
duct of follow-up studies on a large scale, identifies several areas in
which such projects provide assessment and related decision-making
data for the colleges concerned. Gilli (1975, p. 25) notes that they
provide information about:

.o Curriculam relevancy as assessed by former students, at the

time they are placed on their first jobs and scveral years later.

[ Overall value (both immediate and long-term) of the program
to’former students.

® . Quality of trdmlng and education, as assessed by employers
|n°tums of their emnployees’ performance on the job.

® ' Determination of jobrcharacteristics (particularly in terms of
actnmcs oriented to people, data, and things). v

® - Job satisfaction of former students and graduates.

o Determination of the mobility characteristics of former stu-

dents and uraduatcs. wnh respect to both job moblllty and geo-
graphic mobility.

e Charactenistics of tormer students and grdduatcs with respect

to continuing education.
® Determination of other demographic dala needed for long-
term decision making.

In aduition to thcse constructive outcomes of follow-up
studies, graduates of occupational programs benefit directly from
well-planned follow-up studies. According to Seymour Brantner
(1975), students who graduate from occupational programs need
condinuisng support from. the institutions that have trained them;
this can be provided through continuing contact with graduates to
enhance job adjustment, especially-during early work experience,
and through contmumg education. Assistance in removing a new
worker’s dlssansfm“)n or helping him to determine what addi-
tional preparation he should scek aré typical of this kind of sup-
port. -

In the interest of developing appropriate evaluation models

“for community colleges, a study was made in 1973 in which data- -

gathering instruments and reports of follow-up studies were ana‘
lyzed intensively. The pruject produced the followmg list of recom--
mendations concerning the development and use of follow-up
studies in community colleges (Williams and Shyder, 1974, pp.

40-42): 689
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°® Designers of follow-up studies should make use of consul-

tants and texts on follow-up rescarch as they plan their studics.

N In planning follow-up rescarch, designers must give attention

to identifying the population to be studied and selecting research

. samples.

° Questionnaires should be designed carefully to clicit maxi-
mum student response, _
o Precollege employment experience should be taken finto ac-
count. -
© Greater effort should be made to gathe longitudinal data.
L Employers’ opinions of former students should be sought in

!

~evaluating employment joutcomes of occupational-technical pro--

grams.
° If follow-up research is to be credible and nseful, rescarchers

‘must provide careful descriptiors of their rescavch, including proce-

dures, subjects, and authorship.
® If follow-up studies are to contribute to institutional evalua-
tion and accountability, they must be designed to answer specific
questions and the data must be interpreted for nonresearchers at
colleges and other interested agencies.
L Educational goals must be defined. ’

Follow-up studies should scck informaiion relating to the

‘affective behavior of the former students as well as information

more objectively ddtermined, such as demographic descriptors and
) g I

~ measures of job success such as salaries, promotions, and the like.

The data relative fo attitudes, perceptions, and-value judgments
should be adapted, to the usual questionnaire survey technigues
used in follow-up st;udics. A sophisticated assessment of the results
of occupational pragrams on objectives reflecting values and atti-
tudes will require not only conventional follow-up studies but also

an augmentation of these hy more pencetrating personal interviews,

personality inventorits, and similar informational devices adminis-
tered to at lcast a sample of the college’s occupational education
graduates. '

A
y
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institutional\‘accou'ntability needs, better student assessment

' The word accounta()ilz'ty is widely used 1day to describe the
intensely close surveillance being given all kinds of educational insti-
tutions by their several constituencies. Community colleges are no
exception, and each of th&ir several constituencies, from outside
and within—students, supporting taxpayers or private benefactors,
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emplovers of graduates, faculty and administrators, and boards of
control—exert their special demands for qualitative and quantitative
evidence that the particular programs and services they deem essen-
tial are being provided. This author has defended the legitimacy of
the claims of cach of these constituencies clsewhere (Martorana,
1975). Powerful reasons exist te expect that the pressures for
accountability will remain steady or even inerease in the foreseeable

._future.

In assessment and accountability, the “state of the art” stil]
relies on techniques developed in guild training, on the fact that
faculty are either currently or were recently practitioners in their
specialized fields, are close to and know the criteria of success that
come from the applied work situation, and therefore can judge by
subjective and personal observation to what extent and how well
the student is progressing toward these goals. A wide gap still exists
between the approaches being developed and tested by the theorists
and rescarchers in student assessment and the approaches used by
the teaching faculty and counselors in the community colleges. A
closer working relationship between theorists in testing, cvaluation,
survey and follow-up studies, attitude and interest inventorying,
and so forth, on the one hand, and professional staff members
working with students in the community colleges, on the other,
would appear to be in the hest interest of all concerned, because
both groups are sceking the common goal of a better science and |
practice of instruction in postsccondary occupational education,
Community college staff development programs, now a growing
institutional activity nationwide, should press for such a liaison.
The result will be a more sophisticated capability in student assess-
ment than now is the case, providinig a more complete and convine:
ing accountability, not only to such groups as the employers, those
who support community colleges, and those responsible for the pro-
grams in the institutions themsclves, but also, and most impor--
tantly, to the s'udent. In the final analysis, students’ progress in
their carcers is the ultimate criterion of the utility of the methods
we have discusscd, and represents the arca where improvements in
the “*state of the art”” will reap a due reward.

*
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Community college students may have unanticipated
advantages during the coming decade, even though
ecarning a two-vear rather than a four-year degree
tends to limit their potential for social mobility.

assessing student
educational and -
~occupational progress

brent mack shea

From the Horatio Alger stories of the lust century to contemporary

_ rags-to-riches accounts, the belief persists that success is primarily

"_.an individual matter. The individual success ideology, so pervasive
in our society, has clearly placed the blame for failing to succeed on

. the individual: Everyone has an equai chance, so if you end up with
less than your share of the goods, no one can be blamed exc nt
'yourself—and schools are the instrument for giving everyone an
equal chance, This egalitarian argument is especially. convincing
when access to colleges is opened up, to the extent of guarantecing
every high school graduate admission into higher education. After
all, college #s the vehicle for success, isn’t it? And if everyone can go
to college, everyone has the chance to sueceed, right? What such
accounts omitt is more informative than the accounts themselves,
and includes information about (1) how students vary on dimen-
sions affecting their progress through school, (2) how schools affect
student progress, and (3) how student progress (or success) might
be assessed. ‘ :

New Directions for Community Colleges, 18, Summer 1977. 67
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how students vary on dimensions affecting progress

Making sense of how students, educational institutions, and
success are related is unlikely. unless the attempt is somehow quali-
fied. One might choose to explore how upper-middle-class, high-
ability high school seniors progress through elite universities and on
to high-status occupations. But one might better look at the prog-

ress of generally lower-income, lower-ability students through two- -

year colleges and on to the labor market. After all, it is the success
of these siudents that provides the best test of democratic oppor-
tunity. :

Student Profile. In a system where the structure of secondary

education is determined by the structure of higher education, and
higher education is shaped by the needs of graduate education, it is

not surprising to find that two-ycar students are typically character-

ized in relation to their peers at four-year colleges, usually in terms
such as “less than” or **not as likely as.” To define these students,
the following profile is pffered: '

Two-year students come from families with lower incomes
then do four-year students. On measures of academic ability and
aptitude, including intelligence—measured and self-appraised —two-
year students fall below their age mates at four-year institutions
(Cooley and Becker, 1966; Astin, Panos, and Creager, 1967; Cross,
1968, 1969; O’'Banion, 1969; U.S. Burcau of the Census, 1972;

Shea, 1975b). From making plans for college to dr-nping out, two-

year stadents occupy a less favorable status. Being less likely to

have even discussed college plans with anyone while they are in high.

school, and, if they have, being less likely to have been encouraged
to atiend college (Rehberg and Hotchkiss, 197.), they are not
likely to have their enrollinent in college taken for granted by any-
one. If they do get to college, they sometimes encounter peer group
opposition, as well as parental d'sappioval (O’Connell, 1970). Being
less likcly to beligve in s-hooling for its own sake (Richards and
Braskamp, 1967)-a belief useful in motivating students to continue
their education--and less likely to believe formal - education will
result in personally bencficial outcomes, and having lower educa-
tional and occupaticnal goals anyway, twoe-year studénts orient

themselves to careers having both immediate payoffs and close rela-

tionships between training and subsequent employment (O’Banion,
1969). Since they are less inclined to decide to go to-college—and
then more likely to defer enrollment (Astin, 1975; Mcdsker an¥
Tillery, 1971) -two-year students are more likely to attend nart-
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" time once they get there, mostly because they have part-time em-

ployment. For.the same reasons as for these part-time statuses, two-
year students are more likely to live at home, under the often nega-
tive influence of family and friends and the consequently lower
juvolvement in educational activities not directly related to educa-

- tion.per se (Cohen, 1969; Monroe, 1972},

= Additionally, compared with students in transfer (college

‘parallel) programs, students in terminal vocational programs ape sig-

nificantly lower on all measures of sociocconomic siatus, including
family income, father’s occupation, and father’s education. While
half the students enrolled in two-year transfer curricula are from
middle-class families, less than 20 percent are from working-class
families. In vocational programs, however, only a quarter of the stu-
dents are from middle-class backgrounds, while over a third are
from working-class families (Zwerling, 1974). _

Cognitive and Noncognitive Development. By the time they
get to college, students have already developed in both cognitive
and noncognitive directions. An.example of this development is the
profilé just described. Behavioral scientists who are optimistic about
human potential for fundamental change see this development, not
as a limitation, but as a starting poirt (Berger and Luckman, 1966).
Tre learning that takes place in schools, the workplace, and through
the effects of media—secondary socialization—is portrayed as having

the potential for overcoming the primary socialization of carly.
- family ex_.eriences (Birren, 1964). Consciousness-raising efforts that
-result in the taking on by adults of nontraditional sex roles are one

instance of this potential for overcoming the early learning of pri-
mary socialization. Other behavioral scientists, however, consider
that early and continuing socialization experiences in the family
persist into adulthood, so that everything learned after a person’s
early years stands in some continuous relationship to the past. In-
deed, this primacy of family environment is the outstanding mes-

. sage of both the Coleman Report (Coleman and others, 1966) and

Christopher Jencks’ Inequality (Jencks and others, 1972}, two
major studies of the impact of the secondary socialization that

occurs in schools. From such research as this. we have learned that™

colleg-:-age students are as they are fargely because of cognitive and
noncognitive development occurring exclusive of their contact with
the educational system. Schools are seen as receiving students with

tremendous variation on all kinds of characteristics affecting their

progress through school, inclu g the cognitive trait of measured
intelligence. Nor -ognitive traits, such as echievement motivation

©
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—the impetus to excei (McClelland, Atkinson, Clark, and Lowell,
1953; McClelland, 1961)-along with implementary values such as
mternal control (the beliel one controls his environment), are like-
wise understood to have developed in the context of the family,
The finding of the Coleman Report that internal control explained
more difference in student achievement than did any school re-
source (Mosteller and Moynihan, 1972) prompted some researchers
to’ conclude that schools are marginal institutions and to suggest
boarding schools as a way to equalize student achicvement. '

Internal control s a good example of the kind of noncogni-
tive development with which schools begin. Positively related to
social class (Klnckhohn, 1950; Rosen, 1956), internal coatrol is an
implementary  value of achievement motivation: In order for
achievement motivation to make any difference in behavior, it must
be accompanied by a sense of intemal control. That those near the
bottom of the social structure perceive themselves as having little
control over their environment is rot surprising. Neitker is it sur-
prising that, just as those nea the bottom of the class structure will
want to improve their statuses, those near the top will want to

_maintain theirs (Boudon, 1973). In these terms, truck drivers® chil-

dren might want to become computer programers, teachers’
children might want to _become lawyers, and lawyers® children
might want to become lawyers. This is not because truck drivers’
children have less impetus to excel than lawyers' children; they may
well have the same amount. Indéed, it copfd be argued that truck
drivers” children aspiring to become lawyers would be evincing a
great deal more achievement motivation than lawyers’ children with
the same career goal. Ambition, as defined by career goals, would'
have to be inversely related to social class in order for all students—
children of plumbers as well as children of scientists—to want to
become, for example, physicians. And we know that such aspira-
tions are positivey related to class.

Educational Ambition. The most disaglvantaged students
entering our system ol higher education are "often thought to be |
those with Jow educational and occupational® career aspirations.
These carcer goals vary in such a way that those born into a less
favored place in the social structure end up in a less favored place,
just as those with mare fortunate origins maintain their relative ad-
vantage. In this respect, “cultural disadvanwage™ is indeed a reality.
How such a static situation comes about is best expliined by a vari-
able that mediates the ctlect of class orjgins on career goals. This
mediating variablg is the influence of a student's “significant

76



O

ERIC

Aruitoxt provided by Eic:

71

others™ (parents, peers, teachers, and guidance counsclors) on the
student’s aspirations. If the influence of class were paramount, one
would predict that students from working-class backgrounds would
be encouraged to pursue traditional working-class occupations and
educational levels by these significant others, and C()nscquently dlS-
couraged from pursuing somewhat higher goals. This ddes happen,
though not to the extent anticipated. Increasing evidence points to
the major influence of ability on the encouragement of both teach-
ers (Williams, 1976) and guidance counsclors (Rehberg and Hotch-
kiss, 1972; Rehberg and Rosenthal, 1976) in secondary schools.
Class does exert an cffect on significant others’ encouragement, but
this effect is strongest on pagents and peers, whose influence on
aspirations is considerable: It is double that of teachers.
Much has been written about the importance of ambition in
. explaining differences in how far a student goes in school (Sewell,
Haller, and Strauss, 1957; Rehberg, 1967; Seivell and Shah, 1968;
Sewell and Hauser, 1972; Rehberg and Hotcehkiss, 1974 Picou and
Cdrtcr, 1976; Spencer, 1976; Shea, 1976; Rehberg and Rosenthal,
in prcss) And whether ambition is identified as’ educational and
occupational aspiration level, career goals, achievement motivation,
- or the impetus to excel, it gges a long way toward- accounting for

~ differenices in now far one goes in school. The disadvantage accruing

from low sociveconomic status is explained largely by low educa-
tional and occupational aspiration levels, aspirations influenced by
peers and parents who themselves are affected by social class. .
Owing to class background cflccts, students want dilferent amounts
,of schooling. This is a persistent effect of class origins, despite the
fact that schools, at least through “the ability-based advice of teach-
ers and counsclors, act independently of student origins. Giver the
limited mumber of high-status occupations, the strain on the exist-
ing social ordér would be great if all students had similarly bigh |
career aspirations. Some mechanism for lowering these aspirations

*~would seem necessyfy in order to prevent high levels of mass dis-

*satisfaction. And this is where the second part of this article begins:
the impact on s*udent progress of two-year colleges. '

how schools affect student progress

The idea that educational institutions that are relatively un-
selective in admissions have as a major purpose the lowering of stu-
dent aspirations was described fifteen years ago by Burton R. Clark
(]‘960) in an article based on the experience of S.m Jusc City Col-
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lege in - California. It appeared that studtnts who on entrance.
wanted to pursue the transfer curriculum at San Jose endcd up by
termmdtmg their educations in vocational curricula. A pmcess de-
scribed as “‘cooling out™ was delineated, which involved the struc-
tured lowering of initial ambitions to conform more closely with
- student aptitudes and achievement lgyéls. Through this process, stu- . .
dents were ultimately convinced they did not want to become pro-
fessional and managerial workers anyway, so they ended their
chcutidns, satisfied t¢ become clerical, sales, and technical work-
ers, secure in the knowledge that they had only themselves to
blame. By means of counseling and guidance efforts aimed at lower-
. +ing aspirations, students were made to realize that they had been
given an equal opportunity for high-status occupations, but, be-
causc they ‘did not measvre up o academic standards, they had-

failed while others succeeded. *“Failures™ transferred to terminal

vocattonal programs by the beginning of the second year, and “‘suc-

cesses™ transferred to four-year colleges at the end of the second

year. _

: The exisfence of this cooling-out process implicitly assumes
several points to be examined here. These assumgp tions are: (1) that -
students have uniformly high aspirations; (2) that there is a need for
a cooling-out mechanism; (3) that those identified as being cogled
out have no desire to be; and (4) that both educators aid educa-
tional planners intend that things work this way.

First, from evid¢nce cited earlier in this essay, it is clear that
students simply do not have uniformly high aspiration levels. Over a
decade of social mobility, research has told us that student aspira-
tions vary positively with social class, and that those entering two--
year colleges have lower aspirations than those %entering four-year
colleges. So what is there to cool out? '

Second, the|existence of a cooling-out process assumes the
necessity for a mechanism that makes students blame themselves
for their ownfailure to get a high-status occupation. But blame for
personadl failure does not need an explanation such as the cooling-
out process: It is already adequately explained as a function of the
well-documented and virtually universal emphasis on the individual

nature of success and failure in our culture (Wylie, 1954; Wohl,
1954; Lynn, 1955; Chinoy, 1955; Berger, 1960; Themnstrom,
1964).
> - Third, itds assumed that students identified as lowering their
carcer goals so do somewhat unwillingly. in a spirit of resignation to
their failure to perfqrm as well as other students. C(mlmg5 out could
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be. construed as an ideal socialization experience because it makes
people ‘want (or aspire to) what they must have, as determined by

-the relative availubility of various levels of work. But it could also
be argued that students, Because of sociocconomif variation in their
career goals, a/read_vdvunt what lh‘cy\must have. Also, the appear-

—ance of lowered aspirations as deseribed in the cooling-out process .

" might be explained differendy: as itis,"the fact of registratian in a
transfer eurriculum is immediately Interpreted as evidence of soine-
thing more than just a popular or aceeptable thing to do. From

73

-what we know alreut the discrepancy betweenattitude and behav-
1 y

T < . . [ - - -
ior, however, we might conclude that Mg initial registration in a

transfer curriculum of two thi-ds of thé two-year college entrants

may have little to do with what they ‘c\'cntuu‘jly‘inlcnd to happen.

That is, ip the same way students sometimes state acceptably high

W7 career gggls, they may tend: to register in an acceptably high-status

+ program. And this-akes their subsequent registration in a terminal
program ncthing n* - than bringing their behavier closer to their
original intent. A tinal poiat of contention about the assumption
“that those being cooled out do not desire it is Jerome Karabgl's
(1972) somewhat dated contention, in his review of the cooling.out
process, that students themselves are not pressuring institutions for
occupational training programs. Yet students ar(;a demanding more
ymarketable skills, maybe not immediately on entering collegd, but
perhaps after minimal exposure to information about the labor
market. Of course, any effort to apprise students of labor market
needs may be misconstrued as part of the attempt to cool out po-
tential transfer students. .

©

Fourtly, the term *‘cooling out,” given its origins in descrips
8 .. 8 P

tions of the betersor of hustlers at carnivals, who take oif they ean
get away with trom customers, assumes the conscious intent of giv-
ing the cheated customer a price just adequate to prevent him from
concluding he has been cheatd, The notion of ary educational plan-
ning clite consciously promoting \ve cooling-out mechanism in two-
year colleges is vaguely analogous to the conscious motives wrongly
imputed .to academicians by Cluk in his orfginal specilication of
cooling out. Karabel, in reassessing the caoling-out PrOcess, critis
cized Clark's analysis that the stuetured lowertng ol ambitions to
conform more closely, with acadeiic performance emerges out of a
conflict between academic standards and unselective admissions ¢ri-
teria. The existence of a cociiog-out process, that is, does not re-
quire that educators mtend 2 io occur as a way ol naintaining

o ~academic standards. It is sufficient that large numbers of students
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have ‘.mpir'ntinns that cannot pe accommodated by an occupational
structure that is narrow at the top. Karabel explains that cooling
“out was not consciously devised by pmfusars, or anyone for that
matter, but that it just developed out of the discrepancy between .
student aspirations and occupationad opportunitics. So even if com-
“mitment to high academic standards were to be abandoned (as # -
may have been latelyv), cooling out-would persist. _

As I have argued, T do’not believe a cooling-out mechanism iy~
needed; but that the process thus desceribed occurs naturally, be
cause of the absence of uniformly high aspirations among students,
the already pesvasive belief in the mdmdual nature of failure or suc-
cess, and the lack of convincing evidence that students do prefer
trans{ér.to vocational ¢ urricula and actually intend to pursue a four-
year degrec on entering a two-year college. But even if a cooling-out
process were necded, actual intention to cool out does not have to
beinvoked in the case of faculty any more than it does in the case
of educational planners. It is simply not necessary to attribute to
-educational planning clites, such as the Carncegie Commission on
Higher Education and the state boards of regents who design educa-
tional masier plans, the motivation of keeping the individual success
and Aemocratic opportunity ideology intact by encouraging the
expansion of two-year colleges. Cos

At least two alternative explanations for thc-»cxpansinn of
education at the two-ycear level are obvious: First, the upansnon of
cducatmn at the two-yedmlevel may be seen as a rational responsc

“on the part of cducgtiontl planners to projections of the expansion -
of lower-level workl, for which two-yvear colleges prepare students.,
Sccond. 1t is plausple that planning ¢lites, realizing some of the
same things the Pregident’s Science Advisory Committee on Youth
((“olcmuh and othgrs, 1974) also realized, have decided to bring
vouth doset to tgdditional family socialization influences, and see.
the expansion of cducation at the level of two- -year commuter col-
leges as a way to do this. Both these explanations will be considered
in greater detail in subscquent sections of this article, on the hidden
curriculum and carcer socialization, respectively.

San Jose City College in 1960—the one Clark stydied and the
basis for his “cooling-out” idca—may not have too much to do with
two-year colleges in the mid-1970s. Furthermore, since it is evident
that the expensive curricula are terminal curricula (Morsch, 1971),
two-vear colleges, facing reducuons in funding would be expected
to channel students into the liberal arts. Also, colleges need all the
students the; can get to prevent additional cutbacks in fundmg

T
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Such contemporary conditions as this favor liberal arts programs,
which are inexpensive and absorly large enroltments.

' To conclude, by fecusing on a precious sitnation of st
tured incquality in which working-cfass students were channeled
away from four-yvear colleges and hich-status caveers and into two.
year colleges and lower-status occupations, the proponents of the
idea of the cooling-out process imore the present s struggle for
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mobility that is taking plice in higher v‘(llu‘;lliwl between tour-year!

liberal arts students and terminal two-vear vocational students. Dad-
ing the 1960s, when wn increasirz number of children of uppeer-
middle-class origing were “dropping out™ of the éstablished reward
system, with its professional and managerial carcer patterns, some
working-class students were willing to stay in the educational SVE-

careers traditionally reserved for the children of (he upper-middies
.class (Berger, 1971). Working-cluss students are Liking available
work again—this time, not becanse npper-middic-cliss university

* students have decided to dvop out of the svstens, becoming dowh-

“wardly mobile voluntar?y, but becanse ‘the system is dropping them
out. As predicted by Alexander Delfini {1969), hicher cducation
may become the locus of a class transformation in which the hil-
“dren of affluent upper-middle-class professional and managerial
workers will be displaced by technical workers from working-class
backgrounds who become increasingly -important with advances in
technology. The professicnal and, managerial work thag four-year
‘studen's used to be guaranteed is no longer expanding (Braverman,
.-1964; Freeman and Holloman, 1973). One éxample of this is the

—academic profession, which is a casualty of at least (wo forces: (H)

the decrcase in the birth rate alter 1957, causimg smaller enroll-
ments, and (2) the high number of children born diming the popula-
~tion boom of the late 19405 and carly 19305 who were educated to
the level of the doctorate. Students are becoming overqualificd for
available work. As this crisis deepens, more people will be needed in
the human services, especialty in the arcas of therapy (to help peo-
ple adjust to the frustrazion of underemplovment) and recre ttion
(to help people compensate for their underntilization work). Al-
though the largest Tabor market growih arcas are in such service

—tem long enough to gain access to the kinds of upper-middie-class

occupations, which are least subject to the effects of automation, -

*édditi(ﬂ)&l slots in the oceupational structure will he oceurring at
“:the levei of technical and clerical work—the kinds of “work for
« which two-vear college terminal vocational programs prepare stu-
dents—such as the medical and data technologics and two-vear

]
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accounting du,n es. With two-year vocational studcnts from werk-
ing-class bachgrounds ('mplm ed at their level of education and four-
vgar liberal arts graduates from~middle-class b.ul\},munds vnder-
(mplm”‘d the ceoling-out function attributed to two-year colleges
showuld be reconsidered. . - -

Despite the outcries againgt terminal programs (such as Riess-

man, 1972; Zwerling, 1976), most of which are grounded in "‘h("
covling-out explanation, the overriding impression one is left with, .

after studying the evidence, is that two-year stadents being pre-

pared for entrv-level work may not be at'such a disadvantage, rela-
tive to many.liberal arts graduates with a*bachelor’s degree. Indeed,
the student with the greatest advantage may be the two-year vocar
tional student with a bachelor’s degree: A more marketable combiy
nation is difficult to imagine. - »

colleges as facilitators of student progress

| . . ’
This reconsideration of the cooling-out process should not be
construcd as a conservative denial> of a hidden function of-higher
cdu(‘;jtiun. In no way does this siggest things are working in a prop-
)
erey

galitarian manner. Certainly the aspirations of terminal four:
vei -ollege students are being frustrated. They are not maintaining

their social positions, even if two-year students are relatively im-
proving theirs. This analysis, while portraving two-vear terminal.
programs morc positivel chan is suggested by the *“cooling-out”
explanation, also admits two class-related mflucnns (1)-the pre--

viously discussed development of noncognitive 1raits during primary.
sociahization, and (2) the cffect of the educational curriculnm on
noncognitive traits of students, to be discnssed hereafter., .
The Hidden Curriculum. A prominent feature of education is
the hidden curricudum, a term that refers quite broadly 't curricy-
lnm structure vather than to content (1llich, 1971). While the con-

tent of what is being taught, as defined by subject matter, is a» :

obvious characteristic of the curriculum, the structure of w flat s
being taught is not as obvious. This structure involves the kinds of

trants that get emphasized —whether they be docility and of:edience,

or initiative and ind(-pcnd"ncc—\\'hilc the cursiculum conient is

being taught In additicn to the way clissroom learning is struc- -

tured, ‘the way the educational institution itself is structured ipalso
of interest. One reason for the nature of the hidden curriculum in
both classrooms and cducational institutions is that.it mirrors the
organization ot work (Gintis, 1971; Bowles and Giutis, 1976 Shea,
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1975:). In terms of this explanation, educational institutions are
held to reinforee those traits that are first emphasized at home
(Kohn, 1969), then reinforced in school, and finally required at
work: In a working-class high school, the traits of obedience, docil-
ity. and subordination would be emphasized. ina middle-class high
school, traits such a5 independence, amitonomy, .md initiative would
be emphasized. The same traits would be Cmph.mzcd in, respec-
tively, a nen-college preparatory classroom and a college prepara-
> Jory classroom in the same school. This prediction is made on the
assumption_that socialization in high schools will anticipate sociali-
zation emphases in both the higher educational institutions-and the
workplaces students eventually encounter. In the case of higher
“education, it has been shown that the hidden curriculum of two-
vear colleges, comparca  that + - four-year colleges, typically in-
- vplves fewer grading optwis, more stringent clas: attendance re-
quirements, and less permissive social regulations (Binstock, 1970).

~ (It is my impression that the emplovees at two-year colleges,
- mnotably the faculty, are also subjected 10 much more rigid control

77

than-those doing identica! work at four-year institutions.) The rea-

. son for these*differences in the hidden curriculum is the kinds of
¢ .work for which thése institutions have always prepared students:
lowet-level clerical and technical work for two-year graduates, and
professional: .md manggerizl work for four-vear graduates. Which is
to say’thet, Just as independénce, discretion, and judgment are re-
quired for success among professionals and managers, lower-level

v wnrk requires chedience, punctuality, and conformity.

The Uncertain [ mpact of Education. A very serious problem -

, wuh the socialization for work explanation is the uncertain impact
s of.education on noncognitive development, It appears that the
“effects of schooling can be ex uined almost entirely when cnough

- student body  characicristics 2re waken into account (Astin and

Panos,” 1969; Feldman and Newecomb, 1970; Jencks and others,

- 1873). An increasing proportion of students hcg,inning their educa-

°’ tions enroll in two-vear rather than four-yécar lnslmllmns. partly
bec wse of state master plans and partly because the rate «.* finan-

g «cml retirn to fou- e ar praduates on their cducatmns is dcchmng
(Frcc.mm anc, ()ll()mnn. 1975; Freeman, 1975, 1926). Given the

- ch s background of suc’. students, whether two-year institutions

. “canfhave any impact on thmr nancognitive development is question-
s abld A \sholc body of research demonstrates that schooling merely
jds px‘b'cms tm;, dlffercnccs dcnvmg from earlv fdmlly sucm]ua-
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educational institutions t+« have anv effects, it would have to cor-
respond closely to carly socialization. For example, students would
have to be from working-class backgrounds in order for the hidden
curriculum of two-year colleaés to remforce and extend preexisting
traits. It would not work with upper-middle-class students, beeause
traits emphasized in upper-middie-class homes such as initiative,
independence, and questioning of authority, could not be rein-
forced or extended in an educational institution structured in such
a way that subordinance and obedience are emphasized imstead.

Social Mobility. The static nature of the class structure sug-
gested by this reinforcement of workplace reguirements in schools
may be combined with rapidly accumulating evidence from social
mobility rescarch (for example, Rehberg and Rosenthal, 1976) that
a high school graduate’s social class origins are quite strongly related
to the student’s future occupational status, as indicated by enroll-
ment in a four-year or two-year college or no college at all. Al-
though this fairly strong relationship can be explained partially by
pointing to some combination of educational and occupational
aspirations and opportunities, a contributing explanation is that
parents, in the socialization of their children, emphasize traits re-
quired of themselves in the workplace (Kohn, 1969), which are
reinforced in the schools their children end up attending (Binstock,
1970; Bowles and Gintis, 1975; Shea, 1975a), and ultimately re-
quired in the work they end up doing (Gintis, 1971). By this line of
reasoning, very ‘ew students would name experiences that would
change their traits. All influences would reinforce and extend pri-
mary socialization rather than attempting to modify early learning.

A major problem with this worker trait anaiysis is that it
negates the possibility of individual social mobility, and this is a
fact that must be addressed. The proliferating literature on the
attainment of stz2tus in industrialized socictics shows that individual
success is a function of traits on which schools may have little
causal effect. Cognitive traits, such as measured inteiligence or.
grade-point average, while good predictors of success in school, are
only fair predictors of occupational status, and are rather poor pre-
dictors of the huge range of economic success within most occupa-
tions. Noncognitive traits—traits that schools seem, . at most, to
extend and reinforce—appear the sost likely causative factors in
economic success. But these traits go badly measured und many go
unidentified. ‘i

Career Socialization. As industrializatic  has| proceeded, .
greater differentiation of occupational and educational levels has -
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occurred. At the same time, many educative functions of the Family
were taken over by the educational svstem, whers vouth have come
to spend increasing amourts of time stratificd by age. Insuch envi-
ronmerts, the potential is grear for peer socidlization of cach other
in dircctions that are largelv independent of the influence of adults.
This was especialiv evident throughout the past decade. First, be-
cause of the high birth rate throughout the 1950y, the ratio of
youth to parents and teachers incrcased. Second, the period vouth
spend in educational institutions isolated from the influence of
adults also increased. The incrcase in the ratio of socialized to
socializers combined with the inercased vears spent in school, had
as a major result the development of a vouth calture. Although this
culture was transitional for the laree age cohorts of vouth passing
through it, its activism was a sienificant event of the 1960s. The
Pancl on Youth of the President’s Science Advisory Committee, in
their ceport, Youth: Transition to Adulthood (Coleman and others,
1974), made many proposals that would have the effect of brinving

‘youth back urder the traditional influence of adults. All of these

proposals had to do with ending the separation of vouth from
adults, mainly through the carlier introduction of vouth to work
environments. The behavior of youth, under the conservatizing
influence of adult members of the established social order, would
thus be moderated in a way it was not during the 1960s.

A policy recommendation implicit in rhis report, as well as in
state master pluns and Carnegie Commiission reco mmendations, is

that the isolation of vouth from the influence of parents or em-

ployers be reduced. And how is this reduction to be accomplished?
An obvious solutign would involve expanding two-vear colleges,
which are. commuter colleges. Student activisin in the 1960s did not
occur very often on two-yvear campuses (Lombardi, 1968; Shea,
1973). A significant reason was the immediate influence of the stu-
dent’s family. Since an ever-increasing proportion of entering col-
lege students will be enrolled in commuter colleges (70 pereent by
the year 2000, according to a Carncgie Commission prejection,
1970), an increasing proportion of vouth will remain under the

' inﬁubpcc of adults fer longer periods of time. The classical pattern

of student activism in industrially developing countries, where edu-
cational development surpasses industrial development, is for over-
educated students to participate in radical activity, partially because

they cannot be ahsorbed in the labor force. The expansion of edu- -

cation at the two-ycar level, in addition to providing vouth with the

79

coniinuing close influence of adults, will provide another meoderat-
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ing influence: Te will prevent the radicalizing effect of the lag be-
tween cconomic and cducaiona! development. Overedacated stu-
dents. besides being underutilized and disappointed, are also, in
terms of the hidden carricalum explanation deseribed carlier, heing
asked nof to make use o traitss such as awtonomy and initiative,
that they have had 1o practice to some extent in order to complete
a colleye education,

Rescarch suguests that (1) development during Tate adoles-
cence depends on the sapport of peers for solutions (Katz, Korn,
Ellis, Madison, Singer. Lozoft, Levin, and Sanford, 1968: Duncan,
Haller, and Portese 1968): (25 extracurricular activities provide
opportunites for peer group imeraction and consequent influence;
and (3) 1o vhe extent college experience changes attitudes at all,
more changes oceur during the first two than the last two vears
(Milton and Shoben, 1968). From the perspe. e of Aialization,
the existence of Large proportions of students in two-year rather
than four-vear colleges means less participation in extracurricular
actvides. Reasons for this low particination rate include: (1) com-
muting students spend litde time on canrpus after their classes are.
overy {2) becaase stadents drop out, the turnover o the student
Lody is areat between the firstand second yvears, making contimuity
n activities almost impossiblesand (3 pretubilitics are high of out-
side emplovment and student ()I)Iig.lli—{‘r!]S at some (Cqhen, 1969;
Monroe, 1972). It secems reasonatle te conclude that the lower
involvement of two-vear studenys in activities may minimize what-
ever noncognitive impact the educational milicu msv have on att-
tudes and values: And the same peer influence thy limited educa-
tonal aspirations in the tirst place stands a better chance of

persisting if students commurte to classes and live st home, This peer

influence will not be int - upted by cither aresidential college ervi-
TONMent or extensive participation in extracuricular activities.

assessing the progress of commurity college students

Personal progress of commuonity collese students can be
Stent thev have been efu-
cated bevond the level of their parents. and are emploved ata ¢ e
paratively hicherstatus occupation, they clearly experience upward
mobility. Although muck of this may be siructural (that is, esery-

assesscd i several wans, First, 1o the o

qre clse from similar backprounds issmoving wcard, tood, the sub-
€ 3 S

jective t‘.\l.)crii-m‘c_ of progress s personally me .mil&’lill. And this'is
true even though the edor tional gualifications cxcled the actual
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requirements of the work (educational inflation). and even though
the work mayv be at the same time both of higher status represent-
ing the shift from a blue-collar to a white-cotlar cconomy - and
lower paving than factory work. Secondhv, twovear vocational stu-
dents are being prepared tor available work that they will actually
be doing, and this scems potentiallv more gra itving than cither
being prepared for work for which there is no demand or not being
prepared for work at alll A study of terminal two-ves © Taates of
vocats mad and transter programs (Forgev, 1973)-, ' end
their educations 1 twoscar rransfer programs sho ity in
terms of selforeported work sieistaction, while awer one 7 ot the
vocationdd students said very satntied.” onlv 7 percent of the
transter majors said soo Ao while 4 percent of vooational stndents
recorted  dissatistaction with their work, over half the terminal,
transfer students reported dissatrdaciion, Svidence such as thi- pet-
mits some assessiment of the progress commueaay college studenss
potentially experience.

conctission

We knew that cconomic saccess (as defined by ditferences in

men’s incomes) is atfected more by nonconitive than cognitive
“variables,and that while there has been no public councerted effort
to sobiulize students bevond cognitive leging, students o eet
social ced i schools, but chivfly 1 the extent of reintorcing pre-
existing differences (Jeneks and others, l‘)?"_l). Attempts 1o orient
= curriculum toward the development of capacities to deal swith peo-
ple rather than just ideas miav have the effeor of giving two-vear
students an advantage ovey thelr counterparts in Lo vear institue
tions, which, with Wl their emphasis on the creoand soiences, have

Hoow o Tearn, hat g way

the major efteer o teaching studenis
that emplovs only g fraction of human abilay . Fven thonch this
ability to manipplate abstracrions requires only one wenth of the
knoswn human abilities accosdimy to some tiearisis (D Lo, 19680,
we continue to overemphasye the Smporance < the conventional
indicators of peozress grades aed corbhad achioves mrscoes Other
indimtnrs of progress nig) He mach mere tesetid n IIH(‘.I\UI:'::\' Loy
education facititetes rad nt progress, g

In 1938, Katherine X1 Denworth, Preside of the American
Association of Junior Colleges, inoan addeess on the role of the
Junior cellege, modestiv declared, “We shuall, when necessay, teach

ctiquette and pood taste inopers ad grooming. We shall habituate

% o
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cood pastre and sl impart the fundamentale of hyvuienic hving”

Y
(Davis, 1939, po 8y Not sinee the orizmal finishin. school orienta-
tion of two-vegr 1'1»”("\'('\' m the 1950%, & l'(‘”('('l(‘(l in this ;l(l(ll'(‘SS,

“has the v'I)“; o o e tion to the (l('\(‘ltl}\nl('nl ol the person

ratho: b the wind tecenad so TRV Concrete strategies as pro-
pesedin dccent on Learning, by K. Patricia Cross (1976), including
“mterpersonal SRS “teaning about people from people,” and
“use of wroup Cvpetienc s hizher education.” This plan to devise
wavs to develop these noncosnitive taits in twosvear colleges by
using nentraditional merhods devised orizmally for disadvantaged
stadents seenms ta otfer creat promise tor what colleges can do to
contitbute to cudentsecanomic success, 1 saeh teaching strategies
cant e st st the cadivation of these capacttios tor dealing Loith
provleas woclay Weay e centain to contbare to students' Tuture
work parbormance. Sach an attempt s welcome! Education has
tocised primacily on the tea hine of coonitive skills, and 1his is
probubly why when ic had oy noficounitive impach at all—educa-
non merelyextended  existing ditferences. Innovauive teaching
could have v impact on stdents like nothing the traditional arts
and scicnces curiculum oriented toward graduate sth ol has had,
procuding these traiiy can b succesiudlv taughe i schoals, But that
awaits implementation. ,

A Cross savscidealy iwovear colleaes would evaluate sta-
dents intarms ot the student's own cducationa, personal, and,
career objectives rathes thean only in terms of erades and attiition
rates. The exclusive concemn with acadomic hievement has re--.

sulted o he tepeorted tagline oo Provis inneyative programs,

owing to thepe T koo Nl on oo e development, Indeed, the

conebizsom ot the Gl Mg 7 oqeat thir o hevls do not nmlu_‘ much
dirterco TS FE O o adly <]=L!;£!§'lli Diiterences in school

tesctroes hove Dl crsooe o vindent pettormonce on cerbal

T N P W R Y ey it iy ditticult to demonstrate

that oo el as o b g avrase s related tt'.ln_\lhing
othe s o s deressiit certamy does not seem
s ol i1 o TR TR A AU ('\.msplc', \1((.1('”.!"(1.

TAOT50 Jencky 00 72 e A that dovics nces o vyl e per
fornumce oxpli onhy one freater of the™atation in income, the
rest hecizso bl cd by wvembine o of Tuck and unspecificd non-
coziatne wtnbisoss Cross (19706, p. 4D) voncars: “High ochieve-
mentan the tadhcs gl cursionlum s nos the hey 1o Yiter success. |
suspect, however, thot leasming to achieve and 1o ap dalice onone's
boest telrats man have o et dedd 1o do with self-tultitment, and’

porhaps with success,”
]
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Therefore, unth we have improved specitication of what it is
that causes some veople to succeed tn aequiring more of what s
valued in this society, whether this invelves self-fultiilment or muate-
rial aequisition, we will do well to experiment creatively with cur-
Cealar reform. Carricular dedistons made on the basis of assess-
sents of student progress along noncocenttive dimensions should he
made cautiously, however, given our Lick of indicators of noncoeni-
tive developmente And improvement in the measurement of non-
cu“gni\i\'(' traits is required Lefore the effectiveness of such innova-
tions as those preseribed by Cross can be assessed.

Neverthelessoin the Lt analvsiss the chanae in status rather
than any change in the student may turm ont to be the most impor-
tant facr of cdacation. And this is e -ven i twovear colleses,
throngh innovative teaching, succeed at develoning the kinds of

(AN

noncognitive shills that help explain success in - oceupations,
such as muanaging, leading, negotiating, pesuaang, entertaining,
‘«.S.Upcr\'isin;. and instructing. Ot what utility are such skills if the

work two-vear gradueates enter does not pernit the expression of
these skills? The status of heing a twowvear rather than a four-year
graduate hes to do with qecess to essentialiv ditterent .kinds of
work. This should be keptin mind when assessing the relative prog-
ress of two-vear students.
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Howwoesa tico-vear college carn the right
tocallisel [ comprnity based and performance
srtented and oie does gt omeasure the lde ree

to whicn those qoals haie been achicved ?

. /
~ /

. assessing service to the
: - community from the
‘perspective of socnety

;o . ' janetnatS)n

.

Service to the community has been implicit in the concept of thy

two-vear colle ge since its origin in the carly cob thiscentary, the
deal of extendiv? cducational oppor: cadaer sescotion
of the tagy] pepulition o possible has be, Sedicant factor in the

development of the two-yvear callege, While this was an underlving
purposc. its.implementition has not kept pace with the grosvth eqther
i enrollment or i number of institwions of the twoor colleges.

. Their chassraoms wéte comforuably filled, even . ugh the tange of
" curricular ()ff('rmt'v often reflected a somewhar restricted runge of
-educational - s, The initial purpose was pere cived as facilitaring the
aChl(‘\d‘mnt of bacealuncate degree education for those in the come
munity who wished 0 pursue that goal, Close s existed with the
public-supported K-12 systems of education god served asa founda-

) tmnifnr the funding and imple xmm.umn.nl§usm-mnd.nry wilucas

“-aional oppertunitics. The titde of “junitr eillege™ was used to de-
fine the m .njnr facus of the iistitution on the currictilym of the first
* two years of the traditional four-vear institutions, -
. - ‘ ’ - ’ ) .'. R - /
New Ditection: for C(i’ﬂ!;;unx'l)' Colleges, 18, Summer 1977 . ' 87’
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broadening the basg

It was noet il there was o rising denvand for the exteasion
of educational opportunity to those ngt concerned with baceataure-
Mate dearees tha: the two-vear (n“u'(\ L(iln'l( ubar offerimgs expanded
Yinto the occupational or vocational area. This became particularly
signilicant when it was recoanized that the support for the focal
twosvear college came from alb to v s, some of whom were un-
witling to settle for - careicabura desizns donhe o g Hmisied prapor-
tion of the popul 1on. At the same ume, those mvolved in the
ndustrial and commercial ovevations in b ;nmmumt\ perecived
the twosvear cpllege as pro Bog an Bpportunity 1o enhance the
cconomic weltare of the community through programs desigmed for
— preservice and inservice prepariation of esential wotkers, - - - oo —
The broader community dimensions of the two-year college
are of more recent origin, Whiie the vision of the two-year colicge as
a more broadly based community agency was seen carly in its his-
tory by some far-sighted observeys of the scene, the actual efforts at
implementation of an &ducatiDnal ipstitetion sening the entire
.+ community have been emphasized only within the past decade and
, - a half. The evolution of the Lommunity: colteae has been described
in three stages;-cach of vhich reflects % specific focus leading,
idoally, to an integrated community-based cducational institution
doessing and meeting the needs of the entire population sernved by
the pdliticy entity rsponsible for the collige.
, In the first stage (1850-1920), the major foces was on provid-
ing a program of stedy that led to transfer to a four-year institu-
tion. The second stage (1920-1913) bronsht the introduction of
. occupational progeams that added 4 new dimension to public-
supported postsecondary education. In the third stage, beginaing
about 1945, the "-im‘('pt of the institution as 1 community sgency

serving the entire population ¢11'\t‘lup('d St it the need for a
complace reordering of prioritfes within the institeson (Thorton,
) © 1960, UL 46533, ' —~

Since the addition of the community dimens | Jhe poten-
tial for the d(ulnpnum of u>mmunm refated progpams has in-
areased ine gu)nulm [TARKIRE ulmns Once the commitunent 1s made to .
serving the total community, the potential variety of cfferings is
| almou limitles. The «allege becomes one of m.m community -
TS agenaes whise re sponsibility is th conttibute its own unique capa-. "
. o< bilitics .md h\u}lr(ts to tymentinyg and ¢nnching the organiza-
, l!l‘l‘lJ] s.luuurc of the (nmvmuul\ by which 11 moves toward its
7 |

% }1' ’,’.;9’ - | f
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goals of serving the human hemoeswho hold ombenslin (hooma! o
mformal) within its housndaries.
The 19605 saw o phenomenal expansion o ccenpennand oo

“ricula in the two-yver colleses. New proztars .‘5»1)('.1!1'& I Tespiense

to community interest and corclments becars toocron, In T9a0
wias estineated that about 13 percent of the tesd number of two-
Cear college studerts (1.292.753) were entelled in an occupatioma!
srogram. By 1978 the percentage of studer s arvalled in these pro-
grams Tad mercased o _';\[\m\im.ml\' 30 pacent ofu toaal of
2.3(m\lu(k'm T now estimeecd thar caorpar 0 T proonams
enroll alnost it of the ol o about 200 oo seadons, The
numbeai of procams ]l.l.\ dlso iT](ll“I\lli'. TEETS cursentdy ostinated
that colleaes otter as nuny s L0600 ditfarern cpes o procrams in

this arca.
. Carly assessment efforts

During the phase when the cmphasis was o o proe
gran's, the sssessment of needs was aredatively cmple matie - Pyven
with the opardaonr admission paliovomost stacenis had complered
high school and were headed (or claimed 1o be) toward atoar-vear
co ge vrogram. Ascessment of need consisted) in mest instanees,
of s cing hich school i ddaates as a guide to carricudnm planning
and suffing. Evaluation of the effectiveness ot the progiam was
determined by the percerage of graduates who granterred and
who had shown © juate acadensie performances in the tansfer
institiion. Those who dropped our withour coampleting the pro-
gram were HKely not ta be considered college murarniad, ond wddom
was there any analvsis of ihe factors the comuiburea o the diop-
out raie. ' A

When the colleges bezan to indlude vooatenad and technicad
programs in their curricubar of fering, the probloms o assessment ot
need and evduaton of effectiveness bocine taiel more complex.
Currnivuba désigned 1o prepare students for emplovment o1 the come
pletion ot the two-vear program added complex dimensions 1o the
college's operation. Thes planning amd dedision-making process ac-
quired new dimensions. Historically, emphasis has been placed on
the needs, of cmplovers i the community for wodhers who might
receive the required prestavice preparation in che two-vear college.
Surveys were conducted in an effort to identi'v or project the em-
ployment needs of the industrial business and service establishments:
of the community. On the basis of these data, collected in a variory
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of seavs, Gt e I B N PO DS BABNEEI
AYRIAY il\\(\?j‘zf_. s P BT N TS T o thooa (RTINS A N B
TS N R S N Dol ot bty
thare wi- an slograte o sappin e soudenis who o wonld Choose o

erroll mothe cicnt e o tered, The evaliieion of che Prociams was
. . e }

hrupl\' l’:.rl('(’ i, J}‘.(‘ ('IIZiAY‘-‘.,n_l\|["~,_ RN ~’1ll.li',‘\ Y hn [l l'H‘jxll‘.’[t'd f!'.('

procrames. B onedicaes v stndontsow b cven partiaihy comploted a

prticalar prozoam tonnd johewith Brte de alie and were able to

retan jobs i e oo roend e with o eaa hle e sree Gf e -
LS the currecdem was Cotisiche B R T R ST B RN | v
evolinom wonkod well s iw?'x;" vt el oy were i _noeth
e Voot rhe it s e e e e [TV AR TSI
b rpend rares Thore v o e o e e 0 st
. Oof Comparative cletineness, Schi nivas s o devpe d
v becise of madcga ae emrollmont et evon mese soldom beaane oof
fl].‘f(ll'(l‘.l tte n-th J T berbeemenc e, .
O Dceaomdhars e the porsistein e b canrpoada Yo
been Iht' tse o AN NGy Loooacesin the s sz ated evalaate noof
©oocanectenad cerrien! o The mbership of theswe Gamnetees
, ' ustiadly convisis ot e hiadiv reprsenteive s o cmplovers,
. ¢ ilen upn\rni.ui\:\ b wer ke s s deamed e approeptiate by
the eollece athmmistrions regonsibleo fer cascadlom and stitu.
ton. Hheso committees, which 1\ i Ay mees ar Ioast pagee in ..
acadenie vears have the responsibility for advians the cOleoe statt
on the content and S ture of IEH: curnicahuy i terms of ity st
abality tor ]m"]: T stadent for mesmuany cmples bt ad one
thejob pertammuane i speditne acapeetional area,
While i wome caes by contmnttees bl e been
entirely effectn - an substantiveh cansethanms oo the desin, gy e
mentatton, and oo nt Careala, otiioss e hoen Lorpely
responsibie for raint aning « bk desree of roalism i the structore
and content o G casnonluni occonmidernsble estent, the broadly
based composition of the connmtiee and Hhe Perceptions of s .
function Leld by the adminisiz aaiv o feacbing st are detenmine
’ irg factoas in the guadioy of the servn providad by the comnattee,
Avvivory commititees, properdy consiituted and anficed, can be a
\'illll.ll’)lﬂ' source of darg for evaluation of an o area o cenvice to the
community. But there is considerafile evidence that thei: influence
his not been as proad as might heve been expected, beciuse the |
committees have not always been‘representative ol al} fucets of the.
occupational area, such as lonerange demand fior skills, direvtions
- of tecknical developments in the tield, and projection of asthets”
‘ \c . - 4 "
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for products or services, Nor has there been in all cases a systematie,
continuous cv: lllhl(l()l] of the nulu,mcs of the instructional pro-
grams.

\\llh the L‘\UL‘H]L‘I\’ I lpl(l gm\\th patterns, it is not Slllpllﬁll’lq
that there has been limited time and cffort devoted to a thorough,
ongoing assessment of need for or evaluation of outcomes of these
programs. ‘This is true not only of occupational programs, but of all
the cnllcncs offerings. The transfer programs have had a built-in
evaluation in the lmm of ace eptance of credits ) ._,Lhc sentor institu-
tions ind the pellmm wice of students lh'-lpfnu the transfer was
effected.” “Occupational curriculic have not Rad as 1e|dlly available
data to reflect their adequuacy or effectiveness. Follow- -up studics of

former students in occupational areas are difficult to accomplish,
time cunsumnw, and wsll) The (lcmln(l and u'spomc of the com-~
munity continued to be of sufficient quality and quantity to assure
Loa u)llcuc that it was performing a useful function. New colleges:
\ up('ned ‘ll the rate of one every week in the 1960s and enrollments
. \muumd at an average of over 13 pereent cach year, lL“thll’Iq a
ak of 24 pcrunt increase in 1965 over the previous year’s enroll-
\mcm‘ The mdjor ‘l(ll\ll\’ ol the wllcq(-s at this stage of their devel-
‘«()pmc ntwas to recrinit staff, build buildings, and schedule courses at
arate Sll“l(‘lcnl to meet the numbers of students ”()Ll\lllg to their
d()()l’b in sc‘ueh of pmts\cu)n(l ary education of one kind or another.
“The incentive for a- well-organized, comprehensive system of
evaluation was not great enough to induce the expenditure-of time,
money, or effort to identify or apply criteria of quality. It was
easicr to add curricula in l’CS])()nbt_ to an C\plcssmn of interest on
the part ot cither the potential cmplm ers, students, teaching fac-
ulty, or a combination of all three gmups

emergence df the community dimension

~While. the third ph‘lsc of the-development of two-year col-
Ieges (the community dimension) is considered to have started in
the mid- 1940s, it did not atteaet intensive attention on the part of
the college until the I or carly 1960s. Colleges offered a
varicty of scrvices de: i uily for members of the commu-
nity who were not full-time st: .cents, but these programs tended to
consist primarily of the more traditional adult education, namely
»evening school offerings, augmented in some localitics by cultural
and recreational services. The fuller recognition and implementation -
~of the community dimension and the responsibilitics that it invdlves

S
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is of more recent origin. Evidenee that ‘community services” was
emerging into national prominence as an essential function in the
public two-year colleges was indicated by a grant -in 1968 by the
Kelloge Foundation for a three-year project to be carried out by the

“American Association of Junior Colleges. This provided impetus to

the development of community services activities feading to a much
broadened coneept of the functions of community: colleges. It -
should be noted that the acceptance of community service as an
arca of emphasis is indicated by the rapid SplL‘d(l of thc practice of

changing the official name of a collége from “jupior” to “commu-

nity.” The American Association nf Junior Colleges changed its
own title to American Association of C()mmumt) and. Junior Col-
leges in 1972, . . o

This broader concept was first articulated on a \ national basis
by Edmund [J. Gleazer, Jr., President, American Association of -
Commurity and Junior Colleges. Gleazer (1974) describes the
newly recognized potential for the cummunily college to become
much more closely related to its community and to utilize its own

unique capabilities in contributing to the welfare of the total com- .

muaity. He states, “The ‘new and different period’ calls for
response from junior and conynunity colleges different from- thé"

first two pcnnds ol juniogglollege evolution. .. . But it took the

soctal forces of the sixties to bring realization of the concepts in-
terms- of new institutions throvghout the country-—colleges that,
with the developing sell-assurance of size and experience, could be-
come more sell-directed, less concerned about imitation of the aca-
demic ways, [reer to fnnovate, to-seck the logical educational forms
derived from the dmmcluxslxcs of their students™ (Gleazer, 1974,

p. 7). . _

The commitment <)f a college to become a community-based
institution dedicated to service beyond that of the more traditional
collegiate-level institution is not casily made. It inevitably requires a
reordering of priorities within the institution that must be carefulty
considered in terms of the effects on the various sectors of the col-
lege. An institution does not become a community college simply
by renaming irself or publicly proclaiming its assumption of the
com ey naatle. Aedon s required that may - the institu-
tione to its foundations. It is essential the  the perceptions of the
major dimensions of the college’s mission be shared by those re-
sponsible for designing and implementing the rcslmme of the col-
lege that may be required. ' .
Goals and <)b_|cct1vcs of the college need to be rcdcfmed in
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terms of the concept of two-year colleges as community based, per-
forminee oriented. Participation in this goal-setting process by all
those affected by or contributing to the.college’s day-to-day opera-

“tion is essential. Commitment to the concept of being comuinunity

based will depend to a significant degree on acceptance by all those
directly or indirectly involved in the college’s existence. Without
this commitment, there is likely to be conflict and resistance at the

-worst “and -only. minimal success at the best.- The philosophic

assumptions that underlie the community-based, performance-
orientec¢ institutions may differ substantively from those that have

guided the college in its previous history. In order to avoid disrupt-

ing discontinuitics, the. implications of the operational changes re-

“sulting from shifts in emphasis in the college program must be antic-

ipated and ways to ease the transition must be designed.

93

needs assessment and evaluation

Because the developraent of this new concept of the commu-
nity college’s role is relatively recent, emphasis has so far been

placed on needs assessment rather than on evaluation. The focus has

been or: development of strategies that would enable a college to

“shift to a more community-based orientation, to be followed by

evaluation procedures when means of meeting the assessed needs
had been implemented. Howevcr, it scems evident that evaluation
must accompany policies, procédures, and programs that are ia-
tended to lmplcmcnt any change in emphasis or orientation. The
assessment and evaluation are necessarily concomitant processes.
The key. to Lvaluatmg the effectiveness with which a community
college is serving its community>depends to a sxgmflc(ml degree on

. an dd(,qlldtc definition of 'the mission of the coliege; the assessment

of needs in the community that might conceivably fall within the
capabilitics of the college; and the i imaginaiive design of programs
and services to meet those needs. Given these elements, stmtcglc
can then be developed to assess how well ‘the college is meeting its
expectations.

" The definition of ‘a service area in the “community” to be
served ranges from a complex to a relatively simple process. If the
service area of o specific ¢ 'eee is defined by legal Vfinitie - 7.
trict boundaries—as, ioi ...ample, in California—the cor.aunity to
be served has more or less fixed parameters. While interdistrict
working relationships may be developed, the major focus of the col-
lege’s mission is on the geographical area included within the dis-
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. '
tict boundaries established by slaw. In states where there are no
sich restrictions on the Tegally defined service area, the definition
of a collge’s target populations is more complex. An integrated
process of nvestigition and assessment requiring a broader reach in
terms of hoth gecgraghy and organizational_components is needed
when the service area boundaries are amorphous or amochalike in
their changing shapes and structures, Iowever, it has been tradi-

tional for a college to center its attention on its immediate sur-

rounding scographical area even in situations where a substantial
proportion of its enrollees come from outside the contiguous arca,
A problem in the customary definition of the service areais that in
too many cases it has been aceepted as being defined by the groups
who came to the college secking services, who were attracted by
few or very traditional recruitment techniques. The emphasis on

s irs

alfirmative action and service-to the so-called disadvan ged has re-

sulted in the development of outreach programs, which have pro-
duced in” many colleges sighificant increases in the proportions «
and range of the total population being served by the college, How-
ever, in many instances the efforts have been sporadic and the “new
students™ have been expected to conform to the college as it has
existed. Given changing student populations, colleges have not been
sensitive to the need for changing their programs, procedures, and
policies so that student needs might be more adequately met.

-

studying the community

Therefore, the first major task of a college-in the implementa-
tion of a more community-based program is to study in as broad
dimensions as possible the composition of the population structure -

~of the service arca. A valuable source that can serve as a base for

this study is the information containéd in the most recent U.S.
Census. While there is an inevitable delay between the collection of
the data and the time they are locally available, census. data still”
constitute the most reliable source of valid information about the
population as a whole. By comparison with previous census data,
population trends within the service arca can be identified. In many
com'inunilics, there are efforts made (o keep census data up-to-date
through a varicty of surveys sponsored by community organizations
and gmups for whom accurate population information is essential.
For the community college, thesc data, which must be as ‘accurate
and complete as possible, constitute the basis for the planning

- progess leading (o a' community-based educational system.
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Another important clement in e community assessment
process is an in-depth study of the wad in which the community has

organized ttsell to provide services to. it population. This involves

compilation of information about community agencies involved in
such arcas as health, education, human resources, physical re-
sources, transportation, and community services. If an arcawide
planning organization exists, its structure provides a guide o this
“type of community analysis. One notable example is the state of
Virginia, which, ‘throngh -legislation, established a planning mecha-
nisme designed to improve communication among dgencies at cach
level of government, in an effort to increase responsiveness to local
needs. The state was divided into -planning districts that have ad-
visory committees to consider specific problems and make recom-
mendations for alternative courses of action to cope with the prob-

“shown in the following chart (from Berghaus, 1974, p. 20).

Advisory Commitiee

Areas of Concern Related District Programs
Health . Mental Health, Drug Abuse, General Medical
o Cuare, Emergency Medical Care, Nutrition,
Communicable, Discase

Education - Higher, Secondary, Elementary, Vocational
gher, \ \ al,
Adult, Library Services, Special Education

Human Resources Housing, Public Services and Facilitics Em-
' ployment, Leisure Time Activities, Com-
meree, Job Development

Physical Resources . Tourism, Agriculture, Forestry, Pollution
‘Control, Minerals, Land Reclamation ”
Transportation. Streets and Highways, Waterways, Highway

Safety, Transit; Airports, Rail

Community Scrvices Law Enforcement, Fire Protection and Pre-
ventien, Civil Defense, Sohd Waste Manaee
o Wi sopply, Sanitary Sewers, Land

Usc

“Although this model may require tailoring for a specific commu-

nity, it can scrve as a valuable guideline for the analysis of a com- .

. . . . . oD .
munity’s orgapization structure. The implications for community

. 101 -

- lems. The advisory committees and related district problems are -

-

~.colleges in such a system are numerous and thie opportunities for
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the establishment of mutually beneficial working relationship scem
limitless. - g

‘Another sourceof vital information especially essential to the
community college is related to the economic system of the area
that the college serves. Colleges have been able to utilize this infor-
mation more cffectively than some other informationfargely be-
cause of the incrc;ising-imp()rtzmcc of vocational and technicalpro-
grams as college curricula became-more comprehensive. Community
business and industry surveys were 1rcqucntl\, made, to serve as a -
basis for decisions about which vocational and technical programs -
were to be introduced into the college curriculum. There was
rightly a concern for the employability of the graduates from such

. programs and steps were taken to ensure—as far as possible—that

the curricula established reflected a need fop trained workers and
that the content of the curricula would reﬁivll in appropriately pre-
pared workers. As mentioned carlicr, advisory committees in spe-
cific curricula areas have been {in addition to the more general busi-
ness and industry survey of needs for workers) the major vehicle for

- obtaining such data. The effectiveness of the use of these advisory

committees varigs from_ college to college but they represent a
strohg potential force for establishing and maintaining the flow of
ll’lf()ll’ndll()n between college dnd one of its most significant constit-

- ucncus.

In the effort of a college™ tn C\pand its services to a Iargc
cross-section of the total community, the needs of the groups that
have been traditionally represented in “the student population
should not be ignored. Secondary school students still represent an
important segment to be served by the community cnllcgc, even
though the proportion of recent high school graduates or attendees

may be decreasing in some colleges. The special interest groups in -

the. commumty represented by such organizations as service clubs,
women’s organizations, fraternal clubs, or lodges, and=ren ious
orwmizat s have no ' that should be included in any survey of
potential arcas of service. In addition, there are other groups and
agencics within the service area that represent an lmDortant source
of data in the inventory of community nceds. Examples of such
groups include labor unions, agencies dealing with welfare recipi-
ents, persons with all kinds of physical and developmental handi-
caps, the unemployed, offenders (institutionalized), exoffenders, -
and senior citizens. Not all of these have organized groups that can
represent them in a formal manner, but they all héive special needs,
some of which may be relatcd to. the capabdlty of the commumty
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~college. Tt-is the task of the college to assess those needs so that

they can be considered in the planning process.

At the present time, colleges are tackling this task of commu-
nity needs assessment in a variety of ways. There is not available as
yet a wellvalidated, comprehensive instrument that would permit
the college to gather these datain aspecific organized manner. Be-
cause of the wide variation in the nature of communities and their

unique needs, any instrument, to have national d])l)llc‘lhlllly, would

by necessity have to be flexible and broadly based. Many colleges,
in an effort to develop the data base and design strategies for be-
coming more community based and performance oriented have
attempted to gather these data with “home-made” deviees. It is dif-

ficudt to assess the effectiveness of these instruments, because cach.

community is unique and has a combination of circumstances that
requiire special consideration. But it seems reasonable to assume
that an instrument could badevised that wouald besufficiently Mexi-
ble to be useful to a wide variety of community colleges. The im-
proved Clhcxcncy in terms of cost and use of manpower is another
factor that increases the attractiveness of such a procedure to.a

-college. "

A problem tlml may arise in-the efforts to assess community
needs is in the area of sampling. If the data base to be used for
planning is to be reasonably accurate, it is essential that appfopriate
sampling techniques be employed. Il sampling problems are not
given adequate attention; the accumulated data may be subject to
misinteérpretation. In. the absence of the use of statistically <
sampling techniques, questionnaires and other data- Mectis
vices are*frequently directed to Wed b the totad
me ol Pt ~ip bemg soadioa. This almost incvit:‘.bly re-
sults m a bras in the datia collected, because seldom. if ever, is there
a 100 percent response. For example, questionnaires included in
local newspapers,.shopping advertisers, or 1o be picked up in local
business -establishments frequently do not reach a representative
cross-section of the population. When suck techniques are used, it is
essential that the demographic dimensions of the target populdtlon
be well understood “so—~that the responses can be propgrly inter-
preted. If interviews, structured or unstructured, are used, the dan-
ger of bias is even greater. It is possible that the information about
the nonrespondents is equally significant to the planning process or
evaluation if community needs are to be mét in terms of established
priorities. There have béen instances where colleges have operated
undcr the illusion that a broad cross-section of the commu unity was
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being served, when in reality only a very narrow scgment was in-
volved in college programs. The missing components of the com-
munity were not identified or recognized and, consequently, infor-
aation regarding their needs was not included in the planning or
implementation of the college programs. In such situations, evalua-
tion of college cffectiveness will almaost inevitably reflect an unreal-
istic bias. In order to avoid this situation, colleges should build in
safeguards, such as fi.quent consultation with community planning
agencies, examination of avatlable up-to-date demographic data,
systematic monitoring of sources of enrolled students and mvestiga-
tion of potential service to simificant community groups not repre-
sented incthe college's current enrollment,

planning phase

Once the community needs assessment haé been completed, '
planning can proceed on the basis of the accumulated data. The
needs of the community that seem most amenable to the capabili-
ties and resonrces oifered by. the college can be analyzed. The estab-
lishment of prioritics for services .to the community is a process in
which a broad crosssection of the communit< hould be involved.

‘Some of the S " bhe consicicird gre the philos - hi.
cal framewok Lo oo ednstitutoon o - zoals and ob
tives tho ooy .« s the extent o hich other com-

munity oiganizations are making efforts to fill the indicated needs;
the current capabilities’ of the college relevant to the needs; and the
willingness of the power structure of the college to allocate re-

“sources for the purpose of meeting the needs. The community col-

lege has*been accused of trying to be “all things to all people.” It is

~in-the priority-setting process that a strong denial of this accusation
~can be made. Within the framework of its mission and priorities, the

community college should be attempting to use its full resources
and capabilities to serve the community in as broad dimensions as
possible, in ways that will most effectively contribute to moving the
community forward and enhancing the quality of life for its constit-
uent populations. Prioritics, once they are agreed on, will define the
target populations, the programs to be developed or continued by

. the college, and, to a considerable degree, the relationships among

the college and other community organizations, inciuding business

and industry. A : _ :
Planning then can be based on established priorities, which

greatly simplifics the ailocation of resources. Rather than an often
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disruptive compe tition for a college™s resources, decisions ¢ can now
be made in terms of proviously agreed-on priorities.
Assessment r..iwv becomes a process of checking on the qual-

ity of the<tasks previously accomplished. Among the questions to o
be asked are:

L What cvidence is there that the assessment of cummum[y "
needs was accurate?

@ Were the prioritics established valid?

®  What indicators of consumer satisfactions are avatlable? o
© - What steps might be taken to improve the deliv ery of services

« to the commumtv"

the assessment or evaluation process
, >
, Many colleges Lave attempted to assess community needs and
evaluate the success of the college in meeting those needs. A few
examples may be cited. In the summer of 1974, a commuinity col-
lege in Portland, Orcgon, engaged in an assessment of the extent to
which the college was “community based, performance oriented”
(Y ~vington, 1975, p. 9). These terms were defined as follows:
L. Communmty-based. The institution has demonstrated com-
- tment and skill in assessing postsecondary cducational needs dnd
resources in its community and developing needed services. @
z.Performmzce-onented. The institution has demonstrated
commitment and skill in evaluating itg responses to identified com-™ .

~'munity nceds and reportmg fmdmgs in terms citizens can under-

stand.
A structured interview schellule was designed to elicit information

.and a sclected sample of 4 cross-scction of the commumly was

interviewed. The results of the interviews permitted comparisons of

- pcrceptlons of the college’s gerformance amony a broad variety of

groups in the community and served as a basc for planning of fur-
the:r efforts to move the co’lcg‘c toward its g,oal

An interesting concept}implemented in 2n urban Mar\ldnd
community collcgc is designed to enable the college to respond to
expressed nceds in the commuhity (Watson, 1974, p. 8). Classés are
offered by the college inrespolse to specific requests originating in
community groups, and held in a wide varicty of off-campus loca-
tions. The range of topics of thg courses has been broad and partici-
pants have been representative of the total population in the com-
munity. Evaluation has been completed for each course and the
results have been overnvhelmingly favorable. The .college staff in-

4 . HE o .
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volved are convinced that this program has contributed to increas-

ing the community otientation ()l the college and stlcnulluncd 1ts
commitment to meet the mdl\ldlml needs of citizens.
Other colleges have conducted studies desianed to (lctcrmilic

the needs of specific target audiences, such as members of mmmnv i
groups, senjor citizens, women returning to education, and unems-

ployed workers. One such l)l()JL(_l involved an effort to determine
educational and public service needs of th. senvice area of a puleC
s television station owned and operated by o community college dis-
trict in"California. Another urban collége sponsored a study to up-
date the economic and sociological data on which l’lhll’ll)()\\‘tr re-
quirements, population trends, and enrollment projections were
based. An’increasing number of colleges are taking the “open cam-
pus” approach, offering i lmtluumn wherever potental students and
spﬁxu': may ke available.
/71 All of these activities are predicated on the assumption that
there is an‘ unfitled need for educational servizes to be found in all
C()mmumtu:s Defining these needs and locyting and  managing the
resources nccdcd to fill them is the most ch: L“L']t‘ll’lg task ficing
community ‘wllcuc today.
Therelis no question that many cnmmuml\ colleges are mak-
ing efforts th become more useful to a-niore broadly-defined com-

munity. Sonie measure. oftheir success is indicated m the mainte-

nance of eénrdllment growyh and the changing nature of the student
populations. 'The facts that the national average age of commuaity
college students is currvnt‘]v estimated as ranging from twenty-five
to,thnty years, and that tHe proportion of part-time students is

increasing, supgest that ¢ommunity colleges are serving a broad
cross-section of adults. Gleazer, in a presentation to a forum ol"

community cqllege presidents in 1976, expressed the situation as
follows: “Lducatl(m U needs still exist for the mounting numbers
who have m()\‘cd beyond their carly twentics. ‘In fact, ll would not
be difficult to; nmkc the case that those needs may be more critical
and more prcssmD

the conventional ‘college age.” Educational planning in our sozicty
therefor: must be based now upon meeting the cducational needs

of the total [J()pulalmn with an awareness of the differences that
will exist in those needs at different age levels and -conditions’
Sound plannmg cannot be limited to factors like the number of

high school graduates or the numbers of pcoplc in what we drchdls-
tically refer tp as ‘college age.”
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The precise dimensions of the community college of thé fu.

ture cannot be accurately predicted. But it seems evident that AT the
commumity college is to continue to make its unique contribution
to the democratization of Anverican education, its success gvill de-
pend, in part, ¢n its ability to assess community needs thyt it may
rally its. resburces to meet. An ongoing, never completed #l‘bccss, it
requires continual monitogng of chunges occurring in a chbmmunity
in terms of its social, economic, and dcmographic chatacteristics.
The success of a college’s efforts to assess community r_)i.-cds, formu-
late plans to meet them, and évaluate the extent’ to which it
achieves its objectives will defermine to a considerable degree its
ultimate survival as a vital and essential segment off Ainerican post-
secondary educationgy '
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Generalizations are made about assessing
student progressiin community colleges
on the ‘basis of the previous analyses.

concluding comments

‘ | | | leonard 1. bafrd

-

S——

. . N
- ¢ This volume demonstrates several broad approaches to the assess-
ment of students” progress, ranging from ‘assessing academic achieve-
meént in a fairly traditional x?ia“imcr, to assessing the extent to which
the colleges’ programs meet the nceds of the surrounding commu-
nity. The techniqués involved vary from tests of all kinds to inter-
views and surveys. The authors.show how students’ progress ‘can be
systematically studied in a variety of ways and how the assessment
. of students’ progress serves several basic purposes: T
Selecting the Best Courses of Action” for Students and Col-
leges. Information about the kinds of students who do best in spe-
cific types of programs provides colleges with tools for selecting stu-
dents for programs a for placing students in appropriate
programs. Information from the several broad perspectives outlinéd
inthis volume can help decision makers make more informed deci-. +
sions' becaus€ they provide inforriation about many important ¢
. aspects of the dccisions, including their academic, occupational, and
social consequences. . - -
Improving Students’ Choices Through Guidance and Counsel-
ing. By providing counglelorfs and students-with systematic informa-
. tion about the outcomes tu be expected by following one course of
action og,another, assessments of students’ progress can help stu-
~ dents make better choices. Informed with knowledge about what-

<
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has happened to similar studcnts m the past, the counselor and the -
student can evaluate possibilities and make better informed deci-
sions.

" Understanding  the ristics of Special -
\ Groupv of Students. Not “css in the same way
or in the same directic an make better in-
formed decisions with ut the progress of these
groups. . .

Helping Colleges in Their Plannmg and Administrative Activi-
ties. Information about the progress of students on a wide variety
of dimensions can help colleges set priorities, plan programs, moni-
tor the operations of the programs, and evaluate the success of
those progrums.

The cvidenc: for the role of assessments of student progress
in performing these functions has been outlined in the previous
pages. I believe that the college that systematically. evaluates its
decistons'by the variety of perspectives outlined by the contributors
to this volume will make its decisions more effectively, and ‘will, in
the tong run, be a more effective and humane institution.

]

Leonard L. Baird has been conducting research on
the social psychology of higher education for
ten years. dfter receiving his <1)octoratv from the
University of California, he whrked at the American
" College Testing program, specializing in studies
of the personal growth and development of college
students. At the Educational Testing Service, he &
&5 a senior research psychologist in the Higher
Education Rescarch Group, where he is focusing .
his atiention on assessing the concurrent and
predictive validity of survey and self-report measures
and on assessing college environments i. .crms of
their impact on student aspiration and attainment.,

109



References to additional assistance on assessment from
the ERIC Clearinghouse for Junior Colleges are provided..
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sources and information
for assessmg student
learnlng

elizabeth rinnander

This concluding article reports on references pertinent to the assess-
ment of student progress in nontraditional programs in the areas of -
assessment of prior learning and experiential learning, and evalua-
tion in cooperative education programs. Because of space limita-
tions, only sources’appearing within the past two years are cited.
Except where otherwise indicated, all sources are in the ERIC sys-
tem. Information on ordering abstracts or full copies of ERIC docu-
,ments appears in the list of references at the end of this article.

experiential learning: how-to’s -

Delaware County Community College (Pennsylvania) con-
ducted a national survey of institutions involved with the Coopera-
tive Assessment of Experiential Learning (CAEL) assembly, to.
determine national trends in the structure and financing of pro-
grams to assess experiential learning (Kray, 1974). Most. colleges
assign this assessment task to the Dean of Instruction, it was found,
with faculty members making most of the evaluations, basing their
decisions on documentation and letters of testimony provided by

‘ <
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the student, interviews, job descriptions, and actual examinations.
Competencies, courses, and general background of the students
were the commonest criteria for measurement. Since most colleges.
received no federal or state funding for these ass essments, many had-
begun to charge students fees for this purpose. o
The Community College of *Vermont, a statewide college

without walls, is of ited as an exemplary model for nontradi-
tional education ‘inht expect, this institution” has devel-
oped extens? ‘i - guidelines for assessing its students’
experiential at -nt Self-dAssessment of Non-Sponsored
Learning (197 -~ how students at CCV write their own

individualized, competence-based contracts. Development of the
contract includes hoth assessment of prior learning and planning for
sponsored learning. These are integrated through a “degree develop-

-ment sequence™ involving workshops, regular mectings with a re-

v

view committee of peers and faculty, and intensive counscling sup-
port. Contracting Materials (1975) provides a package enibling
students at the Community: College of Vermont to develop and
implement their own written, individualized, competence-based -
learning contracts. Included are an orientation package, values clari- .
fication exercises, carcer exploration guides, and assistance in the

development of competence statements. This document would be

most helpful to colleges needing conerete, “how-to”" assistance with

assessment of experiential learning. '

Another institution sharing (via ERIC) their guidelines for
translating s experiential learning into academic credit is William
Raincy Harper College in Iilinois. Christensen (1975) supplics a
statement of philosophy and rationale, instructions to both stu-
dents and faculty delineating their respective roles in the crediting
process, recommended format for student-generated portfolios, and
guidelines for the documentation of employment, hobbies, military
scrvice, and the like. In the Morgan (1976) report, Eugene Hallon-
gren describes the workings of a program  that permits credit
awarded by demonstrated competence.

. agceptancc of asscssment programs 5

In many institutions, the system for assessing experiential
learning is subject to heavy criticism from faculty or other segments
of the college community. Involvement and articulation of all par-
ties from the carliest possible time, plus a participatory governance
structure to shape.and develop policy revisions, seems to be the key
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to carly acceptance and successful development of a“system of
assessing experiential learning, according to a study by Kray and
Wyman (1975). Desmarais and Wiggins (197 ) surveyed 100 col:
leges and universities, finding that nearly two thirds of the institu-
tions responding had some sort of credit for prior learning policy.
Case studices are offered for nine programs of the respondent institu-
tions. Kray (197 )) qucrlcd nearly 600 laculty at fifty-four two- and
Tour-year colleges, and discovered a significant difference in o -

tudes townrd -7 o0 aning between teachers divcc iy Cved

Cin assc: o Clearning and those uninvoh dty

o owhoassc e ente caning tend to take the oo ive Construe-

? " tionist phs‘ilion, while those who do not tend to take a behaviorist
perspective. '

assessment of c00pcrative education

Lomen (1974) offers a h.m(lbnol\ on umpc ative education
from Valley College (Los Angeles, California).. Philosophy of the
program, writing of student objectives, evalnation and grading pro-
cedures, dl)(l prnccdmcs for instructor and coordmalor visits to stu-
dents’ job sites are among the salient contents of this manual.
Cooperative education and prior learning are among the. types of
learning considered in Warren's (1974) important essay, “Awarding
‘Credit.” e offers a brief hlst(ny of credit granting, and discusses
uses of credit, current practices, problems in measurement of per-
formance, and dircetions for the future of student assessment.
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Assessments of student progress toward various
goals can improve the decisions made by students and
colleges alike. Students cun plan their educaijonal
.and occupational careers-best with an appreciation
of their chances for success in pursuing one course of

. action or another. Colleges can best plan thei}l programs,
- organize their curricula, attempt to meet the needs ’

of important groups, and evaluate their efforts
when they have systematic and comprehensive
information about their- st.(dents‘“progress

The contributors to this va Jume outline a variéty of

“approaches and tec]nuques to-assess Student-progress.
" Their Suggestions and recommendations should

have immediate utility for ¢ icision makers
in community coIIeges i
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