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ABSTRACT

\:

his paper focuses on the activities of colleges and
.. universities pro iding options for.the assessment of prior learning
for' adult student . The paper emphasizes programs with associate and
baccalaureate deg ee-granting institutions in the United States and
Canada. It is aimed at faculty members, practitioners,

-.:71_adminiitzators, an pdlicy-makers i as well as agency or legislative
!personnel interest'd in this growing aspect Of-postsecondary ..,

-- education. An attempt is made to provide sufficient detail tovinsver
questions-most often asked by these.audiences concerning the adoption
of a policy on credit for prior learning and to suggest appropriate
resources for further\study. The practice of awarding credit for
pridr'learning is traded in the first section. In the second; various
approaches to assessing prior learning are surveyed: included in this
section is information about credit by examination, credit
4mossendations-for-mpncoiregitt-tourses, individualized assestsment
(Rudy orientation, portfolio preparation, measurement and evaluation
of learning outcomes, transcription or recording of credit awarded,
-and-othet-tristitUtiordi-P-Sialis), iialuators and faculty
development, special interest areas, and costs andlees. The third '

section.discusses quality assurance and program evaluation. The last
section examines future d"edtions and implications: Information
about credit-for-prior-learning publications is included in the
appendixes. (CT) .
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THE NATIONAL CENTER MISSION STATEMENT

The National Center for Research in Vocational Education's mission is
to increase the ability of diverse agencies, institutions, and organizations
to solve educational problems relatingto individual career planning,
preparation, and progression. The National Ginter fulfills its mission by:

Generating knowledge through research

Developing educational programs and products

Evaluating individual program needsind outcomes*
_.

Providing informed° for national planning and policy

Installing educational programs and products

I Operating information systemrand services

Conducting leadership development and training programs
1

'4

-

g

, 3

7

1

So

4.

.

.



FUNDING INFORMATION.

'Project Title: ERIC Clearihghouse on Adult, Career, and. Vocational
Education

,

Contract. Number: N/E-C-400-76-0122

Edurstio41 Act
Under Wh4.ch the

Funds were.. 41 USC 252 (15)
Administered: and PL 92-318

---U;S:DepartMErit-PandilcatiOn
Contract: National Institute of Education.

Washington, D.C.

Contractor:, The National Center for Research in Vocational Edutation
_ T1 e._ State:University -

Columbus, CtiO

Eiecutive

Director: Robert E. Taylor

O

Project Director: 'Juliet V. Miller

Disclaimer: This publication was prepared pursuant to a contract with
the National Institute of Education, U.S. Departmentsof , --
Education. Contractors undertaking such-projects under.
government sponsorship are encouraged to freely express
their judgment in professional and technical matters.
Points of view or opinions do not, therefore, necessarily
represent official National Institute ofEducation
position or policy.

Discrimination Title VI of the Civil Rights Act of 1964 states: "No-
Prohibited: person in the United States shall, on the ground of race,

color, or national origin, be excluded, from participation
in, be denied the benefits of, or be subjected to

-----distriblitAtien-inidii-iny program or activity receiving
federal financial assistance: ".

Title IX of the Education Amendments of 1972 states: "No
person in'the United States shall,-on the basis of sex,
be excluded from participation in, be denied the benefits
of, or be lubjected to discrimination under any education
program or activity receiving federal assistance." The
ERIC Clearinghouse project, like every program or activity
receiving financial assistance' from theU.S. Department of-
Education,'must comply with-these laws.'

This publication vase mewed with fundhl from the Macleod indite* of
Ededifiee. U.S. Depoirlotent of Edoestieft ender COMM'S No:NOCC100.
Mitt Theiplidon. emanated in this taped do not nocemedly teMeet
the guide* or policies of ME or the Department of Edueidee

4

o



The Edicational R

. 0

FOREWORD

04,

_ _

ort*or nn xaul JcAreor

.0

and Vocational Education (ERICACVE) is one of sixteen clearing-
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ABSTRACT
.

This paper focuses on the activities of collegeX end univers ties-______ ___. .. .

-iiiiiiiiding-OOtions for the assessment of prior
.

Ieernin4 for adult
. .

.

0 baccalaureate degree-granting institutions in the United Stases
and Canada. It imed at fadulty members, practitioners,.
Administrators, edlpolicy-makers, as well as agency or legikx;ative
personnel interested in this growing aspect of postsecondary \ .

education. An attempt is made to provide sufficient detail tot
..

answer questions most often asked by these audiences concernin
the'adoptiOn of a policy on credit for prior learning and to
suggest appropriate resources for further.. study. The practice
awarding credit for prior learningiS traced in the first 'sect . --.-

.

In the second, various approachesto assessing prior learning
are - surveyed=. included in this section is information about.
credit by examination, credit recommendations for moncollesiate 1.
courses,' individualized assessment (study orientation, portfolio,. .

Preparation, measurement and evaluation. Of learning outcomes ....41*,,
.e.-411,41,4---A.transcription or recordin4,6f credit awarded, and other .47 ;V- af;lt,

',-;4
institutional policies), evaluators and faculty developOe1t1 sy.

special ,interest areas, and costs -and fees.' The third sedt&on
10".)-discusset quality. Isssurance .aftd program evaluation. The 'apt-sects-on-exami-rre-s-future-dtrect-tbne--arid-impriraVitini=liforiletion.,

about credit-for-prior-learning publications is included in
appendixes; . (CT) -
DESCRIPTDRS::*Adult Students; *College Credits; *PriorkLeWrningrk
Degree Requirements;.*Credit Courses; *Equivalency Testi;s-
*Nontraditional Education; Faculty DevelopMent; Postsecondary A

,Education; Program Evaluation; Self Evaluation (Individuals)

IDENT/FIERS:sCanada; Information Analysis; United States
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INTRODUCTION

The focus of this paper is on .the'activitie'of colleges and .--

universities in providing options fOr the assessment of prior

learning for adult students. Prior learning, sometimes referred

to as ndnsponsored experiential learning, may include skills and
competencies acquired through work,. volunteer_servicesc training -

programs, or other learning activities. oThese 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,.

,

Terminology in this area has,°at Mmes, been confusing. The 4'

'term "experiential learning" typically is used to refer to . .

learning as it occurs outside the classroom,. although it is ---

recognized that classrooms also prdVide experiential-iettings.
As Willingham 11977, p: 1) eoted,-those primarily concerned with

_experiential learning emphasize "assessment of learning in
elt-WWri'dmv-in-whfchtire-pri7ori-ty is-v--ev-upon-observing-
interactingf.performing, making things happen, feeling the

effects of these activities, noting-responses-of others,-etc."'
"Sponsored" experiential learning generally denotei learning

:'activities, such as cooperative eduOation, field studies, prac-tica,
qr'internships, sponsored by the college or university and

frequently occurring off-campus. "Nonsponsore4 -" experiential

learning may include a wide range of possible learning
activities not sponsored by a college or university and typically

occurring prior to the student's matriculation. Because. of the

latt.r characteristic of the activity, the term "prior"
experiential learning is employed frequently.

.0

The Task Force on Educational Credit and Credentials of the
American Council on Education also his used the term

N
N
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"extrainstitutional learning" to4Sefine learning that is attained
outside the sponsorship of legally authorized and accredited post-
secondary institutions (Miller and Mills, 1978, p. xvii).

participation in structured
(and often classroom-based) training programs, the significance
of the, tern, "experiential* is questionable: Thus, some
in'Ititutionssimply'_die a designition of "prior learning," which
may then. include both experiential and classroom based learning
MO'des,_ 'This_ description is convenient ,since the learning
outcomes of each are often evaluated within the same ro

e- term prior learning will be employed here as'a convenient,
general description, but the alternate.phrases of prior.
experiential learning and nonsponsored experiential learning,wiI1
aipeaiin discussions of the literature.:

Most colleges and.universities appear to indicate that they will
only consider the awarding of credit for the learning outcomes.
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,. nontraditional, evaluation,
and military training, prodeoed 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)eas well as through,the-examination of selected
periodicals since 1978_,(e.q,J AlternatilteBigher_Ednnatio
Journal of-Nontraditional Studies, Change; Journal'of Higher
Education, Lifelong Learning, and the North Central Association
Quarterly.) ,.The publications of the Cduncil 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 appeaiing
since 1975. The references repreient a selection of materials .

related to the topics ditcussed and are not intended to provide .

a complete bibliography On the topic.

The ilidiencei for this paper include faculty members,
Practitioners, administrators, policy-makers, as well as agency '

oi'.1egislative personnel interested in this growing aspect of
potsecondary education. An attempt is made to provide sufficient
detail to answer questions most often asked by these audiences
'concerning the adoption of a policy on credit for prior learning .

and to suggest appropriate resources for further study.

9



a!

Z.

O

I

0"

BACKGROUND-
4.

,-.'
4. . )

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 Stidies of Brooklyn College 0,

provided thii option in an adult baccalaureate program. These' ,

experiehces have been described by Stein (1960 and
.

...

Jacobson tr970). .In providing amore general'historicalb:
perspective, Roille (1976) traced the sighificAnce of experiential .

learning it systems foiadvanced learning (beginning wit4'the

guild and chivalric systems of the Middle Ages), deicribed
the inclusion of practical work for American college students

. .
1:n the late 18009,,and noted'the development of a "modern T

system
i'

!hat includes both theoretical and experiential learning"
,

.

0 .0
4. 1

In more recent developments, Jibs recommendations of the
4

Carnegie Commission_ oon Higher Education (1971), the Commission on
ty-L.Tz-aditionalSt-udY.-.11913-)-an&the gro*ing interest in' adult

degree programs'led to the organization of The Council for the
Advancement of Experiential Learning (CAEL)in 074, Initially
called the Cooperative Assessment of Expediential Learning,
CAEL was a research project'or the Educational Testing Service

and ten paftiCipating colleges and upiversitieu In- 1976,

.4,. CAiL became the Council for the Advancement of Experiential
Learning, an-association of irotitutions of postiecondary
eduCatioi. By 1980, CAEL reported over 300 institutional ""

members) and several hundred ihdividUal members. (Many of the- .

CAEL research, training, and publicatIon,actiiities are 9L'ted
1!) in the paper.)* The association his played a significant role

in' advancing the recognit.ion of learning wherever 'it.Qccurs.

and in improving practioesin assessing learning. Its growth .

indicates the'expahgng interest in assessment during the
last decade, with-an increasing *limber of colleges and -

universities adopting policies which pgrmii the awarding of .

credit.based on prior learning.'
4
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The reason for this growXhAs closely related.to other
developments in higher education and, particulatly, to interests
in nontraditional education. The Commission on NonTAS4Iiiorial
Study (1973, p.'iv4,indicated that non -traditional education
ncdurages,diversity Of individual Opportunity'ratber than
-uniform prescription and deemphasizes.time, space, and even

0111.0.0.XAgAirefileAtALIIL/JUoirecompetence and, where applicable,
pdrformancz4 ftixett (19/5) related the Commission's views to, /

Glaser's definitions of selectiye and idaptive'educational
.modese The Selective mode .provides for little variation in V
learning options:, while the adaptive mode accommodates a rangd /

of leatning methods and individual approaches. Individualized'
degree-programs, theause of learning contratts, the encouragement/

experienti lAAr4nq--andthoasaC.Sainnt:_f i d
prior leihrnini all contribute to °a more highly individualized
and adaptive warning environment.

.
.

. . . .

'The increadin interest in lifelong learning and the expanding
enrollment o adults inCOileges and universities also lead to

9

.

enhanced" re ognition of priory learning. As Avakian (1979., p..3)
4

noted, the "lock-step" process of education is "inAdequate for
the .ing veteran, for the woman who plans to continue
her dOation after aneopterruption fox-motherhood, Ot!for the
indlividual yho,/eaving started a small business, wants to. study
for"a college degree on a part-time kiwais." Such-students
frequently will have.acquired.Competence through off-campus./*

. learnrng and may be undsrstandably reluctant to enroll...in and
, devo 4 time and money to courses which-are-repetitious mop lack

)t
stim lation. It was not suggested that all adult students
tropid receive credit or advanced 'standing but that they aze -

.- jusitified in requesting the opportunity to demonstrate their
i

k d6ledge. .'
.-

i
. d

An additional factIO influencing the acceptance of credit for
tior learning has been recognition of the facts that colleges

and universities are,not the only source, of higher learning 6 4

and that an increasing number of noncollegiate organizations
sponsor work which may be directly analogous to that offered °

within academic institutions. With this devnlopment,'simple
justice suggests that individuals who have completed such.work
might receive recognition for their learning, if they subsequently

a

elect to complete acollege degree. ;
0

Agreeing with the importanc e Of these factors, over 60 percent.ot
the institutions surveyed by Davis'and Knapp (1978) rated the
following as "a primary rationale"-fdr granting academic
recognition for nonsponsored experiential learning:

a* 4

.o'Colfege level learning should be recognized
regardless of where it takes place.

4
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. ... ,
o Adults* should riot. be required to take courses -...

meant.!to bring about learning they hay.6 already
. acqUired. -'

.
,

. ..

. . .i 1

o Nontraditional educational options and programs' .

serve the diverse-,needs of students. ,.
G.

A .

rationaleGrsen and Sullivan (19764 p. 261) stated this rationale very
ett-when theyi-drew-the:-fo1-low.ingLconalusion_t___t2Xsivi4ing____2___

working people' with lateral entry into a collegiate program
on the,basis of documented nonollegiate learning is an 1
eminentl' sensible idea,'for requirements that result in
duplication of:learning amore unwise uses of both human and
educational resources."

..

e E Iii..4 o a 'erect -i-b--end.-C-redential.s_af_the.,_ 0

American, Council on Education' Miller and Mills. 1978 .0

,. identified additional issues concerned with the use and relevance
of educational credentials in the work*Ottingi the, need to -

'Make the predent system more comprehensive; and the desire of,
students to'"have their'learning, wherever and however attained,
incorporated into the credit and credentialing system in
order to Lake advantage of'subsequent educational opportunities

.,
without duBlicattmg-eall experiences and wasting .

__ 1_ personal resources", (p. 5). The:task force concluded that
"1:45tsecondary_education's basic system for awarding
educational credit and credehtlals:-should,be_retained, but it
should be modified to serve more adequately present-day__
educational and .social needs" (p.-3). The fifteen .

iecommendationsinclude statements that postsecondary education t

institutions "should implement policies and procedures for
awarding credit for educational accomplishment attained in
-extrainstitutional settings .....7 (p. 234) and "should give

1

high priority to developing imprOved, technically sound
approaches for evaluating Cdu5AritenwiLarcompIishment-----
(p. =233).

O

.

A'final factor which canUot be ignored is that of declining
enrollments and accompanying pressures to seek a "new clientele./
This'economic.ilpetus emphasizest.he need for educational
institutions which are responsive to those being servedand
not necessarily a-negative consideration. Carefully developed,
mplemented, and evaluated, programs for the assessment of,'
prior learning can attract new, Atudents, and, along with other
adaptations for thete students, can be conducted without,,
sacrificing the integrity of the educational environment. In
fact, the.environident-4and the educational process may be
significantly improved. Subsequent sections of this paper will
focus on the processes, programs, and quality concerns which
can make'this possible.

O
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APPROACHES TO ASSESSING PRIOR LEARNING

. As noted, prior learning may include skills,. knowledge, and
compiteozy in any college-level curricula areas and may have
been acquired in a variety of settings, For theXe reasons,
-a-number'of.complementary assessment approaches may be useful.
The major types are cred/t.by examination, 'credit according
to.recommendationsfor noncollegiate courses, and individualized
assessment, chiefly with portfolios. Itadloff (1975) and
Valentine (1977) have d .scribed these approaches and their
implications for higher education.

*a

CREDIT BY EXAMINATION

Since-the mia-1960s, the College-Level Examination. Program (CLEP)
-of the College.Entrance Examination Board (CEEB) has been used
widely to, evaluate knowledge in general.as well as specific
-subject areas. ,The. CLEP General Examinations in English
composition, humanities, mathematics, natural and social
sciences, and history are designed to measure college-level.
achievement in each of these five liberal arts areas. Subject
examinations in forty -seven areas are designed to measure
achievement in specific college courses. In 1979, over 900
'test centers, offered the examinations on akmonthly basis, and

. over 1800 institutions granted credit on the basis of CLEF
-Examinations (College Board, 1979). The norms for these
examinations are established by administering the examinations
to a iirge number of students completing-the appropriate
courzeksl.:..or,_in.the case. of the general examinations, their
sophomore -year in college.

O

O

O
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More recently, ex-ail/nations developed byi1 the University of the
State of New -York for its Regents Externnl Degree Program have
been.offered by. the American College Testing (ACT) Prograi as
the ACT Proficiency'Examination Program (PEP). PEP examinations
in forty-seven subject areas includeqi hteen in business' and
twelve in nursing. The examinations re4Oven"foui-iiMes each
year at test administration centers throughout the*countrY and at
DANTES (Defense Activity for Nontraditi nal Education Support)
test centers°throughout the world. An expanding number.of
institutions now award credit on the baLis of PEP,examinations.
The norms for these examinations also' are established by

-administerihg-the examinations-to-students-completing the-
appropriate course(s).

1

*It, I ;

.

In addition to the national standardized examinations, a number
of institutions employ local faculty2d4ignea proficiency_
ex-aatinations--i-ir-evaluattitv stUd4dt's-prior:leirning in specific
academic areas. Even in-the absence of formal policies regarding
the assessment of prior learning, many nstitutions permit a
student tb.,,,ntest out" of a course through satisfactory
performance-bn an examination.

(

While many institut_ionspermit studedts receive credit by
passing,par-ticular examinations, a few also allow completion of
virtually the entire degree through satisfactory 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 id-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 stores, and
the consistency of credit awards with institutional norms.

CREDIf 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 providing post&econdary educational credit.

. recommendations for military training was published by the
American Council on Education (1978, 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. Most courses, are fulltime and are taught in
service schools with a prescribed_ course of instruction and
qualified instructors.. Credit recommendations are provided in
four categories: vocational certificate, lower-division
baccalaureate/associate Aegree, upper-division biccalaureate

----dagrea,--and_graduAte degkee, Courses are evaluated by teams
'$) _

0 7
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of at least three subject matter specialists nominated by
educational institutions, professional societies,- and educational

, and regional accrediting associations The evaluators observe
he classroom and facilities, interview instructors and
admi ttrators, and examine course materials. The credit
'recommendition 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
ar_courses offered by other noncollegiate organizations__
(businesses, labor unions, professional organizations, cultural
organizations, 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 Noncolleglate Sponsored
Instruction" (1976). Using the same evaluation processes and
credit categories, a varieCy of regularly scheduled
noncollegiate courses have:been_e*alutted. Institutions may

- use, both sets of-guides as standards for credit awsrds or may
refer to the course descriptions and credit recommendations
for information while making an individual decision regarding'
credit fora specified course. In either case, the request for

. credit, and the ensuing institutional evaluation; is greatly
simplified for student who has completed' one or more of the
listed cou es.

INDIVIDUALIZED ASSESSMENT

'Despite the apparent util'.ty and relatively high degree of
acceptance-of the precedikg two approaches, more highly
individualized assessment techniques are required when' the
student's prior learning cannot be readily' measured.by.i
standardized examination and was not acquired throU0 an
evaluated noncollegiate course. Alternative approaches frequently,
are req6ired for the evaluation of competencies acquired through
work, volunteer, and homemaking-experiences; through self- directed
independent study; or through noncredit - courses for which
recommendations are not available.. A general process based on
.student-prepared portfolios has been developed at several
'institutions and includes the following steps identified in
several Cooperative Assessment of Experiential Learning
(cAgL) publications (Willingham, 1977): VP

Identify Identify college-level learning
acquired through life experience.

Articulate
t

xplain how and what parts' of that
- learning are relatedto the degree-
. objective.

8



Document Verify or proVide evidence of learning

Measure Determine the extent. and character of
.

.- learning. acquired
,..,.

Evaluate . Decide whether the learning meets an
. .

acceptable standard and determine its
credit equivalence

Transcribe Record the credit or recognition of the
----------le-arnin-g-:

4
To these basic steps m y be added a pieliminary stage of ..

-

facilitating reentry i to the educational setting through
.portfollo assessment a d anNintermediate stage of expressing
prior learning outcome (Kna, 1977).

J
.

.

The frequently used P rtfolio approach will 1,e described in

I

detail. However, it hould%be noted that. an alt4rnative
assessment-process, a project-syllabus method In which the
student writes a form 1 paper on a topical subject, also has
been advocated (Lupto ,1979). A typical institutional
prodiss, incorporatin4 each of the steps in'the portfOlio
approach follows: 1

-

.
1. The potentiai student becomes aware of. the program

ands after initial inquiry, receives informational
materials.

2. The applicant makes further contact with the program
staff, freque tly Attending an introductory
presentation r being interviewed by a staff member.

3. After decidin to prepare a request for assessment,
the- student r ceives,nore detailed.guidelines and
often participates in a class or seminar program
designed to fa ilitate his/her portfolio preparatiot.
Individual coil seling also may be offered.

4. The student prepares a basic portfolio (described
in a later\lectioni and submits it to the institution,
often with likpl\eate copies for multiple assessors.

2-\\

5. Evaluators are.selected, 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 load to requests for
furthfir information and the use of added assessment'
techniques for the,measurement And evaluation of the-
claimed competency.

9
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7. The ovaluatcr makes a recommendation of
credit, normally to.the. program director or

1
- dean, who may approve, reject, and/or further

-i.

review the portfolio.

8. -After the credit recommendation receives all the
appropriate alveoli-also the information is forwarded
to the registrar for transcription.

Numerous-variationsexist.since the process is designed to
- operate- .jithin the framework of varied institutional settings.
'Appeal proceises may be incorporated and evaluation. teams may
serve in lieu of, or in addition to, individual expert judges.
/d the following fiie sections, the major elements of this
'process will, be discussed in more detail. .

----gill-a-outOrientation; Facilitating Reentry 'and Pdrtfolio
Assessment .

s.

q
" '

,

.

7
,

"-Mem of the adults who seek assessment of prior learning are
returning to formal education after a gap of"five. ten, twenty,
or More yearst a numberare entering-dollege for the first
time. They will inicially'seek information about the-
institution, its degree programs, and the policies and procedures

-for assessment of prior learning.

They should ie-provided with clearly written and complete
information. A number may seek assistance in career and
educational panning. Despite theirobvious competende.in

1 noncollegiate activities, many will feel considerable
.uncrtainty regarding the assessment of prior learning

.

outcomes. Individual interviews and group"orientation sessions
.can provide opportunities for discussion-and explanations to
-clarify the proceis and to indicate the supportive services .

available.
.

W.

t

.
Several-possible institutional arrangements designed to aid
the student in the assessment process have been deicribed by
Knapp. (19774. These include: ,

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

r

b. Montoring. A person representing the student's academic
area of interest provides guidance in plannirig
and developing a portfolio which relates the
student's past learning to his or her other educational

1a-

-1-7- ----a--
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goals. The mentor, who may, be a faculty member,
a community professional, ano't'her student or a .

recent graduate, generally Jill not be responsible
for recommending credit. Ohe person, acting as .,.

an advisor, may serve the function of both
,counselor and mentor.

c. Portfolio development workshop. Scheduled workshops
on portfolio preparation can provide a group
setting in which sutdenis can exchange ideas.
Inl,some-relpectsilt -may be more effe-ctive-than
individualized counseling or mentoring. Meeting
one, or'more frequently, several times and led
by'- faculty member, counselor, or program -.

administrator, the workshops are designed to assist
students in identifying, expressing, articulating, --.

and docimenting 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 inciude.slide-tape
presentations', videotapes, audiotapes, or
student workbooks. A comprehensive student
guide was published by CAW. (porrest,-1917).
Institutional guides have been prepared by Reidel-
(1978) at* Coastline Community College, by
Stephens. College (1977), by Heermann' (1977)
at Sindlar'Community College, by Millei (1977)
forVermOht state colleges, and by numerous -
others f'o'r .local use. _Some of the aX&LIOLOSuides
are on display at most assemblies of the Council
for the Advancement of Experiential Learning
(CAEL). It also may be helpful to provide
students with the opportunity toreview examples
of portfolios, with apprOpriate permission of .,

' the authors:

.Portfolio Preparation: Identifying, ArticUlating, and .Documenting
Learning Outcomes

In preparing a portfolio as part of a request for credit based on
prior learning, the student is 'expected to reflect onand
analyze his or her relevant' learning experiences. The learning
outcomes are to be, presented'and verified, in part, throughthe
medium of a well-written, well-brganized,'and thorough'
document. A typical portfolio will include the fallowing
sections::

11

4

a



-e line, chronological
record, or chronology

o Autobiogx:aohical statement

o Statement of- goals"

o Leakning descriptions...for each subject
area

Narrative
Competency statements.
Credit request
Documentation

The .

initial time line or chronological record will include only
brief notations and dates and willserve primarily to provide
arapid overview and to assist the student in identifying prior
learning,experiences. Experiences to be listed may include.work
experience, education, noncredit courses and seminars, volunteer
activities, travel, homemaking activities, licenses, awarde,..
professional organizations, recreational activities and hobbies,
independent reading, publications, reports, and military
experience. .

An.autobiography, where required, will provide additional'
informiiidn abdut the student's activities, but it need not
provide extensive detail about the learning experiences if.a
later thematic narrative is to be included. While some
institutions have deleted this.. requirement, Others request it,
finding that it wives a helRful'vie4 of the student's background
and interests. Still others place Rarticular'emphasis.on
the-autobiography,"reporting"that.the-iefrectionband p

self-assessment involv'ed in its preparition provide valhable
educational experiences.

In a statement, of goals, the student usually is asked to
express his or her educational, life, and career goals 1.:And to
relate the credit request to the achievement of these goals.
Both tile autobiography and alt.-vela statement,AWhich may be
combined) provide an opportunity for the student to demonstrate
the signifidance of prior learninglputcomes with a set of
overall objectives. These may inclWde degree. requirements and
institutional objectives as well asindividualised goals..

The heart of the.portfoliOusuall.y consists of the learning
descriptions arranged by academi4 content area. In these

ti sections, the student is expected to state his or herlearning.-:..
outcomes in 'terms appropriate to the institution, and to
demonstrate their achievement-through narrative description
and/or documentation. The narrative-Will include a rather

12
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detailed description of the- learning experience(s) in this area,
including information on activities, training, reading,
supervisory responsibilities and advancement (if appropriate),
recognitions, and awards. References may be Included to
substantiate the information provided: A statement of learning
outcomes then will.ba'provided, prepared "as structured competencies
or in a" more general form. 'Both Knapp (1977) and Forrest (1977)
provided guidelines on the preparation of compktmcy_s_ta_tem_en_t_s_._
'Depending on institutional policies, statements of learning .

outcomes may be organized 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 11 the student, and
learning in.general categories..- Specificity is'desirable in
order. ó communicate effectively the nature of the jearning-
being evaluated and the type of "credit awarded. The award of
credit in large "blocks" (such as thirty-nine credits in social
sciences) does not allow for sufficient precision in either
evaluation or reporting.-

This iectiom 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 comileted courses or
degrees, by analOgy with blocks of degree programs, or by
review 'Of the competencies expected foi graduation.

..
Documentation providing evidence of the' achievement of learning- .------.,_

outcomes may include a variety of-articles, such as those _ 4
..listed by Knapp (1977) and Forrest .(1977) : letters of .

.
\s,

'commendation; job' descriptions and evaluations: awards-and _

honors; licenses and their performance standards; work
samples:-work or military records; newspaper and magazine .

clippings; books, articles, and,poems; and photographs, pikures,
and music: proposals: and reviewsand programs from'performances.

Many educators have encountered-students.4ho are eager to
provide voluminous evidence.of their activities. It is
Usually emphasized that volume is not necessary or' desirable
and that items of documentation should'be-delected 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) .



.

.Lette hich may help to substantiate many types of learning
outcome are the most common form of,documentation used. These.
may provide either verification of the activity or verification
plus an evaluation 'of the individual's performance The.latter
is the mostuseftil..- These differ from typical letters
recommendation or commendation. Guidelines on their so-icitation
and preparation may help to clarify the'4,function (Knapp, 1977).

.

dverall organization of the-portfolio is significant; a general
format is proyided.by most institutions. Students are asked
to number all pages, to provide a table of. contents,, ead to..
carefully relate documentation to appropriate sectiOps of
the "pOrtfolio. Doculentation may be included within each
learning portion or may be gathered in an appendix.

...Devil and Knapp A1978) have 'indicated that students spend, on
the average, fifty-seven hours preparing a portfolio. It is
a challenging process and it can Ite a significant learning
experience.

Measurement and Evaluation of Learning Outcomes

.

.Although considered as separate stepsAin the' overall assessment-
procesi,.the measurement and evaluation stages may be nearly
indistinguishable.' In instances in which they are separable,.
the student may be .asked to_include evidence of the outcomes_
of measurement of his or her competencies in the form of a
letter,, completed form, 'official cerilfication, or score report
(Forrest, 1977, p; 33): More frequently, both the measurement
and evaluation' stages are completed after submiSsion of the
portfolio-and-with an evaluator_or assessor selected by the:
institution. .

.- __

The selection of evaluators has been disd4ssed by Whitaker
(197§), who defined. desirable qualifications for evaluators as

.subject matter:expertise, psychometric expertise, familiarity
with the data in a partic4lar case, objectivity, and motivation.
He also provided tables matching.assessoz.qualificatione with
assessment functions- and potential assessors with-astessor
characteristics. Institutional choices for evaluators may
inc4de the following options, as listed by Knapp (1977):

o Individual faculty 'members in a relevant area.
This is perhaps the most frequently used. arrangement,
but it can bethe least reliable when only, one
expert is used. A student often-will be evaluated
by One fecultymember for each academic area or

for each course equivalent.

o Departmental-faculty committee. This situation can
provide more- reliable or accurate evaluations when more

...
_
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.

!rlithin one expert is involved,ohowever, it retains
A disciplinary character.'

o Pe'manent faculty committee,representina various
disciplines. This arrangement is useful particularly
in interdisciplinary programs; competencies can be
evaluated km-a wide-virlety-of-eoademiv:Areae but- --
expertiudgment may not be provided for any given
area.

o Individual faculty member in a relevant area and
perma Elnf±PIALIEvElimuutmvutIU:JaluuuUnE 4

disciplines. This arrangement provides for both-
expert judgment and multiple evalhations. Although
committee members may not have expertise in given areas,
the Committee may act as a.review group with the
benefit of their familiarity with.many assessments.

o Outside experts orakumni experts. These experts may
include local professionals with strengths_ in Wreas.to
be evaluated but with less knowledge about converting'
to academic credit. Alumni experts provide the
advantage of familiarity with the program.

.

o Peers-(currently enrolled students). They also can
offer familiarity with the program and its standards
but may not be"as well- qualified as experts in the area.

.

o- Assessment team. The team may-Include faculty, outside
experts, alumni, and peers whb can provide subject,area-
,expertise as well as program knowledge. The team can

. offer the advantages of several of the preceding op;gioris
but may- be expensiye and difficult to- arrange. The

..

-teem-also-mAy include the 'individual student as a
.

. self-eviluator. -7 ------ .-- -----_____

.
. Teohniques_forameasurement-bave.been described by Knapp and Shiron

... _ - ..-. , _ .

.. _

(197S) and summarizedApy Knapp (1977). -A tabular synopsis of --

_ _____

techniques, including examples, adyantages,.problemseand other
considerations *lsolas been Prepared by Aaen and Early (1976)
and-rAprinted in'a.publication by*Yelon and Dulcy (1978). The
techniques described incldde: interviews (structured,

._

Unstructured one-tp-ohe4 panel,tOral examination) ; product
assessments;, simulations (games, case ettidies, decision- making or

,-

in- basket exercises, role playing), perfcirmance tests (work .-

samples, performance observations), Written reaponses'(easay
... .,

examinations,.objectiye examinations, reports, journals),,and'
::self- assessments (ratirigs, job inventory checklists, :

..-, ..

. occupational 'histories, self-assessment :tests). .-

.

1.

71.

;

. .
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1.

Those performing the measurement are urge'd toconsidex% the use
of more ti-an one technique and also'are reminded that one
technique may be used.to measure several'learning outcomes.
As ,K.napp (1977) pointed out, the measurement technique selected

. should (1) ; le-artring , bearing`
mind its individuality, (2) ...be appropriate to the background
and characteristics of the learner, and (3) .rceflect student
input and participation in that stpdents should be allowed to.,
suggest, methods by which they would like their learning
.outcomes measured" (p. 45) )

In a survey by
-

Davis and Knapp (1978), 106 responding
institutions reported that "programs have .-an'average of five
procedures available with one or all being used by the assessor,
depending on thestudent'and the' nature of the,learning"
(p. 30). The,methods used most frequently included product
assessment, portfolios, interviews, performance tests and
objictive tests. A frequently,used 'combination for processes
which require the student to ieet with one or more evaluators

. is that .6f the pgrtfolio plus interviews. During the interview
(either structured or unstiuctured), ;:he evaluator is able to
Question the studerit in areas of claimed competence, to verify
statements 'madein-the portfolio arid, if necessary, to request
additional information or evidence. This discussion also
provides the stunt wifh-the opportunity to substantiate and.
augment the portfolio presentation; it can lead'to a stimulating
interAhange with an expert in the field.

With any measurement technique, assessors should attempt to avoid
bias or any,of the following common types of error;. as listed
by Willingham (1977),: the tendency to rate too liberally or
too harshly; the tendency to avoid the extreme's of the scale
and rate at the average; allowing an outstanding or inferior trait
or aipect of performance to nfluence the rating of other .

factors (halo effect); judging the ratee according tole' personal
Stereotype-or strongly held attitude; the tendency to prejudge
'the ratee:by,anihitial impression rather,than''on-the basis of
observed perfOrmeh60:f the-teridency_tc_rhte-a student mcre

. favorably if the student'is similar to-eft-stater in background,
attitude,.or ethnic group; the tendency to rate a student.

e olower than average if the prerious.ratee we outstanding or to
rate a student higher than,aVerage if the previous ratee_*as poor
(bontrast effect) (p.

Transcription or Recording of Credit Awarded
.

Other steps in the assessment process, the transcription
:)r recording of credits or competgnaies may take various forms.
however, it should be consistent with.the4nstitutional
philosophy. Procedures may vary in terms of timing and format.
When ah assessment is completed, the student is notified of

16
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the results, and the credits awarded may be recorded at that
time., Alternatively, the institution may specify %hat the credit
will be recorded just prior to-graduation or aftersatisfactorily
completing a given number of courses at the institution. In
providing this stipulation, the institution will be attempting
to j.nsure that, when the time-consuming assessment process is
carr it-d--Ottt-r-theprisrary--b en ef-ic4ar-ie tudant.s___
enrolledin degree-granting programs in the institution.

Although several types of format may be employed in recording
the credit or competencies awarded, any form chosen must provide
an accurate and completerecord of the learning and must be
easilyinterprettd by a _third party. For,completeness, some
institutions have selected a narrative transcript which may
include competency statementsor narrative information about
the learning expeiience, the assessment techniquesi and the
Identity and qualifications of the assessor. While desirable
in terms of the infOrmation'presenied, the detailed narrative '

transcript may become quite lengthy and'difficuIt toAnterPret
oi to compare with traditional transcripts; Many institutions_
simply record the equivalent Course title or genoral subject
area ina format closely analogous to, that used for4Conventional".-
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 prior learning
argue that this p.lovides necessary information and ii comparable
to the iddntification of creditfor internships, comparative
education, or independent study. Others suggest, particularly
when the-student is evaluated in termi 151 institutional course
equivalents, that the credit-shbuld not be distinguished from that
iesulting"from a standard course. In sucti° cases, the transcript
also maylinclude a grade, although a iarger-number of
institutions report the credit without a grade. In a study of
tranecripting practices in: Michigan, it was reported that 93
percent of the 'reporting institutions (thirty-nine) did not-
award letter grades (MACRAO-CAEL E;Iperiential Learning
Committee, 1979).

In connection with transcription, the transferability of
credit for priorlearning should be considered. A study of
grlduate school acceptance of nonstandard-etsessment and
reporting practices by Knapp and Wapirltil .(1978) indicated
that gtaduate faculty members` sometimes are confused by
reference to credit for prior learning. They suggested$that
it is the responsibility of undergraduate institutions to
communicate fully with graduate schools. Large numbers of
credits by'examination or for prior learning in the student's
major field ,could cause problems; however, it also could 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.

C.
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The.grade.pointaverage was difficult to interpret when,large
amounts of nongraded work were present. It was suggested that.
procedures for the processing of transcripts with nonstandard

.notation need to be developed by the grad4ate faculty and that
both-ShdrgYaUhate and graduate irititut-i-dfis nied-f-6-4o-A
facilitate a smoother transition for students.

4

The transferabilitY of experiential credit has been considered
,

in detail in4U volume edited by Martorana and Kuhns (1979)
which incldded 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,

.

Other Institutional Policies
. .

"In discussing the assessment process, several areas in whith
institutional policies are necessary have been'noted. Other
areas°in which institutional decisions are necessary, and in
-which policies should 'e clearly statedr.includes

o Limits on credit.allowed. Knapp ahle.flavis (1978)
reported that, in institutions responding to
'their-survly, a student theoretically can obtain
an average maximum of.twenty-six to forty credits
through assessment. Actual maxima vary -widely and
may range from six to 110 credits (semester hours),
depending on the, institutional philosophy and other
degree requirements.

o Age limits. Some institutions have stipulated that
only students abdve a minimum age (often twenty-fou
to twenty - five) may request credit based on assessment
of prior learning. .Others have found, however, tht it
is highly.mnusual for younger students to submit such.
requests; they suggest that the limitation is
unnecessary.

o Degree areas in whioh credit is applicable. An
institution may limit credit assessment to
electives, to a stated portion of a major, or to
specific academic areas; The required "residence
credit"' may include a stated number of credits in
the student'

4
s major field.

o Recency of learning. Two distinct questions 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

18
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with that for the accebtence of transfer/ credit is
desirable, there may be instances in which 'credit
cannot be awarded because it is no, longer possibleito
demonstrate the competepce.

c--Appealprocesses. kprocess for appeals thoup.be
established prior.to initiation of an assessment program,

-to singe cases mall ease in which there are disagr.fi'ements; .

due process procediOes.consistent with' institutional
policies should be available.

Some of the issues fOr whichpolicies are necessary also are
discussed by Meinert and Penney (1975)0 . ° ,

4
EVAtUATORS AND FACULTY DEVEL4MENT

?
4

Xn'all processes for the assessment of prior learning, the 4 .

evaluator or assessor plays a critical role.. Individual :

.

evaluators wit appropriate subject area expertise are most
,

often selected and-provide for refitively efficient progeSses,
despite the disadvantage of possible biases and4reduced.
validity due to the use Of-a single jidge. These.dsadvanteges
maybe partially okfsetby the addition of an interdisciplinary
nd-experienced review group, Although this will entail

- further costs in money and time.
e
.. Necognizinglkat fAti'faculty members are trained and
, experienced in-both content. areas and the-application ot

. .
evaluative'technigues-to the assessmeht.pf-experiential
%learning, a ,number

.

of institutions and orgariizations have
It. Provided for the develOOien,of new :skills through faculty. %

development opportunitieso
.These have included locally

directed efforts aud oncampus programs as well As nationally
planned and conducted programs.'Aprogram initiated by CAEL

.
in.19;15, with partial support from,the.lailly Endowment, .*

Irovided for the "training of trainers" with twelve.>two-perSon
team being trained for- one year and 'agreein4 to conduct
worlfshops for others during, a second year. A "ripple effect."
%from his program enabled CAEL. to provide a greater array of. '

regional and local workshops. In more recent projects, faculty ,
develtipment workshops and training materiais have been:provided

- in connection with therCAEL Xnstitutional Development
.

.Program (with support from.the KellOgg Foundation) a_ nd a
4
,Fund for the Xiprovement of Postsecondary"Education (FXPSE).

funded project of CAEL tas emphasized self-directed faculfty
!development in areas related too `experiential learning and

.

its assessment.. . 1

. .
.
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The opportunities 'provided 'through such programs have been
-'substantial.and hayeahelPed to Offset feari that faculty Positions
'will be ihreateneeby growth in experiential 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...assessment techniques ''

may-be-readity-trainferred-01-6-read improvements in
teaching.

-
4..

F

.

SPECIAL 'INTEREST AREAS

/
.....WhileNmany of the publickitons in this field consider general

piacedures, programs, and populations; anumber address. specific
'groups or areas _of concerp,-:Some_haire paid partialat attention
to thts msessment of women's experiential learning. These

_

have recognizeerthat many of the competenc4ei iBghire by .

women through homemaking andlvOlunpeer activities may beVcredltable
but that their equivalence-to college -level learning.outcomes
may be less obvious than, for, example, that of a mark-related
training-yrogram. A handbook prepared for women who are entering
orreturnillg to college profides information on assessment

.

processes and guides for the evaluation felarning acquired
through hOmemaking and volunteer activities (Ekstrom et al.,.
1977). Another study presented preliminary guideliner

.

the assessment of women's, experiential learning .in ,the
-women's studies and included sample portfolio materials
desCribing the actual learning experiences of five women.
(Sackmary and Hedrick, 10771.,

- 1
incluides.severalarticles which discussed

credit'IVr prior exp'erientaillloaxning in specific curricular
areas. 'Student guides for documenting_ experiential learning have.
been prepared1)Y Coastline Community College in Office occupation
areas including administrative secretary, accounting, office
practice, management and marketing,.sales and marketing
'management, - personnel associate, and travel'agency operation
(Coastline Community College°, /979 a, b, c, d, e, f, The
practices af health administration programs granting credit
for prior-learning -have been discussed by Kleppick .(1979).
Ahvassociate degrae prograt.for human service warkeryswith-4
-consideration of the student's prior experiential learning, was
described by.Dupcan et al. (UM. Otheetesearchers hhve
considered credit baned,on noncollegiate experience in
wicational teacher education (Gutche'r and Mast, 1977). The
assessment of aeronautical educational experiences has been
diicussed by 'the Aviation Education Review Organization (1973).
Aisessment in eight occupational fields (accounting,
agribusiness, data processing, day care, electronic technology,

--- 20-
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management, police science, and secretarial science) was discussed
.by .4ergquist et al. (1974) and Sharon et al. (1914). Sharon

(1471) also prepared a CAEL handbook on the assessment of .

occupational competence, Providing examples of a work assessment
model for data processing, law enforcement,-and senratarinl
science.

COSTS* AND FEES FOR THE ASSESSMENT OF PRIOR'LEARNINS

ir
-Although the literature on costs and fees for the assessment of

l---prior learni-s--not---ex-te-nsi_v_e_sa Subject, of increasing
concern.. In early studies, Kelley, MietZ44Wkr7-and-Spe
.-9 -7.64 described cost analysis in a private institution.
Kray and Ilultgren(e-r-i-be- in of assessment
in a public community college. Considering direct and in
costs, Kelley and others computed costs per assessment credit
at 6e-teen- 26 and 74 percent of those per conventional class .

'credits. The large variation was due-to differences in
program size (with lower costs when more assessments were
performed) and in number of credits awarded .(with lower costs
per credit as the volume of assessed-Wei:Tit., increased). 'Using
a slightly different approdch, Kray and -Hultgren determined
fixed and variable costs to caldulate-a cost-.per credit by
assessment of 25 percent of the cost per credii-iii-the-__.
traditional college program. They noted that the-ratio will.
vary dependingori the number of students assessed, the-number
of redits sought, institutional procedures, and costs per .

-credit inthe traditional program. However, both studies
supported the generally held idea-that the cost-of assessment

-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
lead to:costs higher.than those of traditional classroom
instruction.' -' -,

-....

The analysis by Kray and Heitgren assumed payment to faculty
.,..

evaluators on the basii-of the.sumber_of hours spent (at
8.13-per clock hour). Kelley and others based their analysis
on negotiated overload payments. A number of institutions

--have .adopted policies_ for the paymenE of a flat fee to the
assessor for each evalutt,ton completed on an overload basis
(typically $20. to,$30). Ottil-consider this activity to

'be part of a normal load.- Faddltit,payment could be
determined on the basis of credits-requested rather than
on-the-number of credits awarded.

-...,

: .

A more general discussions'of economic consIdserations in.
assessment was provided by Jamison and WolfeN(1976), who..
provide background information on economic analysis, the

. ,
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determination of.resoirces and costs, financing, prices, and
budgeting":,' Their report also included technical notes on
total,-average, and marginal cost, fixed and-variable costs,

,and'capital cost's. Throughout their study, applications of
-*'-the'processes'for,the assessment bf ekperiential learning

were-described. :\s-
a

More recently researchs,soe assessme nt costs has been reported.by-
Woods (1978), who sirveyed a.number of institutions to
,determine the average faculty and staff time involvement, plus
other 'costs in:urred. He found that an average of- II.32 hours
per. applicant 'was( expended in institutions notrequiring a

for folio - preparation seminar anciA0.7 hours per applicant in
.:-----institutions.asing suth_g-__seminar; Adirs-ridcoutree-1-iixgr-- --

account for 3.73Aours and 5.50 hours;Nrespectively.
Woods provided----a-wamp*e-worksheet-for_cost_agloulations which
included -other direct and indirect costs assNwell as-personnel.
He pointed out that fees or tuition received\for a seminar, 1:f
held, also must be taken into account. Considering personnel
time alone, the seminar might be seriously questioned; however,
other positive aspects aAso should be considered. "N

.A more comprehensive approach, including cost analysis,Nwas
-,taken by Paiola and coworkers (1977 a, b) at Empire State\
College. Their work on Program Effectiveness and Related Costs

-----.1-?-1PERC) focused on an evaluation of educational effectiveness aed
anaiyee-d-tost-clataJKit4 respect to effectiveness.

..
.

The tconomic impact of credit by examination-Rea-explored__
by three educational economists in_a publication edited by -
Valley (1978).. gendis, Klees, and Wagner reviewed costs
and benefits, identified major issues, and suggested further
research studies.

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 slay also
wish to consult MacTaggart's syllabus on cost effectivenesi
"(1979), a manual for self-directed learning fof professionals
who are establishing models or cost analyzing their own
programs. However, it may be necessary to establish' initial
student fees based on an estimation of costs for a given
assessment process. According to respondent ii-the,Davis
and Knapp survey (1978), the most common fee arrangements
are 'as follows:

o Flat assessment fee. The average fee was $121.
This apprcillch was used mostly by public and private
four year colleges-
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Fee based on number of credits re uested b the
_student The average fee,was $12 per.credit. This
method was used by two year public institutions.

o Fee base d on number of crediti awarded to student.

.

The average fee was $79 per credit. This approach
-was-often weid-by-prive:tw-tairtituttlomat

o Fee based on number of subject areas to be evaluated.
The average total was $287., This method was, reported
*by only 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 -
reportid by only 4.3 percent of the respondents.

An addliIiiiii-167I-pWrcfnt-indlvectid-t-hat no assessment fee
-was used; 10.8 percent reported the use of a combination of

-7---t-lit-Bbove-ls-e-structu-reaL Of the approaches listed, a
fee based on the number of credits reques-t7ea-tir-tIre-number-
subject areas to be evaluated an 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 e self-supporting or they 'may

--elect to provide for'financial pport. In either case,
funding adequate to provide fo an academically sound program
operation must be provided or, as Bowen (1973) suggested,
performance will inevitably be hurt.

23
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QUALITY ASSURANCE AND PROGRAM EVALUATION

AND FEARS

The practice of awarding credit on the basis of assessment of
prior learning has been widely, but certainly hot universally,
ccepted. Those who ,object often express fears that
institutions will "give away" credit, that degrees will be
"watered down," or that, in a' struggle for 'survival, colleges, and
universities will advertise programs of questionable quality
Bolly as a marketing and recruiting tool. These fears are
probably healthy ones. They point to the need for quality control
and the maintenanceof sound academic standards. Sawhill has
stated that "the first step in assuring quality in the field
of lifelong learning is for each institution to polite what
itaffers to adults according to the same standards it.applies
to more traditional programs and to monitor, its promotion of
akali_ programs by the criterion of 'truth in packaging'-

`11.918779i)7.--:Sawh-il:Lalso indicated -t1iat-m whei adults-can
demonstrate that certain of thearliffErtenves-ace...cpmpara
to existing courses at an institution, the practice of
-awarding credit is, appropriate and respectable. When credits
are simply dangled in a bid for student dollars, without a -

firm academic basis, the pzlactice is disreputable" (II.- 7).

With appropriate quality contrbls, credit for prior learning
can be-a strong and rigorous element of an academic degree
pro n well-deseved recbgnition for learning

. which takes place outs e o* environment.

Critics also express the doncera that faculty members will be
displaced if stuAents receive credit through evaluation instead
of through classroom participation. In response, it should be
pointdd out that faculty members typically participate in the
assessment procesi and, thus, continue to play a significant,
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although :slightly altered, role. It also tiai been substantiated,
by evidence collected from students in at least one degref
program (The-Board of.Governors Bachelor of Arts Degree
Program, 19784 that a significant number of students entering
programs which permit the award'f credit based-on Prior
learning would not-have completed a degrei otherwise. Many
of_thestudents:xeceiving credit would not have
the classesbut continue their studies in more advanced classes.

Faculty members also may react. defensively, fearing 'threate
et En-dOrde' wird -waTuesvKowever-F-*a lentime- (1-977) '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-Vuxriculum, their
praOtioes, andtheir approach to standards" (p:4.11) . 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, regardless of how learned ""
(Sam, 1979). While Sam did Rotquestion the competencies
acquired through'nonacademic'experiences, he suggested that
award1R4-Wt-ademlo-czedit-tpr such learning is unnecessary. and
undesirable and that it may lead to prod 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.

QUALITY ASSURANCE

It has bein,noted 'above that quality assurance procedures are
vital eleMent-e.of sal, program for the assessment pf prior
leirning. ,Kt-tho same time, educators have found it difficult

._to__O.XValatea concise definition Of quality assurance. In
a very neraiTsenie,Tilii-tefti-MAY-nuggest monitoring to - - -.

that academic standardi and institutional values are
marifirEMIT-more-apepificaily, it may define a set of procedUral.
aspects of 4aToimsm

Keeton (1978).has suggested that institutions can improve their
own pfrformance 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 quality assurance, and by documenting
--satd=oosimithicatiPg program outdomes. Quality assurance may
refer both tointernir-controls ana to external monitoring
and accreditation.
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In:seeking to assure quality, program planners and priCtitioners -

are advlsed to design and implement the procedures and guidelinei
. suggedted by Willingham (1977). The _principles presented,
`drawn from earlier" CliAEL publidations, provitte a useful'_ set_st&:;.-._...
guidelines for assessMent and administration of such activitiet.
Willingham stressed the need for institutions to clearly
articulate the program rationale, to define institutional
policies regarding assessment, and to clearly state degxes and
program requirements. In a section_ow_quality. assurance, he

--recoinmendet-thAtlifbfessional standards be fostered, that
there be systematic review of the assessment procedures and
results of 'assessment, that there _he clear- administrative ,

responsibility for monitoring quality, and that periodic
checks be made to.insure adherence to institutional guidelines.

A number of the significant elements in quality assurance were-
discudied in other sections of this paper. These include the
selection of welirqualified assessors, faculty development and
training in assessment techniques, the provision of faculty and
student guides, the definition of standtrds and,criteria,
the conduct cf studies on outcomes, and the reliability and
validity'-of assessment procedures. Additionally, it is
most important that the institution foster a sense of'quality
in all Aspects of its activities,, that expected learning

'outcomes and degree requirements be clearly defined, and that
students themselves be encouraged to seek and uphold quality
in their own programs.

- STANDARDS AND CRITERIA

Valid and reliable processes for the assessment of prior
learning require-the establishment' of appropriate criteria or
standards dAfining the types and levels of.competence.or
learning which may be recognized with college credit. While
this may seem to be obvious,-and is seldom .disputed,
it 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

---type -of learning_vAll be eligible for college credit and 'the
level or degree of evidence of dtudtat-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'hoth by Fremer (1976) and Reilly (1977)1 they-also
both refer the reader to further technical resources.

Standard$ nay be expressed generally in the,form of stated
requ ream rinr7rnii-ex-p = ma be indicated more
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speifieally through various forMeof.competence
scales, eating

scales, or the identification of critical behavior. Examples

of general_ criteria-, adopted-by-a-number
of institutions,

-

were contained. in CAEL'publications
forficulty members and*

.students (Knapp, 1977; forrest, 1977). Theysucoeit-that

'a creditable prior learning outcome should: Lind itself to

ntensurement--and_exaluntion;
imply a conceptual and a practical

.
grasp of what was

a:parnedi be it-level-of satisfactory

undergraduate or graduate achievement as defined by

institution; be applicable
outside the specific context in

:which it was learned or serveas .a base for further learning;

. indicate-that learriing igrelatively
current; and shOw some ..

relationship to the student's degree goals, lifelong learning .

goals,,or overall education. ',

.L.

Specifications of this -sort are, of course, subject to

institutional decisions regarding
applicabielity to loCii

programs. In additioni'it is helpful to both students and,

'evaluators to specify more precise criteria for credit in

specific academic areas. In the case Of an institution with

competency-based programs, the established performance

standards or competencies-provide
the basis necessary for

the. assessment of nonsponsored experiential learning. When

such stindards have not been stated previously,
their

development for the assessment process also may provide a'

- valuable source of infor.nation on courses and programs for all

those engaged in the selection, planning, or review of the

courses and programs.
Efforts at standard-setting

*ay begin

with the preparation and collection of course syllabi which

includestateAents
of expected outcomes or competencies.

Analogous outcomes aid desired competencies similarly:nlay

be stated for prograis.
Alternatively, a program-mapping

techpAgue,.as
described Ly Cook) (1978) may'levi to the

specification of standarde_or. criteria. Evaluators

and/or faculty
members_also may prepareaPproprinte-itindaids

. .

fox a general
subject-area or may develop detained rating scal.e

: for particular.
ampetency areas. Published examples of these

include scales for writing competence (Reilly, 1.977) and

"for the competence, in. leadership of volunteer organiiations

(Peidergrass, 1977); work-expeXience
checklists also have been

Ptio;,ided for secretarial,*data-processing,
and law

enforcement occupations,(Shaton,
1977).

in-the absence of explicity specified standards, it appears

that evaluators
generally compare demonstrated competencies

_aaquired through prIot learning to their expectations

of traditroiiiir-drees.ropm-siudiints...__
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.ACCREDITATION

The assessmentof nontraditional education - with concerns for
77BUtWquatityeaauxanikand accreditation-- was

extensively .N.n a natOpel project.of the .Council on Postsecondary
ACcred&tation (COPA)...--'As reported by-.Ana ews (1979), general '
.strengthe.9PnontraditiOnal education lnci-ed the -support
of cOncepts by educationaledminittratore,Ath. quality of
programs offered,..ard expanded '"educational -services for the
older, often employedstudent._ Problems included_institutional
movement-.into: new pfO'grame-wAthOut Complete development, the
"entrepreneur. Wttb charlatan motives" (p. 343), and the use of
traditional degrees. without-adequate attention giVeh to their"
normal content. E was noted that most institutional involVedin
nOntraiiitionil eduCition are accredited and that-Ohe regional

. accrediting associations have not had procedural difficulties in
accompliihing their accreditation. it was recommended that
the normal proceis-oxiented model .of evaluation be modified,
changing .to s process performance-model_which would accommodate

.both 'traditional and nontraditionalprogams.. A number- of
recosimendations, relating to both quality assurance and
accreditation, were directed toward postsecondary education in
4eneral, nontraditional education, accrediting associations,
and the Council on Postsecondary Education. For nontraditiohal
.education, it was recommended that educators work to "integrate
the mntraditioanl movement into the mainstream of conventional
institutions and programs "that nontriditionalists exercise
caution in establishing external relationships,:maintaining
unqueetionable'institutional-integrity; and-that adequate °

..mocesses and support components bedIveloped and implemented .

(p. 353-354).., While, generally written for nontraditional
- 'programs, the recommendations were clearly appropriate for programs: ,_,

for theassesement of prior learning.

Whrash,(1978) also emphasized that there should not be
dichotomy, between traditional and nontraditional piograms...tamd.
sepaliat'e accreditation'proCAsies for each. Rather,
(the accrediting commission) must develop a aeries of evaliative
procedures that can be applied-to all institutions to aSiess
effectively the scproiational quality of those-institutions,

. -. whatevertheaearning options offered" ip.-461). Thrash also ...

--lies disciiiied the responsivenes0 of.tbe.regionall. accrediting
. . . aircrTiart-i-ons-1-0theassassate,nt...needs of nontraditional prajrams ,

... ."

-f
-

describing,- the &cc reditatleor process (ThrW,-/-97-9-0an
develOpment of a sequential evaluation process for institutions
With a number of off-campus. program's (Thrash, 1979 b).

---.0 , ..-
.
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-----P-KOGRA14-OUTODMES7AND---RESEA-RCB----
,.-

Since the early 1970s, the n umber- o institutions offering
credit. for nonsponsored learning.hp increasedrapidly. ThiS
option also-is under vonsideration-in many colleges and
Universities .which currentlf 10 notave such programs. A
1979 diectory,..acknowledget td be incomplete, identified 267 --
institutional prOgfems-for prior,learning,credit (Beecham, 1974).
The institutiolo listed represent forty-two states, offer.
essOciate'andter.bachelor's degrees, and are members, recognized
candidates f4,aacCreditation,'or applicants for candidacy in '.

ode-of the regional accrediting associations. _A recent study
reported on practices and policies. for icademicrecognition of'
prior .learning at 211 institutionSi with 143 reporting the use
of portfolio assessment (Knapp and Davis, 14141. In contrast,
en'inventOry of external degree programs prepared by VO.ler
( 1971 a,b) a few yearsdaailier reported on a total of- twenty -
one undergraduate prograis and twenty-five proposed programs
(bdth.undel.graduate and graduate).

.

As.programs incorporating :the assessment of nonsponsoged
"experiential learning have developed add expanded,-tia need for
research on progiam outcomes has been 'clearly recognized.
Seeral research and evaluitien projects hai.re been Undertaken
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 (1971, 1978
a,b) Surveyed prograul directors and graduates of 244'exterdal
degree programs- in 134 institutions.: The.simple included
more than.3,400_graduates_01-progiams which had graddeted
students. in 1975 or earlier.. Most of the pioggais surveyed
included provisions for the assessment of prior learning.- The
findings Lndicated,that nearly all external degree griduates who .4

Sought admission to more advanced programs were,able to enroll, and
that graduates experienced job - related= benefits. These results were'
interpreted as positive signs and indicated,thai early efforts in program_.
design had led to the develoPment. of successful programs Which
met their planner's goils providing.educitional options for
adult learners. Sosdian and Sharp (1978 a) concldded that'
"it .seems clear that credentialin.g benefits can accrue to
individual ,external degree program graduatei. Od this basis
these programs should be considezad as legitimate educational,
alternatives by prOspective students, their spinesprs, and .

educators" (p. 124).
, .

At.-alikr-orrimatente time, in an evaluative study by the
Board' of -Governors,. Bachelor arfrsDegree .Program in -Illinois

_

1978I,; data were analyzed for nearly 6,000 studenti.and over
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1,50D gradpates; findings -regarding student
characteristics, goals,- and program out,comes were reported., This
.study.:also noted that the average = Student was thirty-six

.

years old, that,most were employed, three-quarters were
mariied,,aquarter were .black and ilmost half were women. They came
from a wide variety ofblckgrounds and many had attended more'
than three other colleges (Although some had no previous college
experience) . Overthree-quarters of the graduates-received.
credit for prior learning; earning an average of,thirty-seven

, semester hours. dredii,for,prior learning was awarded in all
major academic areas, with the largedt number of awards "in

"business and management, -education, ,health professiOns.,_an; d
social-sciences. Approximately 12' percent received credit by,
proficiency examination and 22 percent for military 'service.
Both:graduates and their employers were satisfied with their
degrees; graduates indicated substantial, achievement of, their-
career, educational, and personal' goals. Nearly half of ,the
graduates applied to graduate schools. Of .these, over' .90 perceit
had beef admitted at the time of the study.

Additional Studies on this program were conducted Auring 1978-79,
as part',Of'a project On the evaluation of .nontraditional
programs: 4n-,theie studies,-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
studentd and graduates. Diring 1979-80, similar studies were
-conducted at seven additional institutions. The research
efforts includedthe testing of a sample of graduates, using
the AmeriCan College Testing (ACT)- Program and The College
Outcome Measures Project (COMP) examinations, designed to
"measure' and evaluate the knowledge and skills that undergraduate* -
students` are expected to acquire as a result of ,general or
liberal education programs .and that are important to effective
functioning in adult society: (Forrest and Steel, 1978, p. 1).
A product of this study also has been a useful annotated
bibliographyon the evaluation of nontraditional pregramw
(Gonzalez and Murphy; 1979Y. The project codirectors expect
to provide a model which will be useful in future evaluation.
projects (Murphy and Pringle, 1979).

The characteristics of,students who received credit_for prior-
learning also have, been reported by Spille and Hartley (1975)
at the University of Wisconsin-Green Bay, and by Lutz (1978),

0z>

. who described enrollees in Connecticut's extended degree program,
the Board forState Academic AWards. The experiences of
graduates of nontraditional'prOgrams 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
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graduates of Empir- State College. A study on faclty attitudes
toward a nontraditio al. program was reported by Nolan,
Anderson,:and Mowrer 1977) .

,

The need for research on the reliability and validity of the
,assessmert process has been noted previously. It was the.
-recognition of tlis'need ,which led CAEL to undertake'such research
in 1975 -76. During 1974-75, a number of working papers and
institutional reports, were preparedra validation plan included
.review:snd'experiMental use of these documeits, as well as
field research providing empirical studies of assessment
principles and practices. The results of the study were
reported in a comprehensive publication by Willingham and
associates in 1976:: Pour-major areas were investigated, with
twenty-four participating institutions serving as field research%
sites. 4These.areas.were assessment of interpersonal skill,
'assessmenethrough,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 pemberd within institutions in their recommendations
for credit, althougtvinstitutions differedwfaely'in their
credit recommendations. There was mixed agreement among- faculty
in institutions as to what types of learning deserve college
crediti.some institutions tepded to be more conservatite than
others. Colleges were similar in their requirements-for
documentation. Pre and postevaluation testing of students.
indicated that those'who participated in the portfolio
-assessment process gained in self-awareness Concerning their
learning and their goals..

These field research efforts not only provided some indications
of thee validity and reliability of portfolio assessment 'within
institutions,but also helped to identify areavof ambiguity
which-needed more attention. It was suggested that systematic
studies and procedures for monitoring the assessment of
experiential learning should be initially undertaken at the
institutional.level:. It alsomight noted" that a similar. study,
if conducted now, could-demonstrate the benefits of increased
experience and sophistication in the preparation and assessment
of portfolios. Institutional-level research on the assessment,
process and its outcome also has been reported by investigators
at iverno College (Loacker, 1976), Antioch College (Churchill,
.1976)-, and Thomas A.:Edisaln College (Jadbbs, 1976)..

3.1
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. FUTURE DIRECTIONS AND IMPLICATIONS'. -

The award of credit for prior- learning is now well established
.sisa-prectice in a number of institutions. The practice has
expanded greatly during.the f970s and continues to grow'as
we enter the 1980s. Programs exist in many stages of
development, from initial planning to smoothly-implemented,
mature systems. Directions and change during the next decad
and beyond may, therefore, seem uneven. However,- program
,planners and practitioners will hove the benefits" of a
considerable body ofliterature and the counsel of
experienced 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
pith nontraditiona1,pregrams and the assessment of prior
learning. must lapintain &heir emphasis on liarning outcomes
and continue to Approve and monitor.their evaluation procedires.

"Additional-researah on aasessmeW t and on program dui comes is
t needed, as are studieson costs, on "stop-oute.or "drop-outs",
' and on student performance after the award of credit for prior

learning. k

The importance of lifelong learning and of access to educaition
has-be'en stressed by many educators. Programs which provide
options for the assessment of prior, or,non.collegiate, learning
can etimulete the college participation of adults and can
piovide significantIservices to adults in a learning socl.ety.
As Cross"(1978) indidated, are.improvinf adult

32

39 V

.

w.



Jr%

------abOess to higher education by making arrangements
Sheappropriate schedules, locations, and services. She.alio wrote.

.that "There is widespread agreement now Viet traditional
.ime- serving measures of learning are not adequate for the
learning society" (p. 'cross concludedthat a desirable

.development would be a central assessment agency or a network-of.
assessment centers which would evaluate competencies-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 institutions retain the responsibility of
setting standards for acceptance. Centralized assessment
services have, in' the past, met with opposition. Some.maY have
been questioned :justifiably. Given adequate :quality assurance
measures and responsiveness to both individual and institutional
.needs, they do represent a possibility for th'e 'futute.

To fully serve adult lear ners,'additional needs exist for the' .

provision of information on learning resources.- EducationAl
Infbimatpion Centers (RICO and educational brokers help to
meet these needs* Expansion of these services will be .

necessary in ,order to provide adequate.information to adults as
'consumers. Additionally, directories Iisting'programs for the

.

assessment'orprior learning,'such--a0 ogle published recently by
CAEL. (Beechem, 1979) Can be made available through public
libraries and.emploiers as well as colleges and universities:
Popular, .magazine and newspaper articlei can help inform adults df
the opporturiities available. In a-relatively new area, CARL !

hAS initiated efforts at combining educational and Career-planning
approaches, modifying existing 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 institutional isseismentsproaramsand
their requirements.

9
* 0

Eiperie ntial learning also serves as an important connection:-
4 between work and education, significant in the implementation of

policies for, lifelong learning'. Cooperation. between educational
institutions and those who provide learning, rasources.in other
settings is becoming increasingly important. -The recognition

. of learning, wherever it .occurs, and the enhancement .of"tbe
quality of that learning and of its evaluation can help to
integrate education with work and 'leisure.

' 9

.

. In.oder to attain the goals of the learning society, state and
fed,eral policies also need continued modification to effectively
serve the needs"of the adult, often part-time, student. Fundkn4

. formulas and financial aid ,packages'should encourage the
,

flexibility required by nontraditional students and should
accommodate options for the assessment of.prior lehrning without- °

penalty to the student or institution: Specific institutfonal'
.4. 0 ..
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policy issues* have been addressed previously. In a more
general sense; institutions may wish to review their overall
philosophy with regard to its impact on adult, students.

Projections of declining undergiiduate enrollments of eighteeft
.

tO twenty-one year olds also have been emphasized, and. have
had vonsiderablet:impact upon educational planning. The
final report of the Carnegie. Council on Policy.Etudjes in
Highir Education (1980), Three Thousand -Futures: Thu Next
TWenty Yeirs in Higher Ed4cation; predicted enrollmint.declines
of.5 to 15 percent between 1980 and 2000. The report allgasted
thatalthough severe problems lie'ahead; reasonable solutxons-
exist for mogg of them. Adult students may not 'save- the - --
institutions, which are most, severely affected by declining

0,.

Mg,

enrollments during this period; however, the encouragement of
adult enrollment and,dr4gree completion can help to offset_ the-,'

and provide part of the solution.

In addition to providing a service to those adults who seek
academic credentials and attracting such adults to institutions
which seek a .inew'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 Tisk Foice on Educational.
.Credit and Credentials, Ferguson (1978) stated thit ",Recent
developments in-postsecondary education. portend significant
changes in the-future'. It may well be that postsecondary

. institutions;as they fade. up to,tWe needs and demand of their
students and potential students; will also increase their
attention to the evaluation' of studentachievement of intended,
outcomes- of the( educational programs" (p.-129). The.assessment
of prior learning is based upon such evaluation. The questions
and cc:melt:1s it raises are- important in determining the future -'
directions of poitsecondary education. -
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Melly of the most useful publications on experientia,i
le///

arniag.
and credit fof prior learning, haVe been published by the Council
or the Advancement of Experiential Learning (formeTly--

. Coopergtive Assessment of Expe rientLal Learrking) and, striae
-1:978,- by Josiey--Bass in its New Directions for Experiential
Learning sourcebook series: Theta publications, are described
briefly in the following/list
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\ APPENDIX k CURRINiCAEL PUBLICATI
A -

A.:445.47,*

The following Publications are available from CAEL America
Citiy Building, Suite 212, Columbia, Marylfind 22044,-

1. CAEL Literature Guide, sane Porter'Stutz and *can Knapp,
1978.

There is a large and diffuse body of literature somehow
related to experiential learning, but relatively, few, -

mostly recenes_items,deal specifically with_ the theory, and
practice of assessing-experiential-learning. This annotated
bibliography contains a number of items that..CAEL has found
particularly helpful in one connection or anottier.through.ies
work in recent years. They covet a variety of topics, .
including some important literature with which practitioners
inthis area are not typically familiar, but most of the
references deal. specifically with the particular types of
problems on which' CAEL has placed special empLssis.:

2.- CAEL Literature Guide Supplement, sane Porter Stutz. and Joan
Knapp, 2978.,

An update to item NA. 2 !(May be purchased separately or in
combination with item mitiber 1.)

3:. CAEL Directory of Members

Each yearCAEL produces an updated annual Assembly Directory.
It lists all current institutional memliers, including .

official representatives. andaddresses. Associate-Members
are also listed.
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4. A Compendium of Assessment Techni ues, Joan Knapp and Amiei'
. I. Sharon, 1975. .

There are aide variety of d fferont assessment techniques
that might be appropriate ,to d fferent types of experiential
learning. This ornograph includ= s sections .on performance
tests,, simulations, interviews, stings, product Assessment,
etc. Each section orients the re =der to one of these\ general '

,types of -assessment-and-then-provi. es bilef_illUstrations
of different'applications. This o rview cites a number
of references. that provide more det iled information
concerning each essessloint-method.

S. Ito lementfn a Pio ram for Assessin eriential Learnin ,
.Edited by.,Hidlek S. Nesbitt and Warren W.. Willingham, 1976.

"'-
This report contains selected material repared by ET
staff members and\ilackground information for the Operational-

.. Models project;,. Ii.ives a general over ew of the main
issues addres-ekin the 'project and provi es reference
"information that can help other institutions work on afi
operational "model. Thoesreport contains three papers:
"Developing an Operationii,,Model-for AsseOing,Experiential

- Learning,"by Warren W. Willingham and XI/#-7. Geisinger;
"Setting, and Evaluating CritaFion Stindards,"'by John
F'remer; and ",Assessment and Acoreditatimq Economic
Considerations," by Dien T. Jamison and BarbSra Burgess
Wolfe.

6. Principles of Good Practice in Assessing }Experiential
Learning, Warren W. Willingham, 1977.

This booklet *provides a single-sourc overview of
importantprinciples of good assessment practiceas
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.

7. Teaching and Assessing Interpersonal Competence A
CAEL Handbook., Paul Green', Tomas F. Donton, and Urban
Whitaker, 1977.

is,. increasingly recogniii-d that chierpersonat-Competen-Ce
de erves,a prominent piece in ,.many ,curricula because of the
imp rtance of interpersonal skill in applying theoretical
leer ng inprictical situations. This Handbook is
desigh-d-t-o-lavilitette-the-tenchring,--lee-rwing7-and
assessm t of college creditable interpersonal competence

-n experiential situationsI Procedures are
suggested. -r identifying and categokieinginterpersonal
kills, art uletihg th-em to students goals, discovering
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and utilizing potential experiential learning situations,
sensing the learning of interpersonal skills for

academic cre t: assessment strategies is
outlined emphasizing the need for, multiple tec

.o
S. ,JissessingPrior Learning - A CAEL Handbook, Joan Knapp,
1977.

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 suggest alternative ways that important basic steps,
can be carried out. This handbook is a good illustration
df_that developmental objctive.,-It presents a model for
portfolimassessment that incorporates eight stages -
(1) facilitating the construction and/assessment_of a
portfolio, (2) identifying significant prior experiences,
(3) expressing the learning outcomes of prior experiences,.
(4) articulating prior outcomes to educational-goals,,(0
documenting the learning experience,,(6) meaShring the
extent and level-of prior, learning outcomes, (7) judging the_
learning outcomes,(8) and evaluating prior learnling outcomes-

4P,for awarding credits' or regotaition. At each stage -w-,

alternative practical procedures are suggested.
(Companion to item number 13.)

- z

Assessing Occupational Competencies - A'CAEL Handbook,
Amiel T. Sharon.; 1977.

This handhook,describes a model for assessing specific
competencies-acquiFed in work situations that are relevant
to occupationally oriented degree programs. The model is
designed to heti) a college specify the kinds of competencies -

acquired in various occupational settings, to define the;
learning objectives of occupational and career programse'and
to translate the competencies into college credit where

_appropriate. The reportdescribes 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 pro,$ed1ares are included:

. .

f
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Expert Assessment of Experiential Learning - A CAEL Handbobk,
is ar Y4 urc rno e c er, yrna
*-14444-4.0 h. Pendergrass, Jane Porter Stutz, and John
Clark; 1977:

Due to'the highl individualized character of most
expekiential learning; assessment usuallkrelies dponthe

----;,informed-lddgment-of-an-ekpertv--This-handbook provides--
prindiples and guidelines for the use of expertiudgment
Tfie reportdeals with a number of basic issues that apply
to expert judgmentgenerally; e.g., the role-df the expert
in defining criteriaand structuring, the assessment procedure
so' that it will be. 'as reliable and valid as possible, the
importance of establishing standards that are defined as'
systematically and objectively aspossible, 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.e,
series of chapters covering the .use of judgment in four
areas: interviews, product assessment,..perforaance
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 app1ibations are destribed in .

-detail.

11..College-Sponsored Experiential Learning - A CAEL Handbook,
John Duley 'and Sheila_Gordon,-1977.

This handbook is designed for faculty as well as other
professionals concerned with dei/eloping effective programs
of off-Campus experiential learning and assessing the outcomes',
of these programs.' The authors provide theoretical
background for nonsponsored.off-rcampus programs, but place
the major emphasis upon pragmatic -problems of defining
educational obectivea; developing job placement
opportunities for studenti, and preparing those students
for effective learning experiences. Special emphasis is
given to the problem of monitoring experiential learning

. as it proceeds and integration of that learning following .

the_oil=campus-experienae----The:-matexia-14.ro-v-ided--and- the-
steps suggested-are articulated in the CAEL Student Guide,
College Sponsored Experiential Learning.. (Item No. 14).

.
12. Leirning and Assessing Interpersonal Competence - A CAEL'

Student Guide, Paul %Breen, Thomas P. Donicn,_ and. Urban
-

. Whitaker., 1977.
_

0.V.,

This student guide is a companion volume to the handbook, ,

Teaching and Assessing Interpersonal Competence (Item No. 7),
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and it is based on the same theoretical framework and
contains some identical sections. The special contributions
of the student, guide are chapters on planning for experiential
learning and preparing fOr assessment. Detailed Suggestions
are -offered for preparinga life goal autobiography,
articulating personal goalsto interpersonal development,

selecting an experiential learning site.

13. Assessing Prior Learning - A CAEL,Student Guide, Au
Forrest, 1977.

.

'It is typically the adult student who petitions for .--
college credit based upon prior experiential learnipg, 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
successfully obtaining appropriate credit. The reader is led
step by step Ahrough the-process of identifying learning
outcomes, -relating them to educational goals, documenting'
experience; me suring learning outcomes, and requesting
credi or recognition. (Coordinated with item number 4).

)

14.Collage-Sponsored Experiential Learning - A CAEL Student
Guide , ModleyiNesbitt, 19/7-

This student guide is designed to help students make the
'most, of the off - campus experiential learning. It is
-organized'around pleten-basic steps. .These include:
selecting and preparing for' the learning experience,
involvement in the work situation,' and, integrating the
learning derived frdm the experience into an ongoing
academic program; Charts, checklists, and worksheets serve'
as aids for dealing effectively with each of the eleven
steps. - (This Guide_is_coordinated with item number 11).

15. Developing Program Maps, Modul4; 1, Marvin Cook, 1976.

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
h'ow to deve,lop program maps of their academic programs.

_- The- maps arg -used in-many 7WaytTInclidingidentifying
"GAPS" in existing college programs, designing individual
degree programs, developing extended degree programs,
developing new departmental programs, and providing a
rational_basis_for awarding - credit- -f or-prior iearntxig: j
Many examples of program maps in a. number of academic
areas are included.

40
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16. beveloping Learning Outcomes, Module 2, Mariin Cook, 1978.

This module is designed to be Used in faculty training
. .

workshops.fccusinst on clarifying the detcription of their
Program learning outcomes. Specific steps illustrate
a ve5y effective-and pragmatic -way of devitoping,clear
learning outcomes for.academic programi. The examples
Inalli&LRAE academic areas both in the humanities and "the
sciences. The proce 8 a-arta-exam luatrate'the
usefulness '.of the approach fot cp-campus .programs as
well 'as off - campus learning. experiences.

-
27. Efficient Evtluation of Individual Petformance in Field

-Placement -Stephen.L. Yelon andJohn S. Maley, 1978.

One of a eeries.of gJideSfor the improvement of
instruction that is published by Michigan State University,
this,guie is the result of a cooperative effort between
theLearning and Evaluation Service at jest, and CAEL. The
guide contains tested ideas that may be of use to instructors
who are:responsible for supervising and evaluating real-world
experiences given. to students. It is designed to help
coordinators and-supervisors of field experience
activities save time and energy when evaluating student
performance. One of.themajor-purposes of this.publication.

- -is to encourage faculty to go beyond immediate priorities
and .spend time and energy to create a time-saving, efficient,
systematic evaluation procedure.

18. The Practice of Experientittl Edudation: A CAEL Status_
Report, Leta Davis and Joan Knapp, 1978.

This publication includei ttie'summarizedfindings of a
twophasesurvey conducted by CAEL in early 1978. Phase one
included gnestionnaires sent to all- CAEL Member institUtion-g--7---
as-well as a sample of non-CAEL institutions. The
qUestionnaire was designed to collect general, information
about experiential program.__The_second:phase-dt-the--
au'rvey_colrected-additlonif -information, from only CAEL
inztitUtions. This report deals primarily. with the data
analyzed from the second phase of the study. The first
section of the report desdribea how CAEL members compare
with other Institutions of:higher education. The following
sections deal specifically with information aithered &hoist
sponsored experiential ,learning programs' (ScctIon 2) and
nonsponsored experiential programs (Section 3). The
information within eachsection is organized in ta question
and answer. format.

1

,)
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1 9. Lifelong Learning: Purposes and Priorities, K. Patricia
Cross, 1979.

The author, a.Dis tinguished Rekearch Scientist at .

Educational Testing Service, refers to the current times as
-the "renaissance of education for adults" because, she
says, "It repiesents a rebirth-of attention to the life
Of the mind that ix as.significant to the twenty-first
century. as the original intellectual renaissance was to
the fifteenth century." researchers estimate that between
80 and 90 percent of theadult popVlation carry out at
ea an-e---e--1-fwd-i-rept-ed--a-ezz-ing-projabt_e_a9

per
and

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 inearly 1979. Dr: Cross concludes by
stating that she views the- role ofeducators.as

'bhelppeople of all ages develop a taste for good learning
experiences and to' choogie.from a wide variety of learning
resources those which_best'meet.their.nseds at the7time,"

.

20. Cost kffectileness: A CAEL -Syllabus for Professionals,"
Terrence 4acTaggart, 1979.

Th* syllibus-is-designid for those program managers,
faculty, and student advisors who f,ee the need to learn
how relevant economic concepts can enrich their ,decision,-
making skills.' The'first-part of Vhe-syllabus suggests
path of study Which will enable the learner to analyze,
compare, and evaluate alternative programs in light of the

-principles of cost effectiveness. 'The second section--
. assists the learner in developing an alternative choice

model for the prospective student who must select among'
educational bptiono. The syllabus emphaxites the value
pf-ecouomic-corlepts-in criteria which bear on theT-
decision process.

21. The-Self-Directed Educator: A CAEL Syllabus, Mark Cheren,
1979.

Continuing, professional development requires the
performance of a difficult and complex set of tasks. This
syllabus acknowledges the difficulty of'se11±1.21/21221011111L__L_

----elltmtz-mx40/tEken by pro'fessionals and attempts to assist
such efforts. Its 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 intended-for use by a wide A.

range of' professionals in higher education, particularly those
seeking to learn the new skills involved in more innovative.
practice. "
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22a The Assessor: A CAEL Syllabus for Profesiionals, Joan
Knapp, 1979..

This syllabus is designed:to aid in the, development and
refinement of skills in experiential learning assessment.

1 0 The,goals and objectives included could appal to learning
resulting from the claisroom setting, independent study,
or almost any learning situation in academia. The syllabus

. . reflects the philosophy and goals of both experiential"
and individualixe'd education. The.uner is encouraged
to fashion and plan his/her own training program and to,
use t e var auS-1114e-ri-e-ht-i-a-lar-tivitils and human and
written resources to achieve the objectives suggestedi-ff---
the syllabus.. Thus, the syllabus-encourages a new look
at learning assessment,'in general,-and facil'i'tates an
indigidualixed process for gaining skills And knowledge 'in
this type of assessment as, well as transmitting these
skills-to other professionals.

,23. The CAEL Newsletter, Editor: Pamela Tatei:Production Manager:,
Diana Bamford-Rees.,

..-

Publishedfive.or six_ times annually, the Newsletter
announces and describes cur, activities,'provides annotations
of selection-publications, describes some related events
concerning experiential learning, and on occasion provides
special reports on institutional programs. The newsletter .

is available on an annual subscriptions basis. It is free -
to members and associate members of CAEL.

24. Opportunitiesfor Prior Learning Credit: An Annotated
Directory, Kathleen Beechem, 1979.

This directory lists and deiCribes more than 270
institutions with programs for the assessment of prior i

learning. Each. institution has its awn fulr-page listi#g
including such data as the institutional name, address And
-telephone number,the name of the person responsible Or the
prior learning assessment, an institutional descAption,
the percentage of the degree requirements or the number,

. of credit- hours which :can be applied toward degree 'programs
----fromOrkor learning, or through g combination of college

transfer- credit or credit-by-examination, a list of the
degree areas ,to which credit awarded-for prior learnihg
can be applied, and the proledures for assessment (including .

where available - fee information and the length of-time
usually required for the pil.or learning assessment). The
entries are listed by state/.

i
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26.-Developing Assessment Tasks, Module 3, Marvin Cook and Henry
H. lialbesser, 1980. .

The validation of the__ quality of educational Program
'includes the nee' to 'assure-tbc!t students in the Programa
have actually acquired the intellectual skills identified

. in the, statements of college learning out-eames-r--MoOle
3 is designedto be used in faculty'workshOps focusing
on-the development peassessmeht tasks that "match"
ostated learning outcomes.. The manyexerciles in the Module
provide an opportunitytator workshop participants to become
proficient in the use of the performance agreement- 0 I

principle, to establish the validity of their assessment
tasks,' and thus contribute 'to the" assurances of the

ir educational programs..

26. VsingLicenies and Certificates as EvideAce of College-

A

Level. Learning, Harriet W. Cabello edited by Ruth Cargoj
with introduction by Henry Spine, 1980.

This report confirms that considerable college - level' learning
is required to obtain certain Certificates and ficenSes.
It .also demonstrates th4t the learning represented bythe
certificates and licenses can be -.and, in fact,is
being assessedand equated to the learningouecomes of
educational prqgrams offered by colleges and universities.
The rePnrtidentilies services needed by institutions-and
provides specific recommendations for answering those
needs. Commissioned jointly _by ACE and CgEL, the booklet
is based on original research performed in fulfillment of a

doctoral degree. Highlightt have been selected.and.a shorter
version rewritten for busy practitioners. -An appendix
reproduces the research questionnaire and the data from.
which the findings and recommendations derive.

O
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*Franconia:imam! lus CAEL PUBLICATIONS ",

ti

Ifte'following,publidations were prepared in earlier CAEL
Projects, but itclude reports'and information of continuing
interest. They, are no longek available through CAEL. Hard
copies or microfiche-dopies are available through ERIC

`"Document Reproduction Service, P.O. Box -'190, Arlington, Virginia
-, 22216. .,

.
.

i. Assessing Experiential Learning Warren W. Willingham,
Jahn R. Valley, and Mor-ris T(-Keeton, 1977..
(ED 148'836) ,

-

This final report 'of the CAEL project proviipas an overview
' of,the major activities of CAEL's first three years. In

separate chapters it includes a brief history of CAEL,
4,description-of the developmental work, selected
important outcomes of the'field research, and' descriptions

I - of the more significant outcomes of the Operational'
Models Project-and the Facilley Development Program. The
final chapter attempts to give an Overall sense of what ..

.;1 the project accomplished and what major conclusions and
implications ,can be drawn,from the effort. "

2... The CAEL Validation Report, Warren W. Willingham and
. Associa-tek, 1976. (ED 148 837)

0 -The CAEL Validation Report providee detailed documentation
of the ex-per/mental tryout of CAEL aevelopmental'prdducts

'during 1975-76 and a series of ten field studies involving
twenty-four CAE?, institutidns. The report describes
extensive findings that focus on the strengths and weaknesses
of. differint assessmeni methods and the characteristics
of assessment procedures that - effect reliability, validity,

45"
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and usefulness to. students. It includes, chapters on
(a) research and quality assurance, (b) findings. concerning
the .assessment of interpersonal competence, (c) findings
concerning the assessment of 4rior learning, Id) findings

k concerning assessment of occupational competencies,' and
(e) illustrative institutional studies of the reliability
of expert judgment. This report is a-basic reference for
institutions wishing to examine the consistency and equity
of their own assessment procedures and the soundneis of
their, underlying educational rationale.

3. The Use of Expert Judgment in the Assessment of Demonstrated
Learning in the Antioch College Yellow Springs Adult
Degree Completion Program', Robert CAEL institutional.
Report No. 1 from Antioch College, 1975. (ED 148,646)

The unique aspect of this report is its detailed rec ording
of the various issues, questions, and problems that
arise when a,group of faculti.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 Diarning. E'or that,rdison,

-t. . the report is a usef41 reference fOr any institution wishing
,

tO introduce, new faculty members to issues concerning
assessment and credentials that deserve.their attention.

4. Coordinating Educational Assessment Across College Centers;
Ruth' Churchill, Andre, Querrero, Janet ,Hartle, and
Harry Horwitz, A CAEL Institutional Report from Antioch
College; 1976. (ED 148 860)

The_authors,report on an operational model developed as
a result of a systematic analysis of three:distinctly ,
different Antio,oh centsts.',The4itodel uses four major
leSels focusing on flow of influence: Level I - the
rationale of Antioch=College and the individual' centers;
Level II - programmatic matters bearing on curriculum,
faeulty, and 'students; Level III - student assessment based
on criterion standards, appraisal of learning and
preparation for assessment; and Level IV - methods of
translating experiential.learning4for nontraditional
consumption,, outlining credit policies and'recards of

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

<C

5. Standard SAtting by;Students and Community - How Much Is
'Enough? Laurent Dalo and Clotilde Pitkin, 'a
CAEL Institutional Report from pommunity4College of Vermont',
1976. '(ED 148 852 1

. ,

O
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This report extends the .position that theliigh est purpose
of edUcation is to fosterboth community and individual
self-reliance. .It.describea_the procpss and materials
developed to-help students,, and li)cal review corimittees.

t
agree on standards, that are unique to student goals, that
accurately reflect community-expectations, and that conform
to theinstitution's educationalfprinciples.a It lists
the steps through which both the student and committee

.
..

go,in the degree development sequence.
:.

. * ., .
.

6. "Impiementing and
,
Financing Portfolib AssessMent in a

Public Institution, Eugene Kray.and Lorraine Hultgren,
A GAEL Institutiodal Report from Delaware Coudty Community
College, 1976. (ED 148.851)

The authors' first describe the formation; organization, .

philosophy, and structure of DCCC's prograi for assessing
p-rior experientialtlearning.' The heart' of ,the,report .'

presents a financial model in which (1) all parties -
4

student, state, and local sponsor.- share in the cost of
assessment in the same proportions as they do'for the
traditional ivograma of the college, (2) faculty members
are compensated for their time on a contact, hour - _..
basis according to the ,number of .credits sought by the... 1

student - not the number of credits awarded and (3) .-s---------

the cost of assessment is shoWn to be approximatelne-
. f6urth the colt of traditional-course-work. Thilsliodel. ,

, should be of general interest to both two-year a d four-,
year public colleges.

7. -Piospects and Methods for Interpersonal Studies, Miriam
Tatzel, GAEL Institutional Report No. 2,from Empire. State..
College (Revised Edition), 1977-.- (ED 148-847)

i
. .

. 1 .

At;Empire State College students work with a mentor to develop
,.learning contracts. This institutional report shows
how interpersonal learning ii integrated into, the formal
educational process through the learning contract mode.
The author_describew:a-framework,that takes into
account cognitive, affective, and physical behavior; that
is, tholight,.feeling, and 'action.

.

8. Implementing CompetencyBased Assessment of Prior Learning,
.,Nancy Wylie,,A'CAEL InstitUtional Report from Florida
International University,, 1976. 4ED 148 8541

This report describes the development, trial use,_amd_
revision of a competency--baied,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-prograrwr-desoribes---

47
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how the external degree program and its students interact *itfi
other administrative and academic units of the University:
and discusses explicit and implicit standards and their
implications for assessment in a context in which the.
responsibility for assessment is partially decentralized.

9. Adindividualized Competence-Based Assessment Model, Annie
Belle Calhoun, James'E.peegan, Leah Harvey, .and
Charles Liberal, A CAW, Institutional Report from
,Metropplitan,StateUniversity; 1976. (ED 148 839)

Metropolitan State University is an upper-division,
competence-based, baccalaureate degree granting institution
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; theuse of external or

. :community -based persons as expert judges of students'
competences; the functioni and activities of assessment
faculty ;'the strengths and weaknesses-col the narrative'.
transcript;. and the effectiveness of the university's
assessment policies, procedures, and materials.

10. Documentation and Evaluation of Sponsored Experiential
Learning, Jane.Szutu Reimaul and Marina Buhler Miko,
CARL Institutional Report,No. 3from University of California

. at Los Angeles (ReVised Edition),-1977. (ED 148 858),

. A major problem'ii assessing off-campus experiential
learning ,is the need to 'structure the learning prOcess
and.document the learning outcomes. This report describes
the procedure developed at UCLA that explicates the
Darning that is taking place and therefore helps to shape.
and-traptove subsequent -learning experiendes 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 joie of-th student
and local supervisors in evaluating and molding learning -

outcomes.
-

11. The Refinement and Modification of an Inst-rument for
Assessing the Achievement of Intrpersonal Skills of
Social Work Students, Kurt Titzer and Sue Smock,
cur, institutional Report No. 4 from Wayne State.
University, 1975. (3D 148 857)

Students engage in many types of field experience learning
in different types cf settings and in differe,kt: degree
programs. This report, is especially concerned with field
experience related to social worke but -the . learning

48
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checklists involve-a nu_ mber of generic skills that apply
to many types of field experiences There are twelve
ahealists for rating student learning. These fall into
three.areas:. (1) basic educational and performance
skills, (2) communication .and observation skills, and
(3) problem-solving skills. N,

12. Analyzing:Costs in the Assessment of Prior Learning, R. -
Lynn Kelley, Terrence. J. MacTaggart, and Robert Spencer,
a CAEL Institutional- Report from Webster College, 1976..
(ED 148 853)

-

ThiS.report describes the preparation cor 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 classroom
instruction, that unit costs diminish as the volume bf
,assessment increases; and-that the evaluation of the
relative benefitsof assessment programs should be made
within the context of long-range institutional objectives.
This model will probably be most useful to private institutions
fhat'are faded with changing clientele and have the capacity
to attract older students.

13. Guidelines and procedures for the Assessment of Experiential
Learning and for the Selection and Training of Field
Experts, Frank Christense, CAEL Institutional Report
No. 5-from William Rainey Harper C_ olleges 1975.
('ED 148 855) .

Any college wishing to inititate a program of accept
and crediting nonsponsored.experiential learning faces
first a procedural problem of considering whattype of
program and procedures might be appropriate. This report
discusses the 'steps through which-William Rainey Harper
move4 In implementing such a programs, setting up a local
task force, use of consultants, site visits to other
institutions; preparation of procedural documents, and so
forth.

14. Initiatin Ex-eriential Learnin Prorams: Four Cise
Studies, A aompilation of four Institutional Reports,
The Consortium of the California State University and
Colleges, NemRhisState University, Union College, and
University' of Kentvbky, 1976. (ED 148 856)

These four repdrts all deal witu programs that are in some
'sense id an early stage of 'development. The report by
Barrie Bortnick (Consortium of the California State
University and Colleges) describes the efforts of a
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raflitional decentralized system to introduce flexibility
the use of challenge examinations fot crediting prior

.le rninT. Richard Ranta's report {Memphis State

.
Uni *sity) describes how a large traditional state
unive sity dealt` ,with the issue 0 involved in specifying
prite a for assessing experiential leatning, acquanting
facul, with the assessment proess, and integrating thOse
PiOedu into the, university structure: The report
'by Dale. M ere and Joe Thomas (Union College). describes'
.the- develop ant of a central fide for spotisord field
experience,1 rning in a iberal arts institution. The
report' biVirar ra Hofer, Robert,Hexton, and'Ernest
Yanarella (Uniy reity:of Kentucky) provides a model for
integrating expo iential le'arning in the liberal arts,
especially with r pect to the curriculum's emphasis

_upon values and eth cs..

lit
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APPENDIX Cr NEW DIRECTIONS FOR EXPERIENTIAL LEARNING

This series o'f-lpirterly-sourdebOokii published -by,
JosseyAlass,provides°an ongoing review' Of.tcpics of current.
and emerging importance in experiential :learning. The series
is sponsored by the Council for the Advancement of Experiential
Learning (CAEL) and the-series editors are Morris T. ReetOn,
CAEL Presidenti and Pamela:J. Tate, Associate Provost for .

Alternatiire and Continuing .Education, State University of
New York. , -

Sourcebooks.to date include:

1. Learning By .Experience - Whet. Why.. How defines experiential
learning and examineswhat kinds of experiential activities ,.

are now being-implemented; expkarns 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 are improving-their
programs and resolving pressing "irobleis. Mdrris T:
keeton,and Pamela J. Tate are guest editors. (1978)

2. Developing and Expanding CooPerativeEduoWtfon examines
how codperativeeducation-is.conducted at different
institutions andwhat changes are occurring) presents
guidelines for implementing-successful work-study arrangements,
and explains how co-op-coordinators.can helP'studenrs relate
work experience to classroot studies. James W. Wilson,
director of rte Cooperitive Education Research Center at
Northeastern University, is the guest editor. 4970

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

are Paul S. Potti:nger,
executive director Ofthe National Center for the Study
of Professions, and Joan Goldsmith, co- director of the
Institute of .Open Education. (1979)
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4. Transferring Experiential Credit describes ways for
,experientialveducators to overcome two key problems: \
(1) assuring that credit is awarded not for experience
alone but for college-level learning resulting from
experience, and (2). ensuring equitable transfer of

-1' ,experiential learning credit: Guest editors are S.V.
Martorana; professor of higher education at Pennsylvania
tate University, and Eileen Kuhns, program coordinator- I

educational. administration programs, Catholic University
of Amerida.,.(19791

t

S. Combining Career Development with Experiential Learning
'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.
(1979) .

6. Enriching the Liberal Arts Through Experiential Learning
. describes new ways to improve liberal- arts education by
introducing both field experiende and classroom experiential
exercises into traditional curriculums. The editors are

_James.4ithof bf the Appalachia EdudatidnoilLaboratory
and Stevens Brooks, executive director-of the Great
Lakes Colleges Association's Philadelphii urban semester.
(1979)
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