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The Educational Egianggs_lnfnrmarinn_Cenggr an Adult, Career,
and Vocational Education (ERIC/ACVE) is one of sixteen clearing-
houses in a nationwide information system that-is funded by the
National Insfitute of Education. One of the. functions of-.the
Clearinghotse .is to interpret the literature that is entered in
the ERIC datz base. -"Thig paper should be of particular interest
to. educational decision-makers and practitioners :who are' ' )
considering how they might deal with creldit awarded for e*(pel:ien-
tial learning. o - .

-

The profession is indebted to Elizabeth Stanley for her scholar-
ship in the preparation of this paper. Recognition also is due
Robert Templin, Piedmont (Virginia) Community College; piana
Bamford-Rees, Council for ‘the Advancement of Experiential
Learning; and Richard 'Miguel, The National Center for Research
in Vocational Education, for their critical review of the _ .
manuscript prior to its final revision and publication. "Robert
" I. Bhaerman, Assistant Director for Career Education at the ERIC
Clearinghouse on Adult, Career, and Vocational Educatlon, ’
coordinggeﬂ_zhe“puhllcation* s..development.- S R
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Robert E. laylor
Executive Director

The National Center for
Researc¢h in vVocational
Education




. . ABSTRACT =

] . -

-

-
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the' adoption of a policy on credit for prior learnlng and to . .
. suggest appropriate resources for further study. The practice of
awarding credit for prior learning'is traced in the first sectidn. - .
_ In the second, various approaches. to assessing prior learning o
are. surveyYed; included in this section is information about.
credit by examination, credit recommendations for noncollegiate |-
" s courses, individualized assessment (study orientation, portfolio, .
pPreparation, measurement and evaluation of learning outcomes w“ﬁkﬁh
transcription or recording>of credit awarded, and other 5ﬁ5m%f’ ﬁ@%
institutional policies), evaluators and faculty developueht;; v
wo - gspecial interest areas, and costs and fees. The third 8Tt .
discusses guality .assurance asd program evaluation. The IS%t a
sectton“exswtnes”futnre‘directibns‘and“imgli¢§tfbﬁ§‘”“1”fﬁ? gtzon,
about credit-for-prior-learnlng publications is included in the —

appendixes. {cT) - .
- - - . Y

-

. N ' ’.0
DESCRIPTORS : : *Adult Students; *College Credits; *Pgion\ﬁ;aining
Degree Regquirements;.*Credit Courses; *Eguivalency Tests;
*Nontraditional Education; Faculty Development; Postsecondary ]
. BEducation; Program Evaluation; Self Evaluation (IAdividuals) oo

o
}A.‘.-.__._
o
1
4

IDENTIFIERS::Canada; Information Anaiysis; United States &

a
w

A T ———— i dmm—




-~

INTRODUCTTON—

BAcxéRounn

APPROACHES TO ASSESSING PRIOR LEARNING

CE%DIT BY EXAMINATION

" EREDIT RECOMMENDATIONS FOR NONCOLLEGIATE couRsEs
INDIVIDUALIZED ASSESSMENT o
EVALUATORS AND FACULTY DEVELOPMENT
SPECIAL INTEREST AREAS

'COSTS AND FEES FOR-T%FoA§&ESSMEqT OF PRIOR LEARNING

" QUALITY ASSURANCE AND PRQGRAM EVALUATION
" CONCEﬁﬂS AND FEARS ‘

QUALITY ASSURANCE

STANDARDS AND CRITERIA
ACCREDITATION .

PROGRAM OUTCOMES AND RESEARCH
_FUTURE DIRECTIONS AND IMPLICATIONS
APPENDIXES

REFERENCES




.. _INTRODUCTION  _._ - N o _
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The focus of this paper is on .the activities’of colleges and  _.
universities in providing options for the assessment of prior
learning for adult students. Prior learning, sometimes referred
to as nonsponsored experiéntial learning, Mmay include skills and
' . competencies acgquired through work. volunteer services, training
programs, or other learning activities. o-These experiences have
* been recognized as worthy of college credit by a number of
institutions of higher education. The major emphasis in the
paper will be on programs within associate and baccalaureate
degree granting institutions in the United States and. Canada.,
P . ) &L - Vo
'Terminélagy'in this area has,” at times, been confusing. The *
‘term "experiential learning” typically is used to refer to -
) learning as it occurs outside the classroom, although it s o N\ o
' - recognized that classrooms also provide experiential “settings. .
S - As Willingham (1977, p. 1) roted, -those primarily concerned with
_experiential learning emphasize "assessment of learning in N ‘ \\\
§ffﬁittﬁﬁ3“fﬁ_whfchAfhE“PrfOritY”iS“Tvv—uPﬂnwObseﬁving, -
interacting., .performing, making things happen, feeling the "
effects of these activities, noting -responses-of others,.etc." -
"Sponsored®™ experiential learning generally denotes learning
activities, such as cooperative edication, field 'studies, practica,
or ‘internships, sponsored by the college or university and
frequently occurring off-campus. "Nonsponsored” experiéntial
) learning may include a wide range of possible learning
sctivities not sponsored by a college or university and typically
occurring prior to the student's matriculation. Because. of the
latter characteristic of the activity, the term "prior” ’ :

experiential learning is employed frequently.

* ”»

o The Task Force on Educational Crédit and Credentials of the

American Coancil on Education also has used the term
. 3
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"extrainstitutional learning" to ‘define learaing "that ig attained
outside the sponsorship of legally authorized and accredited post-
secondary 1nst1tutions (Miller anl Mills, 1978, p. xvii).

‘“‘wheu_léarntﬁq“igracquzred through participation in structured
(dnd often classroom~based) training programs, the significance .
of the, term "experiential" is questiogaple. Thus, some -
ingtitutions- simply use a designation of "prior learning,* which
may then.include both experiential and classroom®based learning

.. .modes. "This description is conveni2nt since the learning
outcomes of each are often evaluated within the same process,

~ The term prior learaing will be employed here as a convenient,
general description, but the alternate.phrases of prior
experiential learning and nonsponsored experiential learning will

appear in discussions of the literature..,

Most cdlleges and‘pniVersities appear to indicate that they will
enly consider the awarding of credit for the learning outcomés .
.or competencies gained through various learning experiences., The
terms "credit for life" or "credit for experience” are misleading
and should not be employed. . - ' .

4

The publications for this review were identified in several ways.
Computer searches, using such descriptors as prior learning,
college credits, special degrees,,nontraditzonal, evaluation,

and military training, produced a number of pertinent citations.,
-Additional relevant publications were identified through annotated
bibliographies (e.g., Stutz and Knapp, 1977, 1978 and- Gonzalez
.‘and Murphy, 1979) , as well as through the ‘examination of selected
periodicals sgince 1978 (e.q.. Altgrna&ingﬁnighez_Ednnation*__Ihe
Journal of- Nontraditional Studies, Change, Journal of Higher -
Education, Lifelong Learning, and the North Central Asscciation
Quarterly.) .‘The publications of the Council for the Advaacement
‘of Experiential Learning (CAEL) were particularly valuable. .
(See Appendixes.) Most of the pertinent publications have ) ‘
‘appeared since 1970; however, an emphasis was on those appearing
since 1975. The references represent a selection of materials .
related to the topics discussed and are not intended to provide
a complete bibliography oa the topiec.

+

-

- -
K s

.The audiences for this paper include faculty members, .
practitioners, administrators, policy-makers, as well as agency
or*legislative personnel interested in this growing aspéct of
pogtsecondary education. An attempt is made to provide sufficient
deta:l to answer questions most often asked by these audiences
toncerning the adoption of a policy on credit for prior learning
and to, suggest appropriate resources for further study. .

3
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BACKGROUND - -

Although often regarded as a development of the 1970s, the formal
practice of awarding credit for prior learning can be traced

“to 1953, when the School of General Studies of Brooklyn College
provided this option in an adult baccxlaureate program. These
experiences have been described by Stern (19690) and . 3
Jacobson (1970). "-In providing a‘'more general historical, * i

perspective, Houle (1976) traced the sighificance of experiential
learning ir systems for -advanced learning (beginning with tHe
guild¢ and chivalric systems of the Middle Ages), described

the inclusion of practical work for American college students

‘i'n the late 1800s, -and noted’ the development of a "modern’
?ystem.that includes both theoretical and experiential learning"”
p. 30). ' . - .

-

- -
..

In more recent developments, the recomméndations of the .
Carnegie Commission.on Higher Education (1971), the Commission on
n=Traditional Study (1973),_and the growing interest in adult

degree programs’ led to ‘the organization of The Council for the
Advancement of Experiential Learning (CAEL) ~in 1974. Initially
called the Cooperative Assessment of Experiential Learning, .
CAEL was a research project of the Educational Testing Service
and ten participating colleges and upiversities. In- 1976,

CAEL became the Council for the Advancement of Experiential
Learning, an association of institutions of postsecondary
education. By 1980, CAEL reported over 300 institutiofal
members and several hundred ifidividual members. (Many of the
CAEL regearch, training, and publicatlon.,activities are gited
in the paper.)- The association has played a significant role
in- advancing the recognition of learning wherever it. qccurs,
and in improving practices in assessing learning. 1Its growth
indicates the expanding interest in assessment during the
last decade, with an increasing number of colleges and -
universities adopting policies which permit the awarding of

credit.based on prior learning.
- Q -

3
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o
‘The reason for this growth‘is closely related.to other * .
developments in highe¥ education and, particularly, to interests
in nontraditional education. The Commission on Non-Tf?H‘?ional
‘study (1973, p. *w) indicated that non-tradftional education
encdurages'diversity of individu%l bpportunity’ rather than .

- uniform prescrlption and deemphasizes time, space, and even ’

- coulse requirements in favor of competence and, where applicable,
pe.‘rformancala__g ivett (1975) related the Commission's views to
Glaser's definitions of selectiYe and édaptive educational
.modess The selective mode .provides for little variation in .
learning options; while the adaptive mode accommodates a rangeé .
of learning methods and individual approaches. Individualized-

'degree programs, the‘use of learning contratts, the encouragemént
of" spcnsn:ed_experient;ei_lgarninsF—Bnd_hhe_aaaesﬁmenx of b /
prior leaxntng all contribute to *a more highly 1ndividualized '
and adaptive ledrning enVLronmemt.' ‘ ///'

4-

L
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The 1ncreasi interest in lifelong learning and the expanding
enrollment of adults in-colleges and universities also lead to” )
enhanced regcognition of prior learning. As Avakian (1979, p..3)
noted the/"lock~step” process of education is inndequate for )
the“returning veteran, for the woman who plans to continue
her eduycation after anginterruption for motherhood, ox’ “for the -
indovidual vho,,ﬁaving started a small business, wants to.study
for' a college degree on a part-time basis.” Such-students
. frequeptly wiil havevacquired competence through off-campus
- learning and may be understandably reluctant to enroll.'in and
devo é time and money to courses which.are repetitious gl lack
stimflation. It was not suggested that all adult students .
&ould receive credit or advanced standing but that they are -
justified in requesting the opportunity to demonstrate their
k?dhledge.
Kn additional factW influencing the acceptancé of credit for
rior learning has been recvgnition of the facts that colleges
and universities are not the only sources of higher learning
and that an increasing number of noncollegiate organizatioms
sporisor work which may be directly analogous to that offered
within academic institutions. *With this development, “simple
justice suggests that individuals who have completed such.work
might receive recognition for their learning, if they subseguently
elect to complete a college degraee. © - : . ’

*

Agreeing with the importance of these'factors. over 60 percent of

* the institutions surveyed by Davis and Knapp (1978) rated the
following as "a primary rationale® -for granting academic >
recognition for nonsponsored experlential }earning.‘

o  College lévelnlearning should be recognized
regardless of where it takes place. ’




. % t
- i

: . . .
Adults should not. be required to take courses
meant to bring abont learning they havle already
acquired. g ,
Nontraditional educational options and programs ®
serve the diverse~needs of students. Ny
€
Green and Sullivan (1975, p. 261) stated this rat1onale very
ii—when theyrdrew—theﬁfollowing conclusgion: "Providing
working people with laterail entry into a collegiate program
on the .basis of documented noncollegiate learning is an
eminently sensible idea, for requirements that result in
duplication of- learning age unwise us€s of both human and
educational resources. o .

ThTTE‘S‘R“FmEﬂvcationa—l-S—rede:t—&nd—Gna d-em‘;ia_l.s_o_f_th_e L4

American Council on Education’ (Miller and Mills, 1978) -
identified addztional issues concerned with the use and relevance
of educational credentials in the work‘:s&tting; the need to - -
make ‘the present system more comprehen51ve and the desire of-
students to’ "have their’ learnlng, wherever and however attained,
incorporated into the credit and credentialing system in

order to take advantage of 'subsequent educational opportunities
without duglicattng‘edﬁﬁaffonal experiences and wasting

personal resources" {p. 5). The tagk force concluded that’
"Postsecondary_education s basic system for awarding

educational credit and credentials.-should _be retained, but it
should be modified to serve more adequately present-day
educational and .social needs” (p.-3). The fifteen
recommendations-include statements that postsecondary education
institutions "should implement policies and procedures for -
awarding credit foroeducationgl accomplishment attained in
-extrainstitutional settings ...." (p. 234) and "should give '
high priority to developing improved, technically sound

approaches for- evaluating « eaugational*acoomplishmentrrr O S

(p.7*233).

A final factor which canhot be ignored is that of declining
enrollments and accompanying pressures to seek a "new clientele?%
This' economic.impetus -emphasizes the need, for educational :
institutions which are responsive to those being served and ig\.
not necessarily a-negative consideration. Carefully developed,

s

implemented and evaluated, programs for the assessment of
prior learning can attract new students, and, along with other
adaptations for these students, can be conducted without ., H
sacrificing the integrity of the educational environment. In
fact, the environment*and the educational process may be
significantly improved. Subsequent sections of this paper will
focus on the processe$, programs, and quality concerns which
can make this possible- '




- Examinations (College Board, 1979). The norms for these

APPROACHES TO ASSESSING RRIOR LEARNING

s

£

As noted, prior-learning may include skille,_knowledge,‘and
competency in any college-level curricula areas and may have
been acquired in a variety of settings, For these reasons,

}--- -~ ——— - -a.number “of. complementary assessment approaches may be ugeful,

The major types are credit. by examination, ‘credit according
to.recommendations_for noncollegiate courses, and individualized
assessment, chiefly with portfolios. Radloff {1975) and
Valentine (1977) have 4 .scribed these approaches and their
implications for higher education.

CREDIT BY EXAMINATION

F

Since -the meHIQGOs, the College—Level_ExaminationvProgram {CLEP)

‘of the College. Entrance Examination Board (CEEB) has been used

widely %o evaluate knowledge in general. as well as specific

“subject areas. .The CLEP General Examinations in Bnglish

composition, humanities, mathematics, natural and social
sc1ences, and history are designed to measure college ~level .
achievement in each of these five liberal arts areas. Subject

. examinations in forty-séven areas are designed to measure

achievement in specific college courses. In 1979, over 900

"test centers ‘of fered the examinations on & monthly basis, and

over 1800 Jnstltutions granted credit on the basis of CLEP

examinations are established by administering the examinations

tc a large number of students completing the appropriate
course(s).or, in the case of the general examinations, their

sophomore " year in college. T e "

.




More recently, examinations developed by the University of the
State of New York for its Regents ExternLl Degree Program have
been .offered by. the American College Testing (ACT) Program ‘as .
the ACT Proficiency Examination Program ,{(PEP). PEP examinations
in forty-seven subject areas include{.gighteen in business  anad
twelve in nursing. The examinations re ‘given "four t tlmes each
. Year at test administration centers tﬁr ughout the°country and at
DANTES (Defense Activity for Nontradlti nal Education Suppont}
test centers throughout the world. Ah expanding number of
institutions now award credit on the ba is of PEP .examinations.
The noérms for these examinations also are established by -
--- ad@ministering -the examinatlonsﬂto studepts—completlng the - -
appropriate course(s). - - ' {

N }uzr
In addltion to the national standardizéd examinati ns, a number
of institutions employ local faculty- dengned prof1c1ency .
examinations -fh—evaluatinyg student’s prior. learning in specific
academic areas. Even in the absence of!formal policies regarding
the assegsment of prior learning, many institutions permit a -
student tb. "test out” of a course through satlsfactory ’
performance\bn an examination. ; - .

i

While many instituxlons permit students fé receive:credit by
passing. particular examinatlons, a few also allow completion of
virtually the entire degree through satlsfactory examination
" performance. These include the New York State Regents Ekternal
Degree Program, Thomas A. Edison College in New Jersey,-and the
Board for State Academic Awards in-Connecticut. Institutions
are encouraged, by both the College Board and the ACT, to
establish local policies regarding the award of credit based on
examinations, the establishment of minimal passing géores, and
the consistency of credit awards with institutionallnorms.

o
v

CREDIT RECOMMENDATIONS FOR NONCOLLEGIATE COURSES

/

It has been recognized for many Years that military training
programs are analogous in many respects to traditional college
_courses. A guide prov1&1ng postSecondary educational credit .
recommendations for military training was publlshed by the
American Council on Education (19?3, a,b,c). Course exhibits
‘in the guide for military classroom :courses include the title,
course number, location, length, objectives, description of
the.instruction and .subject areas covered, and credit
recommendations. IMost courses. are fulltime and are taught in
. service schools with a prescribed course of instruction and

- qwalifled instructors,. Credit recommendatiohs are provided in -
four categories: vocational gcertificate, lower-division °
baccalaureate/associate .degree, upper-division baccalaureate

“—h—degreepﬁand graduate degkee, Courses are evaluated by teams

e : T ST e




of at ieast three subject matter specialists nominated by
educational institutions, professional societies, and educational
. and regional accrediting associations. The evaluators observe

tggm;iassroom and facilities, intetview instructors and

admiiritgtrators, and examine courSe materials. The credit
‘recommendation is. developed through the application of evaluative
" criteria and " the use of professional judgment and expertise.

In a more recent extension of this concept, credit recommendations
or. courses offered by other noncollegiate organizations _ _ o
{busiresses, labor unions, professional organizations, cultural
organizqtions, and government) have been prepared by the
American Council on Education (1978 d), and jointly by the
. American Council on Education and the University of the‘'State
of New York in the "Project on Noncollegiate Sponsored o
Instruction” (1976). Using the same evaluation processes and
credit categories, a variefy of regularly scheduled
noncodllegiate courses have been evaluated. Institutions may
use both sets of-guides as standaxds for credit awards or may
refer to the course descriptions and credit recommendations
for information while making an individual decision regarding ’
credit £f4r a specified course. In either case, the réﬁuest for
credit, and the ensuing institutional evaluation, is greatly
simplified for thé¢ student who has completed one or more of the
listed couxrses. ‘ -

-

INDIVIDUALIZED ASSESSMENT

‘Despite the apparent util““y and relatively high degree of
acceptance of the preceding two approaches, more highly
individualized assessment technigues are regiired when the
student's prior.learning cannot be readily measured by. a
standardized examination and was not acquired through an
evaluated noncollegiate course. .Alterhative approaches freguently.
are reglired for the evaluation of competencies acquired through
work, volunteer, and homemaking experiences; through self-directed
independent study; or thrnugh noncredit.courses for which
recommendations are not available.. A general process »ased on ¢
. student-prepared portfolios has been developed at several
‘institutions and includes the following steps identified in
several Cooperative Assessment of Experiential Learning

(CAEL) publicatlons (Willingham, 1977): 3

Identify Identify college~level learning
chuired through life experience.

. P ) L

Articulate Explain how and.what parts of that
-~ learning are related-to the degree -
" objective.




Document . Verify or provide evidence of learning

“

Measure - Determine the extent.and character of
learning acquired ’

Evaluate ' . Decide wﬁether the learnlng meets an
. acceptable standard and determine its
credit equivalence

Transcribe Record the credlt or recognitlon of the

— st e - 1—““**“———learntng— - T e
) j _ .

To these basic steps mdy be added a Preliminary stage of
facilitating reentry into the educational setting through
.portfolio assessment apd an~intermediate stage of expressing

_ prior learning outcom {Knapp, 1977).

The frequently usad p rtfolzo approach will be descrlbed in
detail. However, hould .be hoted that an alternative
assessment’ process. pro;ect-syllabus method in which the .
student writes a formal paper on a topical subject, also has
been advocated (Lupto 1979) . A typical 1nstitutional
procdess, 1ncorporatin each of the steps in ‘the portfclio
approach follows:

-1, The potentla student becomes aware of the program
. and, after initial lnqulrya receives informational
e materials. : . . .
2. fThe applicant! makes further contdct with the program
staff, frequently .attending an introductory
presentation or being intervigwed by a staff member.

After deciding to pPrepare a request for assessment,
the- student receives hore detailed guidelines and
often participates in a class or seminar prcgram
designed to fabtilitate his/her portfolio preparatiomn.
Individual counseling also may be offered.

The student prebares a basic portfolio (describ:d
in a later-section) and submits it to the‘institution,
. often with ugl cate copies for multiple assdssors.

Evaluators are\aelected. normally by the Program
director, dean, or department chairperson and are
provided with the portfolio. . -

Discussions between .the evaluator and the student

generally are conducted and may lcad to requests for
further informatioh and the use of added assessment’
techniques for the;measurement and evaluation of the
claimed competency. : .

.
S
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Tﬁe ¢valuatcr makes a recommendation of
credit, normally to.the program director or
dean, who may approve, reject, and/or further
review the portfolio.

8. "After the credit recommendation receives all the ~
appropriate approVals, the information is forwarded

to the registrar for transcription.

- . Numerous-variations—-exist since the process is designed to

operate.yithin the framework of varied institutional settings.
Appeal processes may be incorporated and evaluation .teams may
serve in lieu of, or in addition to, individual expert judges.
In the following five sections, the major elements of this

" process will be discussed in more detail.

HﬁhEtEHEntnarigntation: Facilitating Reentry ‘and Portfolio

Assessment

-

quy of the adults who seek assessment of prior 1earn1ng are
returning to formal edacation after a gap of’ five. ten, twenty,
Or more years; a number are entering ‘dollege for the first

time. They will inicially seek information about the
“institution, its deyree programs, and the policies and procedures
- for assessment of prior learning. :
They should :e provided with clearly written and complete
information. A number may seek assistance in career and
=educational planning. Despite their . .obvious competence in
‘noncollegiate activities, many will feel considerable
_undertainty regarding the assessment of prior learning
outcomes. Individual interviews and group orientation sessions
.can provide opportunities for discussion” and explanations to
-clarify the pftocess and to indicate the supportive serVices .
available.

e

o

‘ Several-possible institutional arrangements designed to aid
the student 1n the assessment process have been described by ’
_Knapp (1977). These include p

La. Counseling. A gounselor works with the student through
’ each stage of the assessment process but is not
responsible for recommending credit. * The
counselor often perform$ administrative functions
for-the program. He or she should be skilled in
working with adults and knowledgeable about the:
institution's programs and policies.

*

Mentoring., A person representing the student's academic
area of interest provides guidance in planning

and developing a portfolio which relatés the
student's pust learning to hisor her other educational

-

-
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goals. The mentor, who may be a faculty member,
‘a community professional, andther student or a .
recent graduate, generally ill not be responsible
for recommending credit. -Qne person, acting as .
an advisor, may.serve the function of both
counselor and mentor. - : '
* £

¢~ Portfolio development workshopﬁ. Scheduled workshops
on portfolio preparation can provide a group ’ -
setting in which sutdents can exchange ideas. .
In}some'reqpects;'it‘may be more effective than
individualized counseling or mentoring. Meeting
one, or more frequently, several times and led
by™a faculty member, counselor, or program -
administrator, the workshops are designed to assist
students in identifying, expressing, articulating,
and documenting prior learning outcomes in the
form of a portfolio.

.

d. Self*instructional materials. To be used independently
or in conjunction with other services, self~
instructional materials on portfolio preparation

.are highly useful. They may include slide~tape
presentations; videotapes, andiotapes, or
student workbooks. A comprehenaive student
guide was published by CAEL (Forrest, -1977).
Institutional guides have been prepared by Reidel
(1978) at' Coastline Community College, by -
Stephens College (1977), by Heermann (1977)
‘at Sinclair Community Colleéege, by Miller (1977)
for Vermont state colleges, and by numerous -
others for local use. . Some of the available guides
are on displdy at most assemblies of the Council
for the Advancement of Experiential Learning
(CAEL). It also may be helpful to provide
_students with the opportunity to review examples
of portfolios, with appropriate permission of .,
" the authors.

+

.Portfolio Preparation: -idengifying, lrticulating, and .Documenting
Learning Outcomes _ . . S s .o

In preparing a portfolio as part of a request for credit based on
prior 1earning, the student is 'expected to reflect an and

andlyze his or her relevant learning experiences. The learning
‘outcomes are to be presented and verified, in part,; through'the
medium of a well-written, well-organized, and thorough’

document. & typical portfolio will include the fdllowing
sections: ’

* .
“




T

" .Tipe line, chronological-
record, or chronology

Autobiograpvhical statement

Statement of goals': -

Learning deecripticna_for each subject
area

Narrative )

Competency statéments’

Credit request .

Documentation

d

The initial time line or chronological record will include only
_brief notations and dates and will.serve primarily to provide
a_rapid overview and to assist the student in identifying prior
learning‘erperiences. Experiences to be listed may include.work
experience, education, noncredit courses and seminars, volunteer
activities, travel, homemaking activities, licenses, awards,
professional organizations, recreational activities and hobbies,
independent reading, publications, reports, and military
experience.
An autobiography, where required, will prOV1ce additional’
information about the student’s activities, but it need not
provide extehsive detail about the learning experiences it -a
later thematic narrative is to be included. While some -
institutions have deleted this. requirement, others request it,
finding_ that it gives a helpful view of the student's background
and interests. Still others place Qarticular emphasis.on
the .autobiography,” reporting ‘that -the- reflec;10n°and -
self~assessment involved in its preparation ‘provide wvaluable
educational experiences. " - e

In a statement of goals, the student usually is asked to

express his or her educational, life, and career goals »ahd to
relate the credit request to the achievement of these goals.
Both tle autobiography and tﬁbuggals statement_(which may be
combined) provide an opportunity for the student to demonstrate -
-the significance of prior learningioutcomes with a set of
overall objectives. These may 1nc1$de degree requirements and
institutional objgctives as well as: individualized goals.

The heart of the portfolio usual}y congists of the learning
descriptions arranged by academiﬁ content area. 'In these
sections, the student 1S expected to state nis or her learning...
outcomes in ‘terms appropriate to the institution, and to
demonstrate their achievement through narrative description
and/or documentation. The narrative will include a rather




detailed descriptiqn of the -learning experience(s) in this area,
including information on activities, training, reading,

supervisory responsibilities and advancement (if appropriate},
recognitisnsg, and awards. References may be included to
substantiate the information pﬁcvided. A statement of learning
outcomes then will. be’provided, prepared ‘as structured competencies
,or in a more general form. ' Both Knapp (1977) and Forrest (1977)
provided guidelines on the preparation of competency statements.
‘"Depending on ins*itutional policies, statements of learning
outccmes may be organlzed according to: courses offered by the
student's institution; courses offered at other regionaily
"accredited institutions; less structured courses such as_
independent study «r field experience, knowledge or competence
in general subject areas; broad competencY areas required or
suggested by the college or as indicated by the student: and
learning in.general categories.  -Specifié¢ity is desirable in |
order to communicate effectively the nature of the .learning -
being evaluated. and the type of credit awarded. The award of
credit in large "plocks" (such as thirty-nine credits in social
sciences] does not allow for sufficient precision in elther

- evaluation ox repcrting.-\ .. -

This éection.also may include a statement of the credit. )
requested. Determination of the -appropriate credit value - -
(if the institution expects the student to indicate a specific
"request) may be accomplished by. comparison with existing courses
or with expectations of those who have completed courses or

. degrees, hy analogyY .with blocks of degree programs, or by
review”df the competencies enpected fo} graduation.
Documentation pr0V1d&ng evidence of the’ achievement of learning
outcomes may include a variety of- articles, such as those "
.listed by Knapp (1977} and Forrest (1977): letters of s,
“commendation; job descriptions and evaluations: awards.and
honors; 11censes and their performance standards. work
samples:-work or ‘military records; newspaper and magazine
clippings; books, articles, and poems; and photographs, piégnres,
and musics proposals: and reviews  and programs from' performarces.

Many educators have énconntered~student§iﬁho'are eager to

provide voluminous evidence.of their activities. It is

usually emphasized that voiume is not hecessary or desirable

and that items of documentation should be selected carefully and

clearly as evidence. Hence, the student may be asked to

include representative materials, listing others for possible.
.-further review during the assessment process. Helpful

suggestions on the selection of documentation also were provided

by Knapp (1977) and Forrest {(1977).
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.Lette hich may help to substantiate many types of learning

outcomesg \are the most common form of: documentation used. These
may provide eithar verification of the activity or verification
plus an evaluation ©f the jindividual's performance._ The .latter

is the most.useful.. These differ from typical letters of

r—*—'—"!ecommendatlon or commendation. Guidelin®s on their =o 1citation

.9

and preparation may help to clarify the i{\functlon (Knapp, 19?2}

Overall organization of the-portfolio is significant; a éeneral

format is proVLded by most institutions. Students are asked

to number all pages, to provide a table of contents, afd to.

carefully relate documentation to appropriate gsections of ..

the portfolio. Documentation may be included within each

learning description portion or may be gathered in an appendix.
.oDavis and Knapp (1978) have ‘indicated that students spend, on
‘the average, fifty~sewven hours preparing a portfolio. It is -
a challenging process and it can be a aignificant learning .- -
experience. - - .

o

»

Measurement and Evaluation of Learning Outcomes

Fl -

Although considered as separate steps-*in the overall assessment -
procesé,'the meagsurement and evaluation stages may be nearly
indistinguishable. ' In instances in which they are separable,

- the student may be askéd to..include evidence of the outcomes..
of measurement of his or her competencies in the form of a
letter,, completed form. bfficial cert1f1catlon. or score report
(Forrest, 19??. p. 73) 5 More frequently, both the measurement
and evaluation’ stages are completed after submission of the .

. portfolio—and with an evaluator or assessqr selected by the ‘
-lnstitution. . : . AT -

o ormers

The selectlon of evaluitors has been discyssed by Whitaker
(19?6). who defined desirable qualifications for -evaluators as
BubJECt matter expertise, psychometric expertise, familiarity -
with the data in a particular case, objectiyity, and motivation. -
He also provided tables matching assessor qualificatxons with
assessment functions- and potential ‘assessors with assessor
characteristics. Institutional choices for evaluators may
inclyde the followjing options, as listed by Knapp (1977):
) o Inle16031 faculty members in a relevant area.
This is perhaps the most frequently used arrangement,
but it .can be the least reliable when only one .
expert is used. A student often will be evaluated
. by bne faculty-member for each academic area or
- for each course equivalent. ~

bepartmental'faculty committee. This situation can
provide more- reliable or accurate evaluationd when more
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a":tﬁan one expert is involved,” however, it retains

" a disoipllnary character. i
Permanent faculty commlttee_representinb various .
disciplines. This arrangement is useful particularly
in interdisciplinary programs; competencies can be

._evaluated*in~a—wide—voriety—of—academicwareas —bBut-—
expert Judgment may not be provided for any given
area.

" Individual faculty mémber in a relevant area and
permarent faculty committee representing various
disciplines. This arxangement provides for both
expert judgment and multiple evaluations. Although
committee members may not have expertise in given areas, .
the dommittee may act as a. review group with the
benefit of their familiarity with.many assessments. °

Qutside experts or -alumni experts. These experts may

fnclude local professionals with strengths in areas.to
be evaluated but with less knowledge about converting’

to academic credit. Alumni experts provide the
advantage of famillarity with the program.

L=

Peers (currently enrolled students}. They also can
offer familiarity with the program and its standards
but may not bhe’ as well-qualified as experts in the area.

.

Asséssment team. The team may-include faculty, out51de
experts, alumni, and peers who can 'provide subject area
,expertise as well as program knowledge. The team can
. offer the advantages of several of the preceding options
" but may- be expensive and difficult to arrange. The
" 7'~ team- also..may_ i include the'indiv1dual student as a
P self-evaluator. . Bl e

- . = -
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Techniques for- mﬂasurement*%ave been desoribed by Knapp and Sharon
(1975) and summarized -by Knapp (1977). A tabular synopsis of -
techniques,ﬂlncluding examples, advantages,  problems,” and other

- considerations also has been prepnred'by Aaen and Early {(1976)
and.réprinted in ‘a -publication by Yelon and Duley (1978). The

~ techniques descrilied include: interviews (structured, -

' unstructured,- one-tpo-one, panel, ‘oral examination); product
assessments; simulations (games, case studies, decision-making or
ih~basket exercises, role playing), performance tests (work -
samples, performanoe observations), written responses "(essay

.~ examinations, objective examinations, reports, journals) ,» and’
‘fselfuagsessments (ratings, job inventory checklists, -
occnpational historias, self~assessment tesgts). -
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Those performing the measurement are urged to considexr the use

of more tran one technique and also are reminded that one
technique may be used.to measure several'learning outcomes. N
As Knapp (19??) pointed out, the measurement technigque selected

- should:—"(1)—= -*fit—the—nature-cf"the*1earn1ng, bearing in "~

mind its individuallty, (2) ...be appropriatle to the background
and characteristics of the learner., and (3) !.f@eflect student -
input and participation in that students should be allowed to -
suggest methods by which they wouId 11ke theﬂr learnlng
@utcoﬁes measured" (p. 45) : )

In a survey by Dav1s and Knapp (1978), 106 responding .
institutions reported that "progrdms have an average of five
procedures available with one or all belng used by the assessor,
depending on the student and the nature of the. learning” '
(p. 30). The methods used most frequently included product
assessment, portfolios, interviews, performance tests and .
objéctive tests. A frequently used ‘combination for processes
which require the student to meet with one or more evaluators
. is that of the pqrtfolio Plus interviews. During the interview
(either structured or unsttuctured}. the evaluator is able to
duestion the studert in areas of claimed competence, to verify
statements made in .the portfolio and, if necessary, to request
additional information or evidence. This’ discussion also.

provides the student with- the opportunlty to substantiate and.
”augment the portfolio presentation: it can lead to a stimulating ~
LnterQhange with an expert tn the field. . -

. . - Sy,

With any measurement technique, assessors should attempt to avoid
bias or any of the following commonh types of error,‘as listed

by Willingham (1977).: the tendency to rate tdo liberally or

too harshly; the tendency to avoid the extremes of the scale .
and rate at the average; allowing an outstanding or infexicr tralt
- or adpect of performance to :influence the rating of other

factors (halo effect); judging the ratee according to' a personal
stereotype or strongly held attitude; the tendency to prejudge’
‘the ratee by an initial impression rather than“on-the basis of
observed performance- the tendency tcﬁrate a student mcre )
favorably if the student ’is similar to & & Tater in background.,
attitude,.or ethnic group; the tendency to rate a student

lower than average if the previous ratee was outstanding or to
rate a student higher than average if the previous ratee was poor

(contrast effect) (p. 23- 24}. .

Transcription or Recgraing of Credit mwarded

35 .in cther steps in the assessment process, the transcription
ar recording of credits or competgncies may take various forms.
However, it should be consistent with. the -institutional
philosophy. Procedures may vary in terms of timing and format.
When ah assessment is completed, the student is notified of
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the results, and the credits awarded may be recorded at that
time. Alternatively, the institution may specify that the credit
will be recorded just prior to-graduation or aftar satisfactorily
completing a given number of courses at the institution.” In
providing this stipulation, the institution will be attempting

to insure that, when the time-consuming assessment process is

c o

r

carried out7 theprimary beneficiaries..will _be students

enrolled ‘in degree~granting programs in the institution.

» .
Although several types of format may be employed in recording
the credit or competencies awarded, any form c¢hosen must provide
an accurate and complete-record of the learning and must be

easily interpreted by a .third party. For completeness. some

institutions have selected a narrative transScript which may
include competency statements-'or narrative information about

" the learning experience, the assessment technigues, and the:
identity and qualifications of the assessor. While desirable

»

in terms of the information presented, the detailed narrative
transcript may become quite lengthy and’ difficult to interpret
of to compare with traditional transcripts. Many lnstitutions
simply record the equivalent course title or genc;al subject
area in-a format closely analogous to, that used for ‘conventional -
courses. There is disagreement as to whether the source of

.the credit should be indicated. Those who feel that -it should

be specified as credit based on assessment of prio; learning
argue that this provides necessary information and is comparable

* to the identification of credit:-for internships. comparative

education, or indepenﬁent study. Others suggest., particularly
when the -student is evaluated in terms of institutional course
equlvalents, that the credit should not be distlnguished from that -
resulting from a standard course. In such cases, the transcrlpt
also mayzinckpde a grade. although a larger number of”
institutions report the credit without a grade. In a study of
transcripting practlces in: Michigan: it was reported that 93
percent of the ‘reporting instituticns {thirty—-nine) did not-
award letter grades (MACRAO- CAEL Experiential Learning ) .
Committee, 1978}, . : -

-

In ccnnection with transcriptlon: the transferability of

- credit for prior-learning should be considered. A study of

grdduate school acceptance of nonstandard-axssessment and
reporting practic¢es by Knapp and quilf/m {1978) indicated
that graduate faculty members’ eom’times are confused by
reference to -credit for prior learnirg. They suggestedgthat
it is the responsibility of undergraduate institutions to-
communicate fully with graduate schpols. L Large numbers of
credits’ by examination or for prior learning in the student's
major field could cause problems; however, it also éould be an
asset if the field emphasizes professional experience. .
Narrative transcripts were felt to be difficult to use, -
although explanations of .nontraditional programs are needed.

. 4




The@grade-pointfaverage was difficult &o interpret when large
amounts of nongraded work were present. It was suggested that,
procedures for the processing of transcrlpts with nonstandara

. notation need to be developed by the graduate faculty and that
both undergraduate and graduate institutions need to work to —

fac111tate a smoother transition for students.

[

-

The transferability of experiential credit has been considered
in detail in-a volume edited by Martorana and Kuhns (1979}
which included transcript models, discussions of problems
related to articulation and transfer, and suggestions for,
leadership by faculty members, states, the federal government,

and the accrediting agencies.
- L]

.
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Other Institutional Policies

In discussing the assessment process, several areas in whi'ch
institutional policies are necessary have been ‘noted. GOther
areas*in which institutional decisions are necessary, and in
-which policies should’be clearly stated,tinciudes

Limits on credit.allowed. Knapp and ﬁavis (1978)

reported that, in institutions responding to

" "their” survey, a student theoretically can obtain °

an average maximum of .twenty~six to forty credits

through assessment. Actual maxima vary widely and
may range from sikx to 110 credits (semester hours),
depending on the institutional philosophy ‘and other

degree requirements.

-

Age limits. Some institutions have stipulated that
only students above a minimum age (often twenty-four

td twenty- fsve) may request credit based on assessment
of prior learning. Others have found, however, that 1t
is highly. unusual for younger students to submit such .
regquests; they suggest that the limitation is -
unnecessary. .

Degree areas in which credit is apolicable. An

institution may limit credit assessmernt to
electives, to a stated portion of a major, or to-
specific academic areas. The reguired "residence
credit" may include a statéed number of credits in
the student‘s major field.

LS

Recency of 1earning. Two distinct guestions arise in

this area -. would the learning be accepted if it had
been acquired and transcripted.at an accredited
institution and can the learning be demonstrated

at the time of, assessment? While policy consistent

. >




with that for the accebtance of transfer/ credit is’
desirable, there may be instances in which ‘credit
cannot be awarded because it is no, longer possibleto
demonstrate the competepce. .

_pBeal processes. A procéss for appeals should. .be
established prior. ;o initiation of an assessment program,
since cages may arise in which there are disagreements;
due process procedures consistent with institutional
policies should be available. e . Yooe

Some of the issues for which_policies are necessary also are
discussed by Meinert and, Penney (1975). .o e
- . - . "- ' ‘Q. -
+

~ - . . - &
EVALUATORS AND FACULTY DEVELOPMENT

In all processes for the asspssment of pr1or learning, the
evaluator or assessor plays a critical role.. Individual
evaluators with appropriate subject area expertise are most .
‘'often selected and- provide for relatively efficient proceases,
despite the disadvantage of possible biases and #'educed -
validity due to the usge of a single judge. These-disadvantages
may.be partially offset- by the addition of an 1nterdiscipllnary
‘and -experienced review group, although this will entail

further costs in money and time. v

-

" Recognizing ﬁhat few faculty members are trained and
,experienced 4in -both content areas and the” application of
‘evaluative’ techniques ~fo the assessment of eXperiential
learning, a number of instituﬁ;ons and organizations have
provided for the developmeng of newskills through faculty.
development opportunities.” These have included locally * *
directed efforts apd on~ %ampus programs as well -as nationally
planned and conducted programs. -.A program initiated by CAEL
in .1975, with partial support from the-Lilly Endowment, .
Provided for the “training of trainers” with twelve two-person
teams being trained for. one year and agreeinb to conduct
“workshops for others during a second year. A "ripple effect”

“fram this program enabled CAEL. td provrde a greater array of
regiopal and local- workshops. In more recent projects, faculty -
develbpment workshops and training materials have been: provided
in connection with ther CAEL Institutional Development
. Program {(with support from the Kellagg Foundation) and a
. Fund for the Improvement of Postsecondary Education {FIPSE)"’
funded project of CAEL hds emphagized self~directed facuﬂty

+devélopment in areas related tp1experient1al learning and

" its assessment..

°~
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‘The opportunities Provided'through such.programs have been

. substantial .and ha-sdhelped to dffset fears that faculty positions
‘will be threatened y growth in expereential learning programs.

. Benefits also may extend to traditional "instructional areas.
New br extended skills in the specification of desired.learding
-outcomes-. and in the use of individualized assessuent techniques_
eey“beﬁresdrly—trsusferred_sﬁa”lead to overall 1mprovements in
teaching. e - . .

< e

= t L]

Lo

SPECIAL 'INTEREST AREAS - . -
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While‘many of the publicatlons in this field consider general
Procedures, programs, and populations, a4 number address specific
groups or areas of concernrn.Some have paid partiqulat attention
to the Aassessment of women's experiential learning. These
have recognized that many of the competencies acquired by .
women through homemaking and. volunteer Activities may bchreditable
but that their equivalence-to college ~level learning .outcomes - )|
may be less obvious than, for example, that of a work-related
training program. .-A Handbook prepared for women who are-entering
or, returning to college proVvides information on assesswment =~ . _ .
processes and guides for the evaluation of l“arning acquired
through homemaking and volunteer activities (Ekﬁbrom et al,,
1977} . Another study presented preliminary guidelinesaigr
_ the assessment of women's, experiential learning dn, the areemgf

“women's studies and included sample portfolio materials
describing the actual learning experiences of five women

., (Ssackmary and Hedrick, 197?).x . -

. T - )
e-literature- also includes - several axticles which discussed
credit r prior experientail leaxning in specific curricular
areaas. - Student guides for documenting experlential learning have.
been prepared- by Coastline Community College in office occupation
areas inc¢luding administrative secretary, accounting, office
‘Practice, management and marketing,.sales and marketing
_‘management, personnel associate, and travel”agency operation
{Coast:line Community College$ 1979 a, b, ¢, 4, e, £, g). The
practiceg of health administration programs granting credit
for prior.learning have been discussged by Kleppick (1979}, 4
Ahsvassocliate degrae program for human service workersy with-
.consideration of the =tudent's prior experiential learning. was
described by Duncan et al. (1978). Other researchers have
,considered credit based .on noncollegiate experience in
Yocational teacher educ#tion (Gutcher and Mast, 1977). The
assessment ‘of aeronautical educational experiences has been
digcussed by the Aviation Education Review Organization (1973).
Agsessment in eight occupational fields (accounting,
agribusiness, data processing, day care, ¢lectronic technology,

—— LR
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management police science, ‘and secretarial science) was discussed
by Bergqguist et al. (1974) and sharon et al. (1974). sharon
{1977) also prepared 'a CAEL handbook on the assessment of

occupational competence, Providing examples of a work zssessment -
. model for data processing, law enforcement, .and secretazicl
W - science. - N

yt

COSTS AND FEES FOR THE ASSESSMENT OF PRIO&:LEARNINE

t * ¥

,_.1“‘--7jiA1thougH the literature on costs and fees for the assessunent of .
prior leﬁrHIHE“Tg“not*exten513e¢__§_i§_3_5331ect of increasing
concern.- In early studies, Kelley, MacTaggart, and—Spence
“r¥9?6+—deanrlbgd cost analysis in a private institution. - . .

. Kray and Hultgren (1976 1@6%%&3%29_?%“ .
T in a public community college. Considering direct and in : -

~costs, Kelley and others computed costs per assessment credit
. at betwWéen 26 and 74 percent of thosé per conventional class . -
.. ) ‘credits. The large variation was due to differences in
program size (witl: lower costs when more assessments were '
performed) and in number of credits awarded (with lower costs
_ - per credit as the volume of assessed credit. increased). -Using
= L a slightly different approach, Kray énd'Hultgren determined

traQLtional college program. They noted that the ratio will.
vary depending, ori the number of students assessed, the-number
. - ‘of Wwredits sought, institutional procedures, and Costs per ’
g , -crednt in‘the traditional program. However, both studies
T supported the generally held idea that the cost-of assessment
g - should be less than that of teaching and assessment in a
. . traditional classroom. They helped to reduce fears that the .
. highly individualized nature of assessment processes would
IR lead to- .cqsts hlgher than those of traditional classroom
instruction. ’ ) - :
The analysia by Kray and Hultgren assumed payment to faculty
_evaluators on the basis of the .number ¢f hours spent {at
$8.13-per clock hour). Kelley and others based their analysis
- on negotiated overload payments. A number of institutions
- -~have .adopted goricies for the payment of a flat fee to the
assessor ‘for each evaluatigp completed on an overload basis
.- (typically $20 to $30). Others.consider this activity to -
‘be part of a normal load.- Faculty payment could be
- - «determined on the basis of credits requested rather thaa
‘ on~the number of credits awarded. .
A more generzl discussion of economic consi erationg in'"”
assessment was provided by Jamison and Wolfe (1976}, who. .
provide background information on econcmic analysis, the

El
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determination of. resources and costs, financing, prices, and -
budgeting.g Their report also included technical notes on
total, -average, and marginal cost, fixed and ‘variable costs,
. and ‘capital coets. Throughout their study, applications of
'*‘the processes’ fon\the assessment of ekperiential learn1ng
were-described. . -

e

More recently research on assessment costs has been reported by
Woods (1978), who surveyed a number of institutions to
h_determine the average faculty and staff time involvement, plus
other costs in*urred. He found that an average of 11.32 hours
- per applicant was, expended in inst1tutions not—requiring a
—‘———-—port@olio_preparﬂiig__gggln&r and "30.7 hours per applicant in
— ——-—institutions .using such_a- seminar: Agvizing and-counseling-— —- -
’ account for 3.73 hours and 5.50 hours\\respectivgly.
Woods provideﬁ*a—sampie—worksheet_ior“cost_gglcu1ations which
included" other direct and indirect costs as\well as -personnel.
He pointed out ‘that fees or tu1tion received\ior a seminar, if
held, also must be taken into account. Considering personnel
. time alone, the seminar might be seriously questioned; however,
other positive aspects also should be considered.

. A more comprehensive approach, including cost analeis‘xwas
-taken by Palola and coworkers (1977 a, b) at Empire State\\
. . College. Their work on Program Effectiveness and Related Costs
-—+{PBERC) focused on an evaluation of educational effectiveness‘a\o
analyzed" costwdata_gith respect to effectivVeness.

The economic impact of credit by examination “wads—explored
by three educational economists in a publication edited by -
Valley (1978). Kendis, Klees, and Wagner reviewed costs:
and benefits, identified major issues, and suggested further
_ research studies. ‘ i p
" !
Institutions engaged in the start-up of programs for crediting
prior learning may find the preceding publications useful for
the analysis of ‘program costs. Program planners wmay also
wish to consult MacTaggart's syllabus on cost effectiveness
"{1979), a manual for self-directed learning for professionals
who are establishing models or cost analyzing their own
programs. However, it may be necessary to establish in1t1al
student fees based on an estimation of costs for a given
assessment process. According to réspondent in the Davis
and Knapp survey (1978), the most common fee arrangements
are as follows:

o Flat assessment fee. The average fee was $121.
This apprctzach was used mostly by public and private
four year colleges.. .

N
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o Fee barzed on number of creé;g;J;equested by the
_student., The average fee was $12 per credit. This
‘method was used by two year gublic institutions.

o Fee based on number of credits awarded to student.

The average fee was $79 per credit. This approach

—waz—vften ﬁ@ed—by“prtvata‘inytitutidﬁs.

o Fee based on number of subject areas to be evaluated.
The average total was $287.. This method was. reported
by on'ly 5.4 percent of the respondents. -

o Fee based on amount of time spent by the assessor. The
average fee was $15 50 per hour. This method was --
R . reported by only 4.3 percent of the respondents.

An additional IGTI‘ﬁErﬁEHt—Tnﬁtvated—thap no assessment fee
-was used; 10.8 percent reported the use of a combination of
_—_‘EH““Hvas—fee~structuxesa__ﬂf the approaches listed, a

fee based on the number of credits requested orthe number of—-
subject areas to be evaluated can be most directly related to
institutional effort and costs and@ may be combined with a
flat application fee or used in a sliding scale where indirect

- " .costs.are met by higher fees for smaller. requests or those

' involving fewer subject areas.

Institutions may seek to establis{{ fees which will allow a
- developed assessment program to le self-supporting or tiey ‘may
»+ _ elect to provide for financial pport. In either case,
_fund{hg adeguate to provide for/ an academically sound program
) operation must be provided or, as Bowen (1973) suggested,
;;“___m;_performancc will inevitably be hurt. . ' ;
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QUALITY M-SI!I[AI'!IO_E AND PROGRAM EVALUATION =~

-

Y
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CONCERNS AND FEARS

The practice of awarding crédit on the basis of assessmént of
prior learning has been widely, but certainly nhot universally, .
accepted. fThose who object often express fears that
-ingtitutions will "give away” credit, that degrees will be
“"watered down," or that., in a’ struggle for survival, colleges and
universities will advertise programs of quéstionable quality
-.solely as a marketing and recruiting tool. These fears are
probably healthy ones. .Théy point to the need for quality control
and the maintenance -of sound academic standards. Sawhill has
" gtated that "the first step in-assuring quality in the field
of lifelong learning is for each institution to polite what °
it gffers to adults according to the same standards it applies
to more traditional programs and tc monitor its prowmotion of -
adggg_ggggrams by the critesion of 'truth in packaqinq'
TUTTT(Ie78/79, P. 7)) —Sawhilloalgo indicated Ehtthmwhan_gggigglcan
demonstrate that ‘certain of thelr expertences- are.compara
to exigsting courses at an ingtitution, the pracfice of
'awardinq credit is appropriate and respectable. When credits
are s8imply dangled in a bid fer student dollars, without a
firm academic basis, the pfactice is disreputable” (p. 7}.
With appropriaté quality controls., credit for prior learning
" can be -a strong &nd rigorous element of an academic degree
. programi—providing well-dese -ved recbqnition for learning
« which takes place outs de of e—gollege environment.

-

— e

Critics also express the concerm that .faculty members will be
displaced if stufdents receive credit through evaluatioh instead
of through clagsroom participation. In response, it should pe
pointed out that faculty members typically participate in the
assessment process and, thus, continue to plgy a gsignificant.,
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" although'slightly altered, role. It also has been substantiated
by evidence collected from students in at least on'e degreé€
program (The‘Board of . Governors Bachelor of Arts Degree
Program, 1978)- that a significant number of students entering
programs which permit the award of credit based on prior
learning woqld not have completéd a degree otherwise. Many

.. of the students .receiving credit would not have enrolled in __
the classes ‘but continue their studies in more advanced classes.

oo

Faculty members also may react.defensively, fearing threats_to“

T T standarﬂs‘Hﬁﬂ'Vaiues7——Howeverm~Vaient1ne~(19??) ‘suggested that . .
the challenges implicit in alternative means of granting credit
"may stimulate the faculties of some colleges to examine
critically the assumptions underlying their‘huxriculum, their
practices, and their approach to standards®” (p:™8). If this
occurs, an initial concern will have been translated into a very
positive .outcome.’ ‘ :

Another point of view .is that degrees and credits "must apply to
~ structured academic learning eXperiences and not. to the
accumulation of information, reqardless of how learned" -
. (Sam, 1979). While Sam did not question the competencies
JZL___HgEgEired through‘nonacademic experiences, he suggested that
) awardiﬁﬁ‘iﬁﬁﬂemﬁc—creditﬁigr_ggggﬁlearning is mnnecessary. and
undesirable and that it may lead to programs—of diminished quality.
In response, it may-again be suggested that a sound program for .
‘assessment of prior learning need not reduce degree quality
and that it is an institutional responsibility to establish
criteria and standards appropriate for a given program.

—
el -
-

QUALITY ASSURANCE

It has been\noted ‘above that quality assurance;procedures are
vital elements of & program for the assessment of prior
learning. : At- :he same time, educators have found it difficult
_to_formilate 4 concise definition of quality assurance. In
a very neral . sense, “the term may suggest monitoring to-—.
‘ensure that academic standards and institutional values are
maiht:T“EHT*mora—SPeniiically, it may define a set of procedural
aspects of program managementT“_““ ———

. L -

Keeton {1978) .has suggested that institutions can improve their

own performance -and can increase the confidence of others by making~
‘the .program rationale clear, by clarifying the intended outcomes

of programs and assessing the actual results, by establishing

and refining a system of gquality assurance, and by documenting
‘and;codmnniggting_program outcomes. Quality assurance may_

refer both to internit‘vontrols and to external monitoring

and aocreditation. : . ) —




In. seeking to assure guality, program planners and préctitloners
are advised to design and implement the procedures and guidelines
suggested by Willingham (1977). fThe prlnciples presented, «
‘drawn from caxlier CAEL publications, provide a useful set of-.- ..
. guidelines for assessment and administration of ‘such activitle%?
Willingham stressed the need for institutions to clearly

" articulate the program rationale, to define institutional
policies regarding assessment, and to clearly state degre:a and’
program_requirements. In a section on _guality assurance, he

—recobMended thHat professional standards be fostered, that
there be systemgtic review of the assessment procedures and
results of "assessment, that there be clear: administrative .

. responsibllity for monitoring quality, and that periodic
checks be made to insure adherence to institutional guidelines.
A'number of the signiiicant elements in quality assurance were-
discussed in other sections of this paper. These include the

- selection ©f well~qualified assessors, faculty development and’
training in assessment techniques, the provision of faculty and
student guides, the definition of Standards and .criteria,
the conduct cf studies on - outcomes, and the reliability ‘and
valldity .of assessment procedures. Additionally, it is
most important that the institution foster a sense of’ qnality
-in all d@spects of its activities, that expected learning

" out¢omes and degree reqnirements be cléarly defined, and that
students themselves be encouraged to seek and uphold quality
in thelr own ' educatlcnal programs. ' .

\

" STANDARDS AND CRITERIA

1 . -
Valid and reliable’ processes for the assessment of _prior .
learning require the establishment of appropriate criteria or
-standards defining the types and levels of ‘competence .,or '
learning which may ke recognized with college credit. While
this may seem to be obvious, .and is seldom disputed, -
TTTit also is relatively seldom that criterion standards or
behavioral objectives are explicity presented.. The terms
"criterion standard" and "performance standard” have been
defined to refer to both the "criteria for deciding what
T —-—type—-of learning will be eligible for college credit and ‘the
level or degree of evidence of student-  learning that will be
considered adequate for the award of a _specific amount, of
credit® (Fremer, 1976, p. 17). The properties of good
standards and the setting of. performance standards have been
‘- discussed both by Fremer (1976) and Reilly (1977); they -also-
both refer the reader to further technical resources.

Standards may be expressed generally in the, form of stated
requiréments—and—expectatians or may be indicated more




:.. - . wi
spe&ifibaliy through various forms of competence gcales, rating
scales, or the ;dentification of critical behavior. Examples
.of general.crLteriaq adopted-byva-ﬁumber of institutions, '
were contained.in CAEL publication$ for faculty members and’
,ﬂﬁﬁ_f'__ﬂJstudents (knapp, 1977; Forrest, 1977). They 'suggest.that
s ‘a creaitable prior Tearning outcomejstiould: lend itself to
- "NEaBureméntnandhexglggp}gn; imply a conceptual and a practical
_grasp of what was_garned;"be at-a level -of satisfactor '
undergraduate or graduate achieﬁemen%lhs defined by the 7
institution; be applicable outside the 'specific context in
"which it was learned oOr serve as .a base for further learning;

E .

indicate -that learning ;é_relatively current; and show somé
rglationship to the student's degree goals, lifelong learning
goals,: or overall education. Lo ‘ .

of course, subject to .
ingtitution i . arding applicability to local
programs. -In additioﬁ;'it ig helpful to pboth students and

‘ evaluators to specify more precise criteria for credit in
spec}fic academic areas. 1In the case of an institution with
competenc?-based programs, the established performance
standards oF compgtencieS'provide the basis necessary for
thq;assessment of nonsponsore ential learning. Wwhen
such standards have not been stated previously, their
development for the assessment process also may provide a’

. yaluable scurce of information on courses and programs“for all
those engaged in the selection, planning, O reviev of -the
courses and programs. Efforts at standard-setting may begin
with the preparation and collection of course syllabi which '
include-stateaents of expected ocutcomes oY competbncies.

_ Analogous outcomes aﬁd desired cdmpbtencies similarly;ﬁay
.be stated for prograﬁs. Alternatively, a progxam—mapping
technique, as described oY Cooki {1978} may lead to the
speéification of standards. .or critefigt__quluatprs
and/or faculty members also may prepare-appropriate"étanaafds
"for a general sub y develop Jetained rating sce’es -

for particular_ﬁﬁ_ published examples of these
include scales for writing compe '1977)_396
" for the cdmpetencevin.leadership of volunteer organizations$
(Pendergrass, 1977); work experience checklists also have bheen,
provided for secretarial.°data-p£ocessing. and law ~ e
enforcement occupations_(Sha:on, 1977Y . ) ) e
In- the absence of explicity gpecified standards, it appears$s
that evaluators generally compare demonstrated competencgies
__acquired through prior learning ©0 their expectations

of traditfEEEI“EIxssrppm-atudénta,“_“
™ B \
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" ACCREDITATION

The assessment .0of nontraditional educatlon - with concerng for
o y-assusenae and accreditation - was studied
extensively 4in a nati Qsl project of the Council on Postsecondary .
Adcreditation (COPA} . ~"As reported by- Andgxews (1979), general °
".strengths ofﬁnontraditional education 1nc§hdgg’phe support

. of cOncepts by educational administrators, thé gquality of
programs offered, .and expanded-éducational services for the
older, often employed student .. Problems included .institutional
moveément-into. new pfograms without complete deyvelopmént, the
“entrepreneur with charlatan motives®™ (p. 343), and the use of
traditional degrees without adequate attention given to their’ )
normal content. Iﬁ was noted that most institutions invelved in
nontraditional education are accredited and that ‘the req:onal
accrediting asgociations have not had procedural difficulties in
accomplighing their accreditation. It was recommended that

the normal process-oriented model .of evaluation Ye modified,
changing to a process performance- model, which would ‘accommodate
- both ‘traditional and nontraditional-programs. A number’of
recommendations, relating to both quality assurance and
‘accreditation, were directed toward postsecondary education in
deneral, nontraditional education, accrediting associations, -
and the Council on Postsecondary Education. For nontraditional
.education; it was recommended that educators work to "integrate
the nontraditioanl.movement into the mainstream of conventional
institutions and programg"y “that nqntraditionalists exercise
caution in establishing external relationships, maintaining
unquestionable ‘institutional-integritys and -that adequate
. processes and support components be.developed and implemented .
(p. 353-354)~  While. generally written for nontraditional
‘programs, the xecommendaﬁzons were clearly appropr:ate for programs
for the: assessment of prior learning. -

Thrash (19?8) also emphasized that theré should not be a%x
dichotomn,between traditional and nontraditional program

separaﬁe accreditation’ progesses for each. Rathex, "..:*{t

{the accrediting commission) must develop a geries of eval*ative
procedures that can be applied ‘to all institutions to a58ess
effectively the Qducational quality of those-institutions,
whatever the . learning options offered" {p.- 463). Thrash also

"~has d:scussed the responsiveness of the. regional accrediting

Sssﬁttuttuns—Ee—the_assssamgggﬁgeeds of nontraditional prayrams,

describingrthe accreditation proceéss (Thrash, 1979 a)—and—the—
aeVelopment of a sequential evaludtion process for institutions
-_with a number of off-calpus programs (Thrash, 1979 b).

E-]
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Since the early 19?0s, the number. of instituticons offering

" credit: for nonsponsored learning has increased.rapidly. This
option also-is under consideration-in many colleges and
universities .which currently do not.‘have such programs. &

1979 directory.-acknowledged tc be incomplete, identified 267
ingtitutional progfams ~for prior learning credit (Beecham. 19?9)
The institut:o%g listed represent forty-two states, offer.
associate and{ex bachelor's degrees, and are members, recognized
candidates for waccreditation, or applicants for candidacy in
orie-of the regiooal accredrting associations. .A recent study
reported on practices and policies for academic - recognition of’
prior learning at 211 institutiony; with 143 reporting the use
of portfolio assessment (Knapp and Davis, 1878} . In contrast,

,an’ inventory of external degree programs prepared by Vailey
(1971 a.,b) a. few years £ar11er reported on -a total of- twenty-
one undergraduate programs and twenty-five proposed programs
(both- undergraduate and graduate).

- - -

As programs 1ncorporating the assessment of nonsponsored .
‘experiential learning have developed and expanded, .thé need for -
research on program outcomes has been clearly recognized.

SevEral research and evaluation projects have been undertaken S

to provide information on the students, their academic” programs-,

and their progress after graduation. The largest of these,

conducted by Sosdian (1978) .and Sosdian and Sharp (1977, 1978

a,b) surveyed prograﬂ directors and graduates of 244 external

degree programs- in 134 institutions.. The. sample included

more than 3,400 graduates. oﬁ_zprograms whiéh had gradu’ated

‘students- in 1975 or earlier.. Most of the programs surveyed

included provisions for the assessment of prior 1earning. The
findings indicated. that nearly all external degree graduates who _
sought admission to more advanced programs were -able to enroll, and
that graduates €xperienced: job-related benefits. These results were’ .
interpreted as positive signs and indicated’that early efforts in program
design had led to the ﬂevelopment,of successful programs which b
met their planner’s goals in providing- educational options for

adult -learners. Sosdian and Sharp (1978 a) concldded that’
,"it ‘seems clear that credentialing benefits can accrue to

individual external degree program graduates. On this basis’

‘these programs should be considerzd as 1egitimate educational.
alternatives by prospective students, their sponsors; and

educators (p. 124).

kt—appsexineielx_;hg_gggg_tige, in an evaluative study by the
Board of Governors, Bachelor of Afts Degree Program in Tllinois
(19?8ra.data were analyzed for nearly 6,000 students .and over

,
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1,500 graduates: Similar flndlngs regardlng student )
bharacterlstlcs, goals. and program outcomes were reported. This
study also noted that the avérage student was thlrty -six :
" years old that most were®’ employed, three-quarters were
married, .4 quarter were black and almost half were women. They came
from a wide vaxiety of béackgrounds and many had attended more
‘than three other colleges {althoudh some had no preVLous college
experlence) :0ver: three -quarters of the graduates received
credit for prlor learnlng, earning an average of _thirty-seven
semester hours. Credit for prior learning was aw&rded in all
“major academic areas, with the largest number of awards’ lq
" business and management,- education,‘health PrOfESSLOnS, and
soc1al sciences. Approximately 12 percent recelved credit by,
profLCLency examinatlon and 22 percent for mllltary ‘service.
Both 'graduates and their employers were satisfied with their
degreesa graduates lndlcated substantial. achievement of. the1r
career, educational, and personal-goals. Nearly half of <the
graduates applled to graduate schools. Of these, over 80 percent .
had been admltted at the time of the -study. -~ - - ool

.

-

.-

Additlonal stud1es on this program were conducted durlng 1978~ ?9
.as part of a project on the evaluation of nontraditional .
programs. 1In-these studles, information was gathered on

faculty attitudes, persons who inquired but did not enroll,
students who did not complete the degree, as well as on enrolled
students and graduates. During 1979-80, similar studies were
-conducted at seven additional institutions. The research

efforts included- the testing of a sample of graduates, using

the American College Testing (ACT) Program and The College

Outcome Measures Project {comp) examinations, deSLgned to
"measure’ and evaluate the knowledge and skills that undergrdduate -
students are expected to acquire as a result of general or - .
liberal education programs .and that are important to effective
functioning in adult societyo (Forrest and Steel, 1978, p. 1}.

A product of this study also has been a useful annotated

blbllog aphy on the evaluation of nontraditional programs
(Gonzalez and Murphy; 1979). The project codirectors expect

to provide a model which will be useful in future evaluatlono
"prOJects (Murphy and Pringle, 19?9)

The characteristics of_students who received credit for prior- -
_learning also have, been reported by Spille and Hartley (1275)

at the University of Wisconsin-Green Bay, and by Lutz (1978),

who  described enrollees in Connecticut's extended degree program,
the Bodrd for State Academic Awards. The experiences of
graduates of ﬁontraditional'prdbrams have been discussed by
Losty and Gardinor (1978) at Stephens College and by Beshiri
{1978), who compared graduates of traditional and nontraditional
programs at Florida International University. Palola and
Bradley (1973) and Lehmann (1974) reported on Studies of early

-




gredﬁates of Empir- State College. A study on fachlty attltudes

toward a nontraditional program was ‘"reported by Nolan,
Anderson, :rand Mowrer l???) .

The need for research on the reliabllity and validlty of the
..assessment process has been noted previously. It was the,

:_mrecognition of this need which led CAEL to undertake’ such rgsearch

. in 1975-76. During 1974-75, a number of working papers and
1nstitutional reports were prepared;- a validation plan included
.review and ‘experimental use of these documents, as well as

field research providing emprrlcal studies of assessment
prlnciples and practices. The results of the study were

reported in a comprehen51ve publicdtion by Willingham and
associates in 1976, Four.major areas were lnvestigated; with

" twenty~four participating institutions serving as field research-,
sites. “Phese areas .were assessment of interpersonal skill,
‘assessment’ through the portfolio, assessment of work competence,
and the use of expert judgment. In the area of portfolio -
assessment. multiple evaluations of local and illustrative:
portfolios were completed. Results indicated moderate agreement
among faculty members within ingtitutions in their recommendations
for credit, althoughr institutions differed. wfdely in their

credit recqmmendatlons. There was mixed agreement among faculty
in institutions as to what types of learning deserve college
credit; some institutions tended@ to be more conservative than
others. - Colleges were similar in their requirements for
documentation. Pre and postevaluation testing of students.
indicated that those "who part1c1pated in the portfollo'
-assessment process gained 1n self-awareness concernlng their
learning and their goals.. st .
These field research efforts not only provided some indications
of the-validity and reliability of portfolio assessment within
-institutions,. but also helped to identify areas’of ambiguity
which -needed more attention. It was suggested that systematic
studies and procedutres for monitoring the assessment of -
experiential learning should be initially undertaken at the
institutional. level,, It also.might be noted’ that .a similar study,
if conducted ﬁow,'could-demonstrate the benefits of increased
experience and sophistication in the preparation and assessment
of portfolios., 1Institutional-level reséarch on the assessment .,
process and its outcome -also has been reported by investigators
at Alverno College (Loacker, 1976), Antioch College (Churchill,
.1976)°, and Thomas A. Edison College (Jacobs. 1976).
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FUTURE DIRECTIONS AND IMPLICATIONS.

»

The’ award of credit for prior learning is now ‘well established
.as’ a- practice in a number of institutions. The practice has
expanded greatly during the 1970s and continues to grow 'as
- we enter the 1980s. Programs exist in many stages of:
development, from initial planning to amoothly~iuplenented,
maturé systems. Directions and change during the next decade
and beyond may, therefore, seem uneven. However,. program
.planners and practitioners will have the benefits of a
considerable body of literature and the counsel of
experzenced persons as they initiate *and implement new programs.

It is clear that both quality assurance and accountability will
be increasingly important in higher education.‘ Those involved
with nontraditional. programs and tle assessment of prior
learning. must maintain. gheir emphasis on learning outcomes

and continue to prove and monitor.their evaluation procedures.
"Additional researc¢h on assessment and on program Sutcomds is
needed, as are studies-on costs, on "stop~outs" or "drop~outs”,
and on student performance after the award of credit for prior
learning. |, o : ' ¥

&

The importance of lifelong learning and of access to education
has ‘been stressed Ly many educators. Programs which provide .
options for the assessment of prior, or. noncollegiate, learning
can stimulate the college participation of adults and caa
provide significant]services to adults in a learning society.

A8 Cross’ (19?8) indicated, institutions are.improving adult

.q_ .
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‘access to higher education by making arrangements for
appropriate ‘'schedules, locations, and serv;ces. She also wrote-
. 'that "There is widespread agreement now that traditional .
. time-serving measures of learnlng are not adegquate for the
learning society"” (p. 45}. Cross concluded that a desirable
.development would be a central assessment adency or a network of
assessment centers which would evaluate competénecies  and report
to institutions designated by the candidate. A proposal such
as this one 'is certain to raise objections; nevertheless, it
is pointed out that instituﬁ;ons retain’ the responsibility of’
setting standards for acceptance. Centralized assessment .
services have, in the past, met with 0pp051t10n. Some may have
been questioned-justifiably. Given adegquate ‘quality assurande
measures and responsiveness to both individual and instltutional
.needs, they do represent a possibility for the futute.

To fully serve adult learners, additional needs exlst for the-
prov;%lon of information on learning resources.- Educatlonal
Information Centers (EICs) and educational brokers help to
meet these needs. Expansion of these services will be
necessary in order to prov;de adequate information to adults as
‘consumers. Addltlonally, dlrectories Iisting’ programs for the

" assessment “of prior learning, such-a$ ofe published recently by
CAEL, (Beechem, 1979) can be made available through public
libraries and- emplo&ers as well as colleges and universities. -
POpular magazlne and newspaper articles can help inform adults of’
the opportunities available. In a-relatively ney -area, CAEL .~
has initiated efforts at comblnlng educational and career-planning
approaches, modifying existlng computer-based career , “ .
information systems. Interactive computer systems also pay be
used to assist students with portfolio development and to provide
access to information on lnstitutlonal assessment Programs and
their requirements. . .

Yl

£

Eﬁperiential learning also se}vesoas an important cpnnectionl-
between work .and education, significant in the implementation of
- policies for, lifelong learning. Cooperation between -educational
institutions and those who provide learning resources.in other
. settings is becomﬁng increasingly important. -The recognition
. of learning, wherever it .occurs, and the enhancement of the
., quality of that learning and of its evaluation can help to <o

1ntEgrate education wlth work and lelsure.
T

-

b .

. In.oder to attain the goals of the learning society, étnte and

. federal policies also need continued modification to effectively
serve the needs ‘of the adult, often part-time, student, - Fundfnb
formulas and financial aid Ppackages 'should encourage the .
flexibility required by nontraditional students and shculd
accommodate options for the &dssesswment of \prior learning without -
penalty to the student or lnstltutlon. Specific }nstitutiona}“

. . - -
P N s

'l
"




i poliey issues have been addressed previously. In a more
general sense, institutions may wish to review their overall
_.philosophy with regard to its iWmpact on adult students.

Projections of déclining undergraduate enrollments of eighteeh

to twenty-one Yyear 0lds also have been emphasized, and have

‘had vonsiderablevimpact upon educational planning. The

final report of the Carnegie Council on Policy. Studies in

Higher Education (1980), Three Thousand Futures: The Next -

" Twenty Years in Higher Education, predicted enrollment.declines

of -5 to LY percent between 1980 and 2000. The report suggested
‘that -although gevere problems lie ahead, reasonable solutions -
exist for most of them. Adult students may not ‘'save the .
institutions whick are most severely affected by declining
enrollments during this period; however, the entouragement of

.. adult gnrollment and _degree completion can help to offset. the“
'lcsse7 and provide part cf the solution.

-
. -

CIn additicn to providing a gervice to those adults who seek .
’ academic credentials and attract&ng 3uqh adults to institutions
which seek a "new clientele," programs for the assessment of
prior learning can exert other significant influences on
~ higher education (Shulman, 1978). In an analysis prepared for
‘the American Council on Education Task Force on Educational.
.Credit and Credentials, Ferguson (1978) stated that “Recent
developments in-postsecondary education .portend significant
changes in the’ future. It may well he that postsecondary
Winstituticns, as they face. up to the rieeds and demands of their
students ahd potents al students, will also increase their
attention to the evaluation of student- achievement of intendead.,.

- olitcomes of the! educational programs" (p.-129). The, assessment

of pricr learniug is based upon such evaluation. The questicns
. and condérns it raises are important in determining the future -
directicns of postsecondaxy educaticn. -
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Many of the most useful publications on experienttal'i;arning
~and.credit for prior learning have been published By the Council:
for the Advancement of, Experiential Learning (formerliy-
-Fooperative Assessment of Experiential Learning) and, gince
-X978, by Jossey-Basa in® its New Directions for Experiential
--Learning sourcebook series; . Thes ,publicationsjare describped
briefly ‘in the following list N, e
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.\ APPENDIX A: CURRENT CAEL pusu.chs\;

1
i N

A

_ rhg following éhblications are available from CAEL _america
City Building, Suits 212, columbia, narylfmd 210& ]

1. PAEL Literature Guide Jane Porter Stutz and.Joan Knapp,
1978. ~

-

There is a large and dAiffuse body of literature somehow
related to experiential learning, but relatively few, . -
mostly recent, items deal specifically with the theory and
practice of assessing experiential-learning. This annotated —
_ bibliography contains a numbher of items that.CAEL has found
particularly helpful in oneé connection or another -through: it's
work in recent years. They cover a varisty of topics,. ‘ -
including some important literature with which practitioners
in-this area are not typically familiar, but most of the
references deal. spscifically with the particular types of
problems on which CAEL has prlaced special smphasiss

‘CAEL Litsrature Guide Supplement, Jans Porter Stutz and Joan
Kn app r 19?8 . N . —_— — \.,_ —— —— e = -

]
"

An update to item No. 1 {(May be purchassd ssparatsly oy in
-,combination with itsm number 1.) - i

£y

CAEL .Directory of Members

Each year -CAEL produces an updated annual Assembly Directery.
It 1lists all current institutional members, including
officia}l rsprssentatives and addressss. Agssociate members
-are also listed. : )

LY
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I. Sharon, 1975, °

- There are a'wide variety of different assessment technigues
that might be appropriate to different types of éxperiential
-learning. This monograph includas sections .on performance
tests, simulations, interviews, xatings, product assessment,
Each section orients the reader to one of these' general

. etc.
. _types of -assessment- and-then.prowi es_bxief_illustrat;ons_;_;“w;n '
- - of different applications. This overview cites a number -
o . of references. that provide mpre Het ilad information A .

concerning each assesshent method.

Implementfng a Program foc Assessing periential Learning,
.Edited by Hadley S. Nesbitt and Warren\W. Willingham, 1976.

This report contains selected material prepared by Efg
staff members and\hackground information\ for the OperationaL
" " Models project: It gives a general overview of the main ‘ X .
T igsues addresced in the 'project and provi es reference
‘information that can help other institutions work on af.

) C operational “model. The: report contains three papers:
= "Developing an Operational Model “for Assessing Experiential
- T Learning,"” by Warren W. Willingham and Kurt T. Geisinger:
"Setting and Evaluating Critegion Standards," ‘by John
Fremer; and- ”Assessment and Accreditation Economic .
Considerations," by Déan T. Jamison and BJ;bara Burgess

- .. < Wolfe.

-

6. Principles of Good Practice in Assessing_Lerrientia
Lo . Learning, Warren W. Willingham, 1977 .
Coex

Tthis booklet provides a single-source overVLeﬁ of
important -principles of good assessment practice’ as
represented in the CAEL reports which were current in 1977.
‘Procedural guidelines are presented in outline form with
reference to fuller discussion in other CAEL publications.

- e m ROV — - -

Teaching and Assessing Interpersonal Competence - A
CAEL Handbook Paul Green. Thomas F. Donion. and Urban

ﬁ!iI akﬂr, 1977. . '

t is,increasingly recognized that interpersonal competence
' degerves .4 prominent place in many curricula because of the
impdrtance of interpersonal skill in applying theoretical
leariing in practical situations. This Handbook is
designud tu facilitate the teaching;—lisarning- -and
~ assessment of college creditable interpersonal competence
_acqguired ‘in experiential situations, Procedures are
suggested. r identifying and catego¥izing- interpersonal . - ..
skills, articulating them to students' goals, discovering ,

I P

I




and utilizing potential experiential learning situations,
—3 sessing the learning of interpersonal skills for
academic credit: ore—pso- am_of assessment strategies is
. outlined empnasizing tiie need for multiple technigues:
. A1) »
. 8. 'Assessing Prior Learning - A CAEL Handbook, Joan Knapp,
197?. - -

-Different institutions assess and credit prior experience
in different ways. One of CAEL's primary objectives is
to develop sound general procedures for such assessment
and to sugdest alternative ways that important basic steps”
.can be carried out. This handbook is a good illustration
df .that developmental objective. It presents a model for
.. portfolio. assessment that incorporates eight stages -

(1) facilitating the construction and. assessment of a NN
portfolio, (2) identifying significant prior experiences,
(3) expressing the learning outcomes of prior eXperiences, .
(4) articulating prior outcomes to educational goals, (5)
documenting the learning experience, (6) measuring the
.extent and level of prior learning outcomes, (7) judging the_
“learning outcomes, {8) and evaluating prior learning outcomes
-for awarding credits or recodnition. At each stage
alternative practical procedures are suggested.
(Companion to item number 13. )é

A N Assessing Occupational Competencies - A‘CAEL Handbook,
Amiel T. Sharon; 1977.

This handbook, describes a4 model for assessing specific-
competencies’ acquired in work 'situatjions that are relevant

. to occupationally oriented degree programs. The model is

_ designed to heIp a college specify the kinds of competencies
acquired in various occupational settings, to define the';
learning objectives of occupational and career programs, and .
to translate the competencies into college credit where

. appropriate. The report-:describes the application of the
model to three fields (data processing, law enforcement,
and secretarial science) and shows how the model can be
applied to other occupations. - Prototype assessment
instruments and procedires are included.




10. Bxpert -Assessment of Experiential Learning -~ A CAEL Handbook, ‘
HTEH??H_Reilly; Ruth Churchill, Arnold Fletcher, Myrna
ittller,—Judith. Pendergrass, Jane Porter Stutz, and John.
Clark, 1977. ;

Due to the highly individualized character of most

_ experiential learning, assessment usually relies ﬁpon'the

- —n—-in formed--judgment- of -an—-ekxpert+ —This—-handbook provides -

principles and guidelines for the use of expert. judgment
The report-deals with a number of basic issues -that apply"
to expert judgment_generally; e.g., the role - ¢f the expert
in defining criteria and structuring the assessment procédure
so’ that it will be 'as reliable and valid as possible, the
importance of establisliing standardg that are defined as-
systematically and objectively as possible, and the manner
in which common rating errors affect the credibility and
the fairness of assessment. These basic principles and
steps of _.assessment are illustrated and discussed in a,
series of chapters covering the .use of gudgment in four
areas: interviews, product assessment, performance
assessment; and the assessment of written material. These.
.chapters include a number of practical hints and suggestions
for the improvement of assessment as well as problems and
pitfalls to avoid. Several applications are described in
detail. - - B :

-

11. College-Sponsored Experiential Learning - A CAEL Handbook,

John Du]ey ‘and Sheila Gordon, 1977.
o

, ‘This handbook is designed for faculty as well as other
_professionals concerned with developing effective programs
of off-campus experiential learning and assessing the outcomes-
of these programs. The authors provide theoretical -
background for nonsponsored. off-oampus programs, but place
the major emphasis upon pragmatio ‘problems of defining
educational objectivos, developing job placement
opportunities for students, and preparing tliose students’
for effective learning éxperiences. Special emphasis is
given to the problem of monitoring experiential learning

. as it proceeds and.integration of that learning following

oo the off-campus experieice. The_material provided--and-the-

step’s suggested.are articulated in the CAEL Student Guide,
College Sponsored Experiential Learning. . (Item No. 14)

Lesrﬁing and Assessing Interpersonal Competence - A CAEL -
Student Guide, Paul Breen, Thomas F. Donion,_and Urban
_Whitaker, 19??. e -

8

This student guide is a oompanion volume to the handbook,-
Teaching and Assessing Interpersonal Competence (Item No.




and it is based on the same theoretical framewerk and .
contains some identical gections. The special contributions
of the Student, guide are chapters on planning for experiential
learning and preparing for assessment. Detailed suggestions
are offered for preparing a life goal autobiography,
articulating personal goals- to interpersonal development,
—_and_selécting an experiential learning site.

13. Assessing Prior Learning ~ A CAEL Student Guide, Aubrey‘““*—“*~—~—~;7
. Forrest, 1977. - .

"It is typically the adult student who petitions for .
college credit based upon prior experiential learning, and
-this student.guide is directed to that audience. The
purpose is to assist such adults in maximizing the value of
their prior learning in relation to educational goals and
suocessfully obtaining appropriate credit. The reader is led
step by step fhrough the-process of identifying learning
outcomes, relating them to educational goals, documenting -
experience, measuring learning outcomes, and requesting
credit or recognition. (Coordinated with item number 4).

14.-Co11ege-$ponsored Experiential Learning - A CAEL Student
Guide-, Hodley Nesbitt, 197? '

P

This student guide is designed to help students make the
"most. of the off-campus aexperiential learning. It is
organized around elevén -basic steps. . These include:
selecting and preparing for the learning experience, -
involveient in the work situation, and integrating the
learning derived from the experience into an ongoing
academic program. Charts, checklists, and worksheets serve
as aids for dealing effectively with each of the eleven
stepg;_:jTEigrguide,iizgoordinated with item number 11).

15, Developing Program Maps, Modulé 1, Marvin Cook, 1976.
- - i -
CAEL holds that a program unexamined as to outcomes is
less likely to be sound than one with clarified” outcomes. '
. This module is designed to train,faculty and staff as to
how to develop program maps of their academic programs.
The-maps--are—used in many wWays, including identifying
MGAPS" in existing college programs, designing individual
degree programs, developing extended degree programs, -
developing new departmental programg, and providing a
. rational basis for awarding -credit—for prior learming.
Many examples of program maps in a number of 4cademic
areas are included.




" 16. Develqping Learning Outcomes. Module 2, Maxvin Cook, 1978.

This module is designed to be used in £acu1ty training
workshops focusing on clarifyirg the description of their
program léarning ou:comes. Specific steps illIustrate

a very effective—and pragmatic way of deveroping clear
learning outcomes for academic programs. The examples
incln, academic areas both in the humanities and the
sciences. The prXoce e and-examples _jllustrate the
usefulness .of the approacﬂ for dpn-campus .programs as

well "as off-campus learning. experiences.

5.

Bfficient Evaluation of Ind1v1dua1 Performance in Fi 1d
-Placement, Stephen,L. Yelon and John 8. Duley, 1978.

One of a series of guides for the improvement of

-instruction that is published by Michigan State University, -
this guide is the result of a cooperxative effort between

the. Learning and Evaluation Service at MSU and CAEL. The
guide ‘contains tested ideas that may be of use to instructoxs
who are.'responsible for supervising and evaluating real-world
ekperiences given. to students. It is designed to help ’
coordinatorxs and- supervisors of field experience

activities save time and energy when evaluating student
pexformance. _One of. the ‘majox purposes of this publication:
‘1s to encourage faculty to go beyond immediate priorities

and spend time and energy to create a time-saving, efficient,
systematic evaluation procedure. - .

b

18. The practiée of Experientﬁél Eduéation. A CAEL Status
Regort, Leta Davis and Joan Knapp, 1978. )

This publication includes the ‘summarized.findings of a
tvo-phase survey conducted by CAEL in early 1978. Phase one
included guestionnaires sent to all CAEL member instititions -
as-well as a sample of non-CAEL institutions. The
questionnairxe was designed to collect generxal information __

about experiential programs.H‘The .second phase’ of the

“"inegtitutions. This_report deals primarily with the data
analyzed from the second phase of the study. The first
section of the xeport descdribes how CAEL members compare
with other institutions of. ‘higher education. The following
sections deal specifically with information gathered about
sponsored experiential learning programs (Section 2) and
nonsponsored experiential programs {Section 3). The
information within each’ aection is orqanized in°a question
and answer. format. - - . -




19. Litalonj Letrning: ‘Purposes and Priprities, K. Patricia
i Cross, 1979. ] * o

The author, a. Distinguished Research Scientist at .
Educational Testing Service, refers to the current times as
- the renaissance of education for .adults"” because, she
says, "It represents 4 rebirth-of attention to the life

of the mind that is as.significant to the twenty-first
century.as the original intellectual renaissance was to
the fifteenth century." Kesearchers estimate that between
80 and 90 percent of the adult population carry out at
1é‘?t‘bﬂt‘?eif-ﬁireoted—4aarning_projact_gngh_zgés_éaé
that the typical adult spends about 500 hours per year
learning new things from a variety of sources (Tough, 1977).
"This eighteen ‘page paper was prepared for a Sectional

- Assembly of CAEL in early 1979. Dr: Cross concludes by
stating that she views the: role of.educators as to' ‘
help -people of all ages d4evelop a taste for good learning
experiences and to choose from a wide variety of learning
resources those which-best'meet their needs at the time."

Cost Effectiveness: A gABL Syllabus for Professionals,
Terrénce—HacTaggart, 1979.
This syllabus ig ‘designgd for those program managers,
faculty, and student advisors who feel the need to learn
how relevant economic concepts -can enrich their decision =
making skills.  The’ first -part of the syllabus suggests a-
path of study which will enable the learner to analyze,
compare, and evaluate alternative prograns in light of the
--principles of cost eff5ctiveness. ‘The second section—-—"
assists the learner in developing an alternative choice
model for the prospecti?e student who must selcct among-
educational -options$. The syllabus emphasizes the value
- of-economic cor nepts- in criteria which bear on the
decision process. -
The. Self-Directed Educator: A CAEL Syllabus, Mark Cheren,
1979. T .

Continuing professional deveélopment requires the ‘

_ performance of a difficult and complex set of tasks. This’
. syllabus acknowledges the difficulty of self-development
——efforts—umde¥taken by professionals and attempts to assist

such efforts. TIts purpose is to facilitate the enhancement:

of current self-development skills and where appropriate

to support the acquisition of new skills useful in such-
activities. " The syllabus is irtended for use by a wide »
range of professionals in higher education, particularly those
seeking to learn the new skills involved in more innovative

" practice. . :




» -
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22: The Assessors A CcARBL Syllabus for Professionalga Joan
Knapp, 1979. o . . ‘

This syllabus is designed to aid in the development and
refinement of skills in experiential learning assessment.
The, goals and objectives included could apply to learning
resulting from the olassroom getting, independent study,
or almost any learning situation in academia. The syllabus
reflects the philosophy and goals of both experiential’

and 1ndlvidualized education. The.user is encouraged

to fashion and plan his/her own training program and to.
use the var1ous*experfent&el—actiuit;gs and human and
written resources to achieve the objectives suggested in—
the syllabus..  Thus. the syllabus encourages a new look

at learning assesgssment, in dgeneral, and facilftates an .
individualized process for gaining skills and knowledge 'in
this type of assessment_ as well as transmltting thése
skills. to other professionals, $)

The CAEL Newsletter., letor: Pamela Tate;-Production Mansger;'
Piana Bamford-Rees. ’ :

L

Publlshed flve or six ximes annually, the Newsletter
announces and describes CAEL activities, provides annotations
of selection publications, describes some related évents
concerning experiential learning, and on occasion provides -
special reports on institutional programs. The newsletter .
is availalle on an annual subscriptions basis. It is free-
to members_?nd aggociate members of CAEL. ’

Opportunities-for Prior Learning Credit: An Annotated-
Directorx ¢« Kathleen Beechem. 1979. v

This dlrectory lists and describes more than 2?0 ,
1nstitutions w;th programs for the assessment of prior !
learning. Each. institution has its own full-page listlng
including such data as the institutional name, address and
telephone number,‘-the name of the person responsible for the
prior learning assessment, an institutional descriptibn, =
the percentage of the degree requirements or the number -

. of credit- hours which .can be applied toward degree programs

- — —fyom prior learning, ¢r through a combipation of college

. transfer credit or credit~by-examination, a list of the
degree areas to which credit awarded for prior learning
can bé applied, and the proCedures for assessment {(including
where available - fee information and the length of time
usuelly required for the prTor learning assessment). The

entries are listed by state
f

¥




. -Daveloping ASSgsessment Tas sks . Module 3, Harvin Cook and Henry
H. Waldbenser, 1980. " .

e = PN . i
The validation of the._q_ualitY of educational Programs
"includes the need to aeburesthgp students in the programs
have actually acgquired the intellectual_s skills identified
. in the. statements of colledge tearning outcomesTH“MQﬂule
3 is designed to beé uged in faculty workshops focusing
on .the development of assessment tasks that "match" - - .
istated learning outcomes. The many exercises in the Moduie
provide an opnortunitynfor workshop participants to become
. Proficient in the use of the performance agreement - ,
principle, té establish the validitg of their assessment
. tasks, and thus contribute ‘to the assurances ‘of the

mmli:x_czf_mwional P=°9“‘°’°- -

Ueing Licenses and Cg;tificates as Eyiderice of Collede-
Level. Learning, Harriet W. Cabell, edited b¥ Ruth Cargo,
“with introduction by Henry spille, 1980.

This report confirms that considerable college-level learning
is required to obtaln certain certificates and licendes.
It also demonstrates that the learning represented by-the
. cartificates and licenses can be -~ .and, in fac:.-is
" being -~ assessed ‘and equated to the learning out'comes of
educational programs offered by colleges and universgities.
The report: identifies services needed by institutions and
provides specific repommendations for answering those " -
needs. Commissioned jointly by ACE and CAEL., the booklet
is based on original fregearch performed in fulfillment of a
.doctoral degree. Highlights have ‘been selected and. a gshorter
version rewritten for bugy practitiosners. -An appendix
reproduces the research questionnaire and the data from.
which the £indings and recommendations derive.

!
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3: PREVIQUS CAEL PUBLICATIONS

- MR 1
The' following publications were prepared in earlier CAEL
Projects, but include reports and information of continuing
interest. They ‘are no longekx available through CAEL. Hard
copies or microfiche ¢opies are available through ERIC -
“ pocument Reproduction Service., P 0. Box 190, nrlington, Virginia
© 22210, o “ :
i, kssessing Experiential Learning, Warren W. wiliingham,
John R. Valley. and Morris T.-Xeeton, 1977..
{ED 148 '836) , - .‘\

- il

Thisg f£inal report 'of the CAEL project provides an overview
of, the major activities of CAEL's first three years. 1In -
separate chapters it includes a brief history of CAEL,
‘a description-of the developmental work, selected
important outcomes of the field research; and descriptions
of the more significant outcomes of the Operational’ -t
Models Project- and the Fachlty Development Program. The.
final chapter attempts to give an éverall sense of what ..
thé project accomplished and what major conclusions and
implications _can be drawn from the effort. -

L

+- The CkEL Validation Roporta Wwarren W. willingham and
. Associates., 1.976. (ED 148 837)

The CAEL Validation Regort provideq detatiled documentation
of the experimental tryout of CAEL developmental products
"during 1975-76 and a geries of ten field studies involving
-twenty~-£four CAEL institutidns. The report describes ;
extensive findings that focus on the strengths and weaknesses
of. di £ferént assessment methods and the characteristics

of assessment pro&bduros that .affect reliability. validityﬁ




z - i

and usefulness to. students. It includes. chapters on -
{(a) research and quality assurance, (b} Ffindings. concerning
the . assessment of interpersonal comeetence, {c) findings
concerning the assessment of brior learring, (d) findings

« concerning assessment of occupational competencies, and

. (e) illustrative inStitutional studies of the reliability °.
of expert judgment. This feport is a-basic reference for
institutions wishing to ex&mine the consistency and equity
of their own assessment procedures and the soundness of
their. underlying educational rationale.

-

[}

3. The Use of Expert Judgment in the Assessment of Demonstrated
Learning_in the Antioch Collegge Yellow Springs Adult .
Degree Completion Program, Robert Lewis, CAEL Institutional
Report No. l from Antioch College, 1975. (ED 148'846) '

The unigue aspect of this report is its detailed recording
of the various issues, questions, and problems that
arise when a group of faculty members relatively
inexperienced in assessing experiential learning meet
" together for intensive discussion with more experienced
faculty members concerning institutional policies and
practices in assessing prior learning. Ffor that, relason,
the report is a useful reference for any institution wishing
to introduce. new faculty members to issues Goncerning
' assessment and credentials that deserve their attention.

4. Coordinating Educational Assesgment Across Coll_ge Centers,
Ruth Churchill, Andre Querrero, Janet Hartle, and
Harry Horwitz, A CAEL Institutiorial Report from Antioch
College, 19?6. (ED 149 850)

The_ authérs report on an operational model developed as
a result of a sYstematic analysis of three: distinctly .
different Antioch centers. - The model uses four major
levels focuSLng on flow of influence: Level ©I - the -
rationale of Antioch' College and the individual centers; ’
Level II - programmatic matters bearing on curriculum,
faculty, and students; Level III -~ student assessment bhased
on criterion standards, appraisal of learning and . .
preparation for assessment; and Level IV - methods of
translating experiential learning, for nontraditional
consumption, outlinihg credit policies and records of

! learning outcomes. !The report discusses five major findings
that have important implications for institutions using
experiential learning as a core philosophy.

Tu

5. Standard Setting by Students and Community - How Much Is
Enoygh? Laurent Daloz and Clotilde Pitkin, ‘a
" CAEL Institutional Report from Community College of Vermont,
’ 1976. * (ED 148 852} ;

I.

b




.This report extends the .position that the .highest purpdse
of education is to foster-both community and individual
self-reliance. - It .describes.the Process and materials
develqped €o help students and local réeview committees
agree on standards, that are unigqué to student goals. that
accurately reflect community expectations. and that conform
to the ‘institution's educational{principles @ It lists

the steps through which both the studént and committee

- go_ in the degree development sequence.

%

'Implementing ‘and Financing Portfolio Assessment in a
Puhlic Institution, Eiugene Kray .and Lorraine Hultgren,

A CAEL Institutional Report from Delaware Coudty Community
College, 1976. (ED 148.851)

.

. The authors first describe the formation, orgaﬁization. '
philosophy, and structure of DCCC's program for assessing

~ prior experiential:learning. The heart of the .report .°
Presents a financial model in which (1) all parties -
student, state, and local sponsor ~ share in the cost of
assessment in the same proportions as they do ‘for the
traditional programs of the college, (2) faculty members
are compensated for thei¥ time on a contact hour - -
basis gccordlng to the number of -credits sought by thé”*q“\
student ~ not the number of credits awarded: and- (3) Bl
the cost of assessment is shown to be approximately one-
fourth the cost of traditional ‘course work. This< odel’
shonld be of general interest to both two-year and four-
year public colleges. ) )\

'ﬁrospecte and Methods for Intérpersonal étudies; Miriam
Tatzel, CAEL Institutional Report No. 2 from Empire. State.

College (Revised Edition}, 1977, (ED 148 847) e e
3

-

At. Empire State College students work with a mentor to develop
.learning contracts. - This institutional report shows
" how interpersonal learning i§ integrated into the formal
educationial process through the learning contract mode.
The author describes-'a- framework.-that takes into
acoount cognitive, affective, and physicdl behavior; that
is, thought. £ee1ing. and action. .
Implementing CompetencypBaeed Assessment of Prio¥ Learning,
-Nancy Wylie, A’ CAEL Institutional Report from Florida
International University, 1976. +«(ED 148 854)

This report describes the- development, trial use, _and_

revigion of a competenoy-baeed tool for assessing prior

learning, the Prior Experiential Learning Evaluation Packet.

The author explains the integration of the new assessment '

‘Process within an existing external degree'programc~desqrihee+_n_f_uu

- - ar -

v




hOw the external degree program and its students interact witﬁ
other administrative and academic units of the University:

and discusses explicit and img11c1t standards and their
implications for assessment in a context in which the.
responsibility for assessment is partially decentralized. _.

an” Individualized Competence-Based Assessment Model, Anmie
- Belle Calhoun, James' E.peegan, Leah Harvey,.and

Charles Libera, A CAEL Institutional Report from
vMetropplitan State. University, 1976. (ED 148 339)

Metropolitan State University is an Dpper-division,

- comppetence-based, baccalaureate degree granting 1nst1tution
created in 1971 to serve adults. This operational model
focuses on topics ‘such as criterion standards within
the context of an individualized, student-centered,
competence~based program; the use of external or

. »community-based persons as expert judges of students

competences; the functioné and activities of assessment

faculty; ' the strengths and weaknesses -of the narrative '
transcript. .and the effectiveness of the university's
assessment policies, procedures, and materials.

Documentation and Evaluation of Sponsored Experiential

Learning, Jane .-Szutu Permaul and Marina Buhler Miko, .

CAEL Institutional Report No. 3 from University of California

at Los Angeles (Revised Edition}.,1977. . {ED 148 858) .

A major problem in assessing off-campus experiential
learning is the need to ‘structure the learning process,
and document the learning oGtcomes. This report describes
the procedure developed at UCLA that explicates the
lcarning that is taking place and therefore helps to shape,
and-improve subsequent -learning experiences of the student.
The method focuses upon a record-reflection log and an .-
“assessment matrix as tools for assessing sponsored ’
learning. These devices emphasize the role of: tike student
and local supervisors in evaluating ‘and molding learning-
outcomes. .. o . "
The Refinement and Modification of an Instrument for
Assessing the Achievement of Int.rpersonal Skills of
- Boclal Work Students, Kurt ‘pitzer and Sue Smock,
CAEL Institutional Report No. 4 from Wayne State.
University, 1975. (ZD 148 857) e

Students engage in many types of field experience learning
in different types ¢f settings and in differei:. degree
programs. This report is especially concerned with field
experience related to social work, but the learning




_checklists involve:a number of generic skills that apply
to many types of field experience: There are twélve
checklists for rating student learning. These fall into
three areas: (1) basic educational and performance
skills, (2) communication .and observation skllls, and "’
_{3) problem-solving skills. ) . .

12. Analxz ng_Costs in the Assessment of Prior lLearning, R. -

Lynn Kelley, Terrence J. MacTaggart, and Robert Spencer,
* a CAEL Instituticnal- Report from websrer College, 1976. .
(ED 148 853) .

Thiﬂ‘prort describes the preparation “or and the results.
"of a cost analysis of the assessment of prior learning in '
two programs. It concludes that total assessment costs
are significantly ‘less than costs for conventional classxoom
instruction, that unit costs diminish as the volume of
,assessment increases, and that the¢ evaluation of the
relative benefits of assessment programs ‘should be made
within the context of long-range institutional objectives. ]
This model will probably be most useful to private institutions
@ that are faded with changing clientele and have the capacity
to attract older students. ; ‘
13. Guide]xnes and procedures for the Assessment of Experiential
Learning and. for the Selection and Training of Field
Experts, Frank Chrlstense. CAEL Institutional Report
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ﬁED 148 855)
b
Any college wishing to inititate a program of accept
and crediting nonsponsored .experiential learning faces
first a procedural problem of considering what“type of
progran and procedures might be appropriate. This report
discusses the 'steps through which'William Rainey Harper
moved in implementing such a program: setting up a local
task force, use of consultants, site visits to other
institutions, preparation of procedural documents, and so
forth. -
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14 Initiating Experiential Learning Programs: Four Case
Studies, A compilation of four Institutional Refports,
The Consortium of the California State University and
Colleges, Memphis:State University. Union College., and
Uni\er&ity of Kentvcky, 1876. (ED 148 856)

~ These fouf reports all deal witus programs that are in some
“sense in an early stage of ‘development. The report by

- Barrie Bortnick (Consortium of the California State
University and Colleges) describes the efforts of a




raditional decentrelized system to introduce flexibility
"fn the use of challenge examina ions for crediting prior
-learning. Richard Ranta's repo;t (Memphis State .
University) deecribee how a large traditional state

'unive sity dealt with the ieeuez involved in specifying
criteria for aeeess;ng experien ial lea¥ning, acquanting
faculty \with the assessment process, and integrating those
pjo&edu 88 into the, university etructure. ‘The report -

"by Dale_M ers and Joe Thomas (Unioh College) describes’
the developmgnt of a pent;gl#nifice for sponsored field ™ .
experlence, learning in a~liberal arts institution. The
report by Barbara Hofet, Robert Sexton, and Ernest
Yanarella (University of Kentucky) provides a model for
integrating expeXx xiential learning in the liberal arts,
especially with ré spact to the curticulum's emphasis

-upoh velues and ethics..
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‘Appenpq;'c:' NEW DIRECTIONS FOR EXPERIENTIAL LEARNING - \

This series of ‘quarterly sourcdebooks, published by, ~
'Jossexénass,prOYides°an ongoing review of  topics of current -

and emerging importance in éxperiential :learning. The series’

is gponsored by the Council for the Advancement of Experiential

Learning (CAEL) and the ‘series editors are Morris T. Keeton, ‘

CAEL President, and Pamela J. Tate, Associate Provost for .

Alternative and Continuing Education, State University nf

New York. ; -

‘,‘Sourcebqus.to date include:
. , \- L
1. Learning By Experience - What, Why, How defines experiential

- -learning and examines what kinds of experiential activities .
are now being ‘implemented; explains why experiential ‘
learning needs to be seen as an integral and ‘essential part -
of the learning process; and describes how experiential
‘educators at different institutions aye improving their
.programs and resolving pressing problems. Morris T.
Keeton and Pamela J. Tate are guest editors. (1978)

Develoging and .Expanding Cooperative Educdation examines

how codperative education- is_conducted at different
institutions and what changes are occurring? presents i
‘guidelines for implementing ‘successful work=-study arrangements,
and explains how co-op-coordinators.can help students relate .
work experience to classroom studies. James W. Wilson, .
director of the Coopgrative Education Research Center at
Northeastern University, is the guest editor. (1978)

. -

3. Defining and Measuring Competence shows how .Ccompetence can
be defined and measured for day-to-day educational
asgessment as ' well as for degree granting and occupational

Guest—editors are Paul s. Pottinger, e
executive director of the National Center for the Study

_of Professions, and Joan Goldsmith, co-director of the )
Institute of Open Education. (1979) ‘ '




Transferring Experiential Credit describes ways for \\
_experiential educators to overcome two key problems: \

. (L) assuring that credit is awarded not for experience

alone but for college-level learning resulting from
.experience, and (2) ensuring equitable transfer of

- experiential learning credit:! Guest editors are s.V. .
Martoraneg professor of higher education at Pennsylvania
State University, and Eileen Kuhns, program coordinator-
‘for educational. administration programs, Catholic University
of America. (19795 ' - c l/
Combining Career DeVeldpment with Experiential Learn;gg
-shows how to design educational work experiences that

meet the career development needs of individual students.
Various career counseling tools, such._as self-assessment
instruments. and life planning exercises, are explained.
Prank van Aalst, dean of career development at.the. College
of Charleston in South Carolina, is the guest editor. -
(1978) ° iy . .o

b Sk

Enriching the Liberal Arts Through Experiential Learning

. dase¢ribes new ways to improve diberal arts education by

introducing both field experiencde and classroom experiential

exercises into traditiomal curriculums. The editors are

" James .Althof of the Appalachia Edupational Laboratory

and Stevens Brooks, executive director’ of the Great

Lakes Colleges Association's Philadelphia urban semester.
{1979) '
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