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Preface

“Higher Education In Georgia: Assess-

ment, Evaluation, and Accreditation” is the

theme of the third research conference co-

sponsored by the Office of listitutional Re-

search and Planning and the Institute of

Higher Education at the University of Geor-

gia. The conference was held January 15-16,

1986 at the Center for Continuing Educatlon

and involved over 100 registered participants

from over thirty-five different institutions of

postsecondary education and ten educational

agencies:

The conference was conducted in co-

operation with the Southern Association of

Colleges and Schools and addressed the as-

sessment and evaluation implications of SACS

new criteria for accreditation. The conference

theme and program topics were developed at

a planning conference held at the Athens

Holiday Inn on November 5, 1985. Present at
that planmng conference were representatlves
of the various institutions and agencies who
had expressed an interest in the research con-
ference. The success of the third annual re-
search conference thus is the result of the
planning conference and the willingness of the
planning participants to contribute to the
later conference by preparing papers for pre-

sentation.

~_ An expression of appreciation is in
order for each program participant who pre-
pared a paper for presentation at the research

conference or who readily agreed to chair

panel dlscussmns A specml note of apprecla—

SACS new criteria for accreditation at the
dinner and contributed substantially to the
panel discussions the following day. His parti-
cipation throughout the conference was espe-
cially appreciated by those attending.

Participant response to the research
conference underscores the Wndespread inter-
est in the research concerns and issues of
postsecondary education in Georgia, and in
conferring with colleagues with similar con-
cerns and professional experience. One deci-
sion made at the conference was to continue
the arnual conference, and it Is antlclpated
that 1ne fourth conference will be held in the
fall of 1986.

The editors of the proceedings are
indebted to Donna Davis, Institute of Higher
Education, and Josephine Coile, Office of
Instltutlonal Research and Planning, for the
competence and promptness with which they
prepared camera-ready copy for the printers.
The editors are also pleased with the coopera-
tion of many others who have made the early
publication of the proceedings possible.

Cameron Fincher
Larry G. Jones
loyce Placek
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THE EMERGING ROLE OF ASSESSMENT AND EVALUATION
IN POSTSECONDARY EDUCATION

‘Cameron Fincher

Regents Professor and Director

Institute of Higher Education

Some of us have been around enough

to suspect that education is cyclic in its em-
phases and interests. If we couldn’t catch a
challenging public issue in time to enjoy its

moment before spotlights, we soon learned to

hold onto our lecture notes until the issue
came around again. It is not [impossible that
next time around, we can catch the same issue

in its early returnmg sﬁges and earn a bit of

acclaim by saying again what we have said
before:

Tke current concern with 5$$e§§niéﬁt
much concerned with educational outcdmeé
as we were in the late 1960s following the
Equality Oﬁﬁdﬁ&nlty Stiidy iﬁiiidited by
, 1966):
And we are much alarmed over the qualifY of
public schooling as we were in 1957 following
the launching of the Russian Sputnik. We are

again aware_that educaticn cannot be judged

solely by the public resources allocated to

schools and colleges, and certainly notby the

internal processes of educational institutions
and programs:. We are once again in quest of
hard, empirical, indisputable evidence that

schools and colleges are instilling, “the know-
ledge, capacities, tha

ought to acquire—and that society has a right
to expect!

and skills” that students

In each case we are probably right. But

only because of the unbelievable complexlty

of secondary and postsecnndary education in

able eommltment to cultural pluralism in an

mcreasmgly diverse sbuety The quality of

educatlon is not so mich m ewdence as the

programs, and personnel The decline in aca-

demic standards is not so much a problem as
e and confused

conflicting demands

J

expectations placed upon education in the

last three years of secondary educaticn and

the first two years of postsecondary educa-

Even our demands for accountability

tion;

have blown hot and cold, as we have confused

institutional impact wuth administration or

fiscal respunsibility, and instructional ac-

countability with declines in student perfor-

mance and/or academic standards.

Irrespective of our confused demands

and expectations, we are nonetheless certain

that the problems and issues of postsecondary

education can be resolved through the uses

and application of systematic and objective

methods of measurement, assessment and

evaluation.

methods are avallable “and that the pro-

ment assessment, and evaluation specialists

can be brought to bear on *“a confidence

that apparently began with student

crisis”’

protests, test score decline, grade inflation,

and other iﬁdléitidﬁitﬁat all is not well w:th
the nation >7g:ljppjsfand cnlleges For those
of us with training and experience in testing

and measurement *he renewed mterest would

sense of deja vu.
Measurement and Evaluation

‘The push for measurement aiid evalua-

tion was quite strong in the 1940s and the

19505 when the measurement of mdmdual

guidance of students in a demiociatic <ociety.

A strong emphasis was placed upon achieve:

ment testing and the improvement of educa:

tion throush the construction and develop-
ment of better educationzl achievement tests.
A course in testing was believed to be a

necess2ry component cf ieacher zducation.
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in psychological testing a notion of general
ability or general intelligence was countered
by notions of special abilitics that required
separate tests. In addition to educational
achievement and special abilities; there was an
increasing concern with the emotional and
social adjustments of students; as they adapt-
ed to the demands of life, and with the mea-
surem=nt of attituides, opinions, and interests,
as such characteristics influenced personal
decisions. These were the days in which thou-
sinds of school stidents took the Kiiier
Preference Record by punching holes with a
metal pin in an answer pad and then counting
the circles the pin had penetrated.

__ These were also days in which_a psy-
chological concept of the whole individual
had commendable influence upon educational
practices. Zducational and psychological
characteéristics were to bé measured by sy-
steratic and objectivé tesis and_inventories.
Growth and development was to be evaluated
by changes in test performance from various
levels of formal education. A fairly common
practice was to give some kind of readiness
test at the beginning of the primary grades,
followed by achievement tests in reading and
arithmetic at the third or fourth grade levels.
At the ninth_grade level, it was common (o
test for specific areas of educational achieve-
ment in such areas as science, mathematics;
English; and history. Quite often these tests
were used in courses calied vocationa! gui-
dance and students were given various kinds
of assistance in their choice of career and
educational programs.

The purposes of evaluation, according
to a classic textbook of the day (Remmers
and Gage, 1955), were :

To maintain standards,

-l |
.

To select students,

N |

To motivate learning,

w

4. To guide teaching,

v,

Fincher

5. To appraise teachers, teaching methods,
teaching bouks; curricula content; et<.,
and

6. To furnish educational experience (p. 10).

In brief, the purposes of testing were to select
from among diverse individuals the one or
more_persons best suited for a particular job
or educational program and conversely; to
give to_a single individual assistance in the
many choices and decisions concerning career
and education.

~_ The Nationial Defenseé Act of 1957 was
indicative of the rorce. favoring selective
admissions to eédiicational institiitions and
programs. Too many students were regarded
as deficient in science, mathematics, and
foreign languages. As a result; a great empha-
sis was placed upon recruiting students and
admitting them selectively_ to enriched pro-
grams in the three respective areas. As ‘“‘the
impending ticalwave” of the 1960s became a
selective admissions. It was thought at that
time that selective admissions would be the
only way in which institutions of postsecon-
dary education could cope with the increased
numbers of applicants.

At the same time testing and measure-
ment were attacked viciously by a group of
self-appointed critics _who published books
under such salacious titles as; ‘‘the tyranny of
testing;,” and “‘the brain watchers.”” Such an
attack on tasting came at a time when schools
and coileges were increasing greatly the
amount and kind of testing that they were
doing for educational purposes. Under the
confusions of the time, it_is understandable
why the uses of testing and measurement for
the improvement of instruction were never
quite realized.

From Measurement To Assessment

The changes in testing and measure-
ment purposes may be seen by scanning E. F.
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Lindquist’s 1951 versiecn of ‘‘Educational
Mé%&ﬁféiﬁéni ‘and Robert L. Thorndike’s
sions, of course; being publlshed by the Amer-
ican Council on Education: It is most interest-
ing that the first chapter iz the 1951 edition
is éiii:itléa “Tﬁé ‘Function 6f Measurement in
by Walter W. Cook of the University of
Minnesota.  The only comparable chapter in
the 1971 edition is entitled ‘‘Measurement in
Learning and_Instruction,” and was written
by Robert Glaser and Anthony ). Nitko:
Thorndike uses the first chapter of the 1971
edition to discuss tile many changes that have
taken place. |n téStlng as the resuit of techno-
testing_. programs; _ Iarge-scale psychometric
research projects, the development of instruc-
tional systems, and other advances in testing
technology. It is evident frora Thorndike’s
chapter that testing in 1971 was greatly con-
cerned with_the formulation of behaviorial
objectives;. domain sampling; response_sets
and stylistic factors, and placement/classifica-
tion applications as opposed to selection and
prediction:

In discussing the impact of testing upon
education; Thorndike emphasized the inva-
sion of privacy issue in the 1960s and the re-
sulting fairness issue. The influence of deci-
sion theory is much in evidence in the chapter
on “Use of Measurement in Selection and
Placement,” written by John Hills; and in
the closing chapter, “The Evaluation of Edu-
cational Programs;” written by Alexander
Astin and Robert ): Panos. By the 1970s,
cducational ev-luation was quite sensitive to
the assessment of inputs, processes, and out-

dent and the prlnmpal purpose is readily iden-
tified as information that could guide deci-
sions concerning the adoption or modification
of an educatior:al program.

If we ask then what are the changing

concepts of assessment, measurement, and

evaluation as they evolved since WWII we

should appreciate some subtle distinctions in

3
usage, _ AS'séiisnient—a"s the term is used—ap-
parently means “to estimate; appraise; or
size-up learner _ attributes or _characteristics
that cannot easily be measured.” Much of the
time; our assessment problems deal with such
matters as personal experiences, learning
strategies; and career aspirations: They con-
tinue to deal, of course, with personal or
sacial characteristics which can be judged but
which do not easily lend themselves to
measurement.

Measurement apparently continues to
mean to determine the amount, magnitude;
extent; or_ degree of skills; competences,
a’b’ilitiés; achievements; and accomplishments.
Examples of these are the specialized skills or
competences and_the special abilities such as
we find in technical education. It often in-
cludes the basic academic skills such as read-
ing writing, and_ mathematics—skills that
ostensibly can still be mcasured:

_ The term evaluation does not mean “to
judge the merit or worth of changes in perfor-
mance and or behavior,” as much as it does to
determine the effectiveness of programs and
projects that are designed to produce the
changes. Evidently, we have evolved a usage
in which. we tend to evaluate pregrams and
pro;ects but not te evaluate individuals or the

change in their behavior or performance To

the contrary, we find an increasing tendency

to use the word assessment for such purposes.
Criteria That Must Be Met

Irrespective of the subtle differences

that might exist among measurcment, assess-

ment; and evaiuation there are criteria tﬁat all
three methods must meet. Among these crit-

eria are those of systematic; objective; valid,

and reliable observation and]or inference: In
brief, assessment and evaluation in the 1980s
miist meet the traditional crlteng ﬁtﬁhat were

spech ed Yor tests and measurements quite

early in their development:

Traditionally, we have defined the ob-

jectivity of tests and ‘measurements as the ex-

tent to which trained users can :.gree on the
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interpretation and_use of results. We try to
impose system and objectivity on assessment
and evaluative efforts by specifying the con-
ditions under which we will assess and evalu-
ate, Validity is usually defined as the degree
to which tests measure what they are intend-
ed to measure. Another definition might be
the precision and accuracy with which test
scores designate performance or competence.
In matters of test validity there has been a
streng shift away from predictive validity and
content validity, in favor of construct valid-
ity. Beyord any doubt, the kind of validity
that assessmient and gvaluatlon methods

should have in the 1980s is educational con-
struct validity.

Reliabilitv=the stability or dependabil-
ity of assessment or evaluation results—is
stil} determined pnmarlly in terms of internal
conisistericy. There remain too many difficult-
ies in test-retest correlitions in_which an as-
sessment instrument is used on different occa-
sions,

~ All_assessiient instruments must meet
certdin criteria pertaining to practical use, in
Shtirt the C6§t 6f é§§9$§i‘i‘iéﬁt ii‘iétéi'iﬁlﬁ i'i'iiiﬁt
tlcallty conccrmng the admmnstratlon, inter-
iii'étﬁtibii and i'ébﬁitihg 6f iﬁﬁiﬁéht i'é§u|t§,
distribution of interpretive information that
will facilitate the decisions and choices that
presumably will be made on the basis of as-
sessment information.

Two Jew crlter:a tiave been mtroduced
since the 1960s and are now criteria which all
assessmr-nt instruments must meet. These

may be identified simply as the criteria of (a)

credibility and (b) fairness. In other words,-

thers must be an absence of deception or
COT ,eéim'eiit iii ﬂié ii§e ihd iﬁbliciﬂﬁﬁ of as-

ment must be obvnous %o those whose per-
formance or competerice are being assuss-
ed. The educational uses of disguised; “trick-
y' tests and exams have never been justified.
At the mement,; it is best to say not only are
they not justified, they may be illegal.

Fincher

In much the same manner; there must
be a removai of age; sex; and race biases that
may enter into the content analysis and
reporting, and use of assessment results.
Although age;, sex; and race continue to be
variables that iré 'rélét'éd to éﬁ§é$§ﬁiéht ditii
ted as detcrmlnants and their influence on
educational decisions, choices; and judgments

must not be dominant,

The changing emphases in_testing and
measurement thus represent a shift from a
concern with measurenient per se to the
assessment _of changes in behavior and perfor-
mance that can be attributed to learning and
development. Two other emphases that have
been noticed are: (a) a shift from a cornicern
with the evaluation of people to the evaluz-
tion of programs, and {b) a concern with the
measurement of skills, abilities; or compe-
tence as opposed to the measurement of apti-
tudes. Each of these changing emphases in
education should be welcomed.

Why Assess?

concerried with assessment, the reasons are
the same that have been giVéh in the past for
our concern with testing and measuring.. We
assess in_order to learn what students have
learried; if they have learned what they have
beer: taught; and how well they have learned.
We _also assess_in order to make informed
decisions and choices. Critics of testing often
fdigét th{lt té§1§, ii‘iéaSl]réiﬁéhtS gﬁd]tii'
we know about the |,nd|V|dual,lty of students;
their learning needs and interests, their
particular abilities and accomplishmerits; and
their promise for continued growth and
development. Tests—standardized, commer-
cially distributed; or teacher-made—are._ still
the most acceptable means by which we icarn
Whit students have learried or achieved i six,
Assessmjéiit inethods are now the best means
by which vie can Jlearn if students have
mastered oasic or fundamental skills of litera-
cy; to what exient they have developed the
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academic competencies they will need to con-

tinue learning; and whether or not they have

acquired the common core or fund of know-

ledge and information that many believe to be

the foundation of education beyond the high
school.

But even more important, formal and
informal assessment is the means by which
students learn more about themselves. From

teachermade tests, students can learn what
teachers, cchool, and _society expect them to
learn—and Whether ‘or not they have lzarned
what is expected of them. From assessment,
students can learn more about their interests
and aspirations, their persona! goals and ob-
jectives, the fields of study in which they

excel or experience difficulty, the level of
their general educational development, and

their potential for professional and personal

development. At least three generations of

critics have underestimated the self-under-

standing that resuits from testlrg, measure-

ment, andfor assessment; it is very much the

baby in the bath water that they throw out.
Te Assess is to Compare

The basis for all assessment is compari-

son with some recognized standard of per-

formance, the state expectations of society

or its institutions, some previously established

record or mark of accomplishment, the past

achievernent of individuals, or the group per-

formance of some meamngful!y defined crite-
rion or norm group. In brief, all assessment
results are relative to some |dentlf' ed standard
or expectation. in education there are no
absolutes and unless we know what we mean
by standards, norms, and criteria, we will
never be able te assess with any acceptable

degree of credibility and fidelity.

A confusion of the concepts: ~ norms,
standards, and criteria would seeri to be at
the bottom of our difficulties in defining
educational or academic quality. Much too
often thz three terms are used interchange-
ably with the genercus assumption that
listeners and readers will know what is meant
by such terms. The evo'ving usage of the three

rms should . ssen our corfusion. Educa-
tiona! standards, whatever they might be,

5

should be recognized as a stated or explicit

expectation of performance or level of

achievement. Norms, whatever they once

were, are merely indices or measures of typi-

cal or representative behavior. Criteria are

best regarded as the means by which we re-

cognize that standards have been met; criteria

are, in other words, the evidence we introduce

as a means of showmg that academic stan-

dards are in place and have been met.

It is most important to recognize that:

(1) norms, standards, and criteria must be

developed rather than discovered. This is

merely another way of saying that they do

not exist prior to their creation or their

invention. Conver ‘Jonal criteria such as grads

point averages (GPA) have evolved through

usage and experience, but at some time in the
past the GPA was the creation and/or

development of some imaginative educator.

In much the same manner: (2) norms,

standards, and criteria are seldom unitary.

This merely means that there is no single best

norm group, academir standard, or educa-

ticnal criteria by which to judge student per-

formance program effectiveness, or institu-

tiona! impact; (3) norms, standard, and crite-

ria are abstractions. Each must be Opemtmnal-

Iy defined for particular students, programs,

and institutions. Our operational definitions,

however, inust not be too strict and there

must be some degree of generalization to

other situations and conditions. Otherwise,

norms, standards, and criteria would not have

tlie construct validity that we have mentioned
previously.

Finally, we should agree that: (4)
norms, standards, and criteria for educational
purposes should be educational in nature and
consequence. It is necessary to say this be-
cause of the over-emphasis that has cften
been place uporn economic, social, and politi-
cal outcomes in postsecondarv education.

To Assess Is To Interprat

The value of ali assesswient methods
must be demostrated in their use and applica-

tion. It is possible 1o construct and develop
an assessment metl;od well; tc assess student
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performance, program effectiveness, or insti-
tutional impact well; and then to invalidate
the assessment process through the misinter-
pretation of assessment results. This has often
been the case with the measurement of cer-
tain psychological characteristics such as in-
telligence, and it continues to be the case with
measures of academic ability such as the SAT.
Indeed, the SAT is an excellent example of an
assessment method for verbal and mathemati-
cal ahilities that is frequently undermined by
faulty interpretation, use, or application.

upon:. (a) the purpose for which the assess-
ment is being conducted, (b) the suitability of
the assessment method or technique for the
learners involved, {c) the training and ex-
perience of those who are doing the assessing,
and (d) the readiness of students, faculty,
administrators, and policymakers to use the
informition gained from assessment.

With respect to assessment purposes it
is riecessary to say that all assessment
should be explicit. The primary pur-
pose of assessment should be to esti-
mate, appraise, or otherwise determinc:
the extent of student performance and
competence in subjects and skills that
they have been taught. When assess-
ment methods are used for purposes
such as the evaluation of teaching
effectiveness, curricula innovatiors, in-
stitutional leadership, or the general
condition of education, the purposes of
such assessment should again be ex-
plicit and the particular methods
adopted and/or developed should be
appropriate.

The purposes of assessment should be
detcrmined by the educational objec-
tives of programs and institutions. This
is imerely a restztement of the require-
merit that assessment resuits be educa-
tional in nature and consequence.

The interpretation of assessment resuits
is an acquired skill and shauld be so
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recognized. All participants in an assess-
ment process and all potential users of
assessment results should be given
training and/for assistance in interpre-
ting assessment results for their parti-
cular purposes. Assessment results
never speak for themselves, and like
standardized test scores, ho assessment
result is self-interpreting.

As in the establishment of an institu-
tional testing program, a system of
facuity evaluation, or the changing of
degree or graduation requirements, am-
ple consideration should be given to
preparing the proper climate under
which assessment and evaluation will be
conducted. Just as in the classroom,
Wh@;i‘eﬁth’ere should be nq"’p”op quiz-
zes”, there should be no “pop assess-
ments” of student performance, teach-
ing effectiveness, or institutional im-
pact.

In brief, it should be obvious that the
development and constructive use of suitable
assessment methods in postsecondary educa-
tion is a major challenge. We now have at our
disposzi numerous mstrument; techmaues,
and procedures for assessing the various as-
pects of learning and teaching, but we are still
in need of more systematic, objective, valid,
reliable, creditable, and fair assessment meth-
ods.

From Assessment to Evaluation

Thie pressures for program and institu-
tiorial evaluation stem from many of the same
sources as those for assessment. Nonetheless,
there are soine particular reasons for our great
concern With assessment ifi the 19805. _The
the mid-19€0s when federal funding policies
placed a premtium on educational evaiuztion
by writing requiretnents into the legislation of
that =ra. Al of us are familiar with the story
of the Equzl Educational Opportunity study
that was mandated by Congress, hurriedly
coilducted in order to nteet congressional
datelines, then greatly publicized despite its
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misinterpretation of findings. The EEO study
and its subsequent publicity; however;, was
most effective in turning public attention to
studies_of educational outcomes and impact.
For colleges and universit'es, program evalua-
tion bzcame a management Imperative and in
the 1980s, program evaluation can be seen as
a logical consequence of trends and events
that took place earlier.

_ In the 1960s, it was obvicus a new re-
search specialty was emerging in the form of
evaluation research. In 1967 Michael Scriven
made his distinction between formative and
summative evaluation, and in 1969 Ralph
Tyler edited a volume for the National
Society for the Study of Education that gave
strong emphasis to new concepts, procedures;
and instruments for educational evaluation.
The early 1970s produced many volumes of
evaluation research in which explicit recogni-
tion was given to: (1) the need for measurable
outcomes that were carefully_specified in ad-
vance, (2) feedback mechanisms that would
permit adjustment or adaptations In academic
programs, and (3) the overall improvement of
academic programs, teaching effectiveness,
and institutional viability.

Why Evaluate?

If we ask why our great concern for
evaluation; we receive much the same answer
that we did when we asked “Why Assess?”.
There is a need in the 1980s to reestablish
the integrity and credibility of postsecondary
education.. A national concern for the quality
for secondary schooling has shifted to post-
secondary institutions and three national
reports may be mentioned as indicative of
public awareness _that all is not well in
academe (NIE, 1984; ACC, 1985; and NER,
1985). Despite the abundance of professional
and technical literature dealing with program
evaluation, the evaluation of_ academic
programs and the ensurance of academic
quality pose _many of the same problems as
assessment. The primary purposes of evalua-
tion are best identified as: (1) to describe, {2)
to compare, and (3) to interpret. To describe
institutional programs and performance with
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accuracy; we greatly need normative data that
we often do not have. Despite the great
emphasis placed by the federal government on
uniform reporting standards; we continue to
lack systematic, objective forms of informa-
tion about comparable institutions; programs;
and student populations. The comparisons of
institutions and_programs pose problems both
similar to and different from the comparisons
of student performances we make in
psychological and educational measurement.
Standards of institutional and program per-
formance are especially absent. And the com-
parability of much institutional and program
data is more often suspect than demonstrable.
Nonetheless; there is much we can do to im-
prove the evaluation of programs and institu-
tions in postsecondary education and im-
provement should be our proper concern.

1. The evaluation of academic programs
and_projects and their impact upon
institutional development should be an
explicit responsibility of the institution
itself. The use of outside consultants
or evaluators_ should be Y
component of the overall evaluation.
No outside team or _panel should be
given the responsibility of evaluating
institutional impact or effectiveness as
such; but should confine its efforts to
specific program effectiveness.

2. All evaluation efforts should be more
explicit about the need for evaluation
as a continuing; ongoing activity in
postsecondary institutions. There still
is a tendency to think of evaluation as a
one-stop service that can be provided
within a span of months or a single
academic year. Such a view usually
produces frantic scrambling to assemble
an evaluation team and to have them
review academic programs and projects.
In the case of funded projects, there is
specious scurrying in order to submit
an evaluation repwrt before the expira-
tion of a grant or its thirty-day grace
period.

3.  Evaluation, irrespective of how quanti-
tative or systematic the collection and



analysis of data may be, eventually

boils down to a matter of human judg-

ment. It becomes a matter of what

competent and creditable observers say

about the effectiveness of academic

programs. The most significant state-

ment that might be made; perhaps, is

that program objectives are explicit and

reallstic—and that _program results are

amount of statistical data or quantlta-
tive anaiysis can alter this basic form of
this interpretation:
The effectiveness of evaluation is
directly dependent upon the qualifica-

tions and competences of those who
are domg the ‘evaluation. _ For thls

as |mportant to know who the evaliia-

tors are, as it is to know what it is they

are evaluating. Because of this, serious

consideration should be given as early

as possible to the selection of evalua-

tion teams or panels; and such teams or
panels should be involved in the evalua-

tion process as early as posmble

The mdlrect or defened beneﬂts 6f

recogriized Like planning, evaluation

is a process and not a single event or

result. To facnlltate the indirect or de-
involved in the collection and amlysns
of evaluation data should know as soon
as possible who members of an evalua-
ting panel are going to be. This suggests
that the purposes of evaluation are
always to some extent, specific and/or

The question of institutional impact is
not one that should be considered in
most g{iiiiiﬁaii Efférts Acadéﬁiic

purposes,

without giving visible evidence of in-

stitutional impact at the time of evalua-
tion. [Institutional impact is thus an
outcome that should be evaluated

buad |

L~y
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separately in an entirely different

manner.

The criteria of evaluation should be

more explicit about the important

functlons of mterwewmg and observa-

necessity of |dent|fygngifeglg the

members of evaluztion teams or panels.

presented as part of proposals for

funded projects so that funding agen-

cies can see exactly who will serve as

evaluators on funded projects.

Evaluation criteria should also be more

explicit abeut the nature of the evalua-

tion report: to whom the report will

be made; and the conditions under
which the report will be submitted. It
is often advisable that part of the eva-
luation report be in writing—and part
of it be unwritten. In other words,
should be commumcated in confidence
to presidents, deans, or department
heads and not made a matter of record.
The point to be made is that evaluation
requires a relationship of trust and
confidence in which evaluators can say
uncomplimentary as well as compli-
mentary things about programs and

The experience and expertise of evalua-
tion teams or panels are, of course,
paramount. The professional experi-
ences_of members shiiuld be diverse,

mentary ,,,,,
probably is not effective when all
members of evaluation teams or panels
think as one.

éketter understandmg of the role and
worked out. If the evaluators are to
serve. as an Intermediary = between
funding or governing agencies and a
funded institution or program, this
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should be explicitly stated from the be-
ginning. Evaluation is not a service in
whiich there should be conflicts of alle-
giance.

Lastly, the evaluation itself must be
evaluated. A part of the general evalua-
tion of academic programs and projects
should always include some considera-
tion and statement of the effectiveness
of the evaluation itself and a statement
of the institutional satisfaction with the
performarice of outside consultants
andfor evaluators. In much the same
manner, fundmg agencles and govermng
their satisfaction, or lack thereof, to
the evaluator. That 7COi'i'ii'iiiJ!'iC2tiqn
should be explicit enough to inform the
evaluators how well they have served
the evaluated institution, program, or
project.

From Evaluation To Measurement

The preceeding discussion should
suggest strongly that the effectiveness of insti-
tutional and program evaluation is very much
dependent upon the development of effective
assessment methods, techniques, and
mstruments. The methods developed may be
mstlmtlonally:spemf ic, and qualitative or
quantitative, (i.e., they may deal with cate-
gorncal data that are mtensnve/qualltatlve as
sive/quantitative). A diversity of approaches
are permissable in the evaluation of academic
programs, but all approacnes must be
supported by evidence that they: (1) have
been well-thought-out; (2) encourage inter-
personal agreement among knowledgeable
observers and participants; (3) reflect educa-
to learning and teaching; (4) result in con-
sistent or dependable findings and inferences;
(5) meet the logical expectations of those af-
fected; and (6) violate no one’s sense of fair-
ness. In other words, and obviously, methods
that_are systematic, objective; valid, reliable,
credible, and fair.

d |
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assessment methods in prgg.jagﬁegqlqayqu
are:
clearly states the purposes of evaluation, (2)

(1) the development of a rationale that

the careful preparation of a climate or en-
vironment__in

programs and personnel can take place, (3) a

which the evaluation of

well-planned follow-through that will ensure

the continued effectiveness of evaluative

In particular, the purposes of assess-

efforts. In particul
ment and evaluation should be carefully

delineated from program objectives and in-

Unless circumstances fully

stitutional goals. less circumsta
warrart other evaluation purposes, program

evaluation should always be conducted with

regard to the exphcnt purposes of the acade-

mic program or service. Another way of say-

ing this is to reject notions of global, totalistic
evaluation that tell us nothing about the ef-
fectivenss with which observed outcomes
match expected outcomes of funded pro-
grams or projects. Programs objectives should
be approved at the time that programs are
authorized and/or funded; programs should
then be evaluated in terms of how well they
accompliish the purposes for which . they
were established.

To assess and evaluate student perfor-
mance, academic programs and services, and
mstitutional effectiveness in the manner
considered here, many of us can see a _re-
turning emphasis on basic concepts and prin-
ciples of measurement. The Southern Region-
al Education Board (SREB), in its 1981 re-
port on “The Need for Quality’”’ was the first
educational agency to identify a national need
to improve the quality of education at all
levels. 1t was the first public commission to
state unequivocally that we should implement
minimum standards across the board and then
surpass them. In its report, SREB further
stated that cument college admission stan-
dards were no demand for quality. In 1983
and 1984 a dozen prestigious national com-
missions, task forces, or panels were saying
the same things.

In 1533 the chairman of SREB'’s
Commission on Educational Quality, Gover-
nor Lamar Alexander of Tennessee, stated his
conviction that the South should lead the
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nation in ‘“measuring education_ progress.”’
Explicit in the expectations of public leaders
was the use of educational achievement tests
ﬂia't would bé'riiiti the i:’oih”pa’rl?sb’ri 6f student
formance of studeats natlonally or in other
states.  In short, southern governors now
wanted standardized test results that would
demonstrate the comparative progress of
education in their respective states.

To demonstrate in measureable terms
the progress of education in southern states,
senior exit or proficiency exams would be
needed. More attention should be given to
eniry-level tests, and more states should
follow the lead of Georgia and Florida in
establishing statewide or systemwide testing
programs at the conciusion of the sophomore
year in college. It is_ all reminiscent of the
testing programs developed at Georgia State
in the early 1960s.

At that time Georgia State had the
most comprehensive testing program of any
institution in the nation. The objectives of
that program were to provide assistance in:
(1) selecting students with qualifications suit-
able for the various degree programs offered
by the institution, (2) placing students with
comparable ability in courses adapted to their
level of academic achievement; (3) advising
students about degree requirements; college
regulations; and curriculum opportunities; (4)
counseling_ students as to vocational and
educational objectives, remediation of scho-
lastic_ difficulties; and optimum use of their
abilities and talents; (5) assessing the acade-
mic progress made by students at various
stages of educational advancement; and {6)
evaluating the effectiveness of ,,academlc
programs _offered and the utility of curricu-
lum requirements. [Note: all terms above
were the terms used to describe tiie program
at that time:]

All éﬁt’e’rihé freshman were réciuiréti to

take the:

1. College Board Scholastic Apti-
tude Test (SAT)

16
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2. Otis Quick-Scoring Test of Mental
Ability

3. Cooperative General Achievement
Tests (in social studies, natural
science, and mathematics)

4. New Cooperative English Test:
English Expression

5. Nelson-Denny Reading Test

At the “rising junior”’ level all students
were reqiiired to take the:

1. Cooperative General Culture Tests
(in social studies, literature,
science, mathematics, and fine
arts)

2. Cooperative English Expression
Test

Graduatmg seniors_in_the College of
Arts and_ Sciences took (at institutional
expense) the:

1. Graduate Record Examination
General Test (for verbal and
mathematical ibilitie§)

Subject Test (in areas appropriate
to the student’s particular field of
study)

It should be needless to add that GSU’s
tégtirig program was éXbeﬁSiVé; time-consum-
ing; and burdensome. It was also highly
effective—and very useful in matiers of
program assessment éiid/tir evaluation and in-
stitutional accreditation and advancement! It
did have a bearing on academic programs and
the education of students.
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ASSESSING STUDENT ACHIEVEMENT

Joe Marks

Southern Regional Education Board
Atlanta, Georgia

higher education, atteridlng college was a
srivilege for those individuais who were be-
lieved to be destined to leadership roles in
society—mainly the brightest among the af-
fluent. Students progressed under the scrutiny
of the faculty who momtored the course of

students’ achievement, as signified by the
award of grades and, ultimately, a degree. The
assessment of student achievement was, in
almost all cases, left to the faculty. The higher
education community judged institutions’
guality by their selectivity. The most selective
institutions enrolled the most promising stu-
dents, and it was assumed that those who
graduated were necessarily the best educated;
tience, from the best institutions.

The emergenice of access as one of the
primiary goals of American higher education
and the growing reliance of the American
economy on a college educated workforce has
m’a’de selectivity a Iess relevant i’ndi’c’a’t’or of
raised abput the performa;nce levels of todays’
college students and graduates. In particular,
our states’ elected decision-makers are seeking
ways to formalize the assessmient of student
achiievement in the hope of providing an indi-
cator of quallty more relevant to the context

sponse ‘to this new questlorimg, the South’s
regional accrediting association has taken the
S|gmf' cant step of mcludmg, in |ts rewsed
tlon,mstjtu,tjons to document the achieve:
ment of their institutional goals—efforts
certainly to entail increased assessment of
student achievement.

A Model for Analyzing Assessment Practices

There are three major areas of student

achievement ihat are subject tc assessmeit:

intellectual development, career development,
and personal development (Flgure 1). From
an eriucaticnal standpoint, the primary area
of achievement is intellectual development.
What basic skills have students mastered?
What lovels of academic attainment have stu-
dents reached in general and in specialized
knowiedge? What special aptitudes have stu-
dents developed?

~ The second and third areas in which
student achievement is assessed are career and
personal development. What levels of career
aptitudes and awareness have students acquir-
ed? How many years of education do students
finally complete? What are students’ voca-
tional achievements, such as level of responsi-
bility, income, awards and special recogni-
tion? The personal development area covers
self-concept, attitudes, beliefs, and value
systems. How prepared for life and how
suited for citizenship have students become?

In addition to there being different
areas of studerit achievement which are sub-
ject to assessment, there is the question of
which stage, or stages, of student develop-
ment are subject to assessment. There are as-
sessments which measure aptitudes and
achievements of first-time students, those
which mark progress made by uontinuing
students during the college-going period, and
those which measure graduating students’
achievement. Assessment results might be
comparable among states and institutions or
they may be one-of-a-kind, with no
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Figure 1

AREAS, LEVELS, AND INSTRUMENTS OF STUDENT ASSESSMENT
SREB STATES

- Areas of Development
Levels of
Development INTELLECTUAL CAREER PERSONAL

GRADUATING GRE CIRP CIRP
STUDENTS LSAT SOIS SOIS

MCAT o

NY ESS
CONTINUING CoMP Aptitude & CIRP
STUDENTS NTE Career Guidance B
(Soph/jun) PEP Tests ESS

PPST SOIS
FIRST-TIME ACT Aptitude & CIRP
STUDENTS APP Career Guidance ESS

CLEP Tests sois

SAT SAT & ACT

: Profiles

KEY: Graduate Record Exams (GRE); Law School Aptitide Test (LSAT); Cooperative
Institutional Research Program (CIRP); Student Outcomes Information Services
(SOIS); Medical College Admission Test (MCAT); Evaluation Survey Service (ESS);
National Teacher Examination (NTE); College Outcomes Measurement Program
(COMP); Proficiencies Examination Program (PEP); Pre-Professional Skills Test
(PPST); American College Test (ACT); Advanced Placement Program (APP);
College Level Examination Program (CLEP); Scholastic Aptitude Test (SAT).

SOURCE: Southern Regional Education Board. Measuring Educational Progre
Student Achievement (Atlanta, Geo:gia: SREB, 1984).
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comparability to others. In addition, assess-
ment might be required or gqnducted on a
systemwide basis or employed by institutions
on a discretionary basis.

Assessment Practices in the SREB States

_The most widely practiced assessments
are of first-time college students' inteilectual
development. Nearly all Southern colleges and
universities require first-time students to
submit Scholastic Aptitude Test (SAT) or
American College Test {(ACT) sceres. These
do not measure what students learn in college,
vut indicate academic aptitudes and prior
achievement. Scores aie uced to evaluate pro-
spective students for admission and to aid in
academic placement. While perhaps less of a

factor in admissions today, thesz tests are in-

creasingly looked at to reveal the educational

preparation of college-bound students. Some

SREB states use these ‘“‘vntrance exam’’ re-
sults on a statewide basis. For example, SAT
freshmar norms are distributed throughout
the Uiuversity System of Georgia and, in a
“high school feedback’” program, each high
school receives a status report, including SAT
and early course performance intformation,

about its former students.

Many states also require the Test of
Standard Written English (TWSE), and the
California Achievement Test’s (CAT) math
section for students who score below a certain
level on the ACT or SAT. Another widely
practiced assessment is evaluation of first-time
students to determine if they should be
awarded college credit for knowledge already
attained (e.g., College Level Examination Pro-
gram—CLEP). The Test of English as a
Foreign Language (TOEFL) is widely used to
evaluate foreign students for admission and
academic placement.

___ Beginning mid-1984, Florida imple-
mented common placement tests and testing

procedures to assess the basic computation

and communication skills of all students en-
tering college. Cut-off scores determine which
students require remediation. The University
System of Georgia developed,many years ago,

a basic skills testing program for this ptirpose.

15

In addition to these types of requnrements
several states are lookitig into or are requmng
first-time students to have completed a mini-
mum numbar of prescribed secondary units
for college entry.

More and more assessment of student
progress in college is being conducted for en-
trance to teacher education, nursing, and
other specialized programs. N‘-ést, employ
comparable testing instruments, such as por-
tions of the National Teacher Examinations
(NTE), the College Outcomes Measurement
Program (COMP), the Froficiencies Examina-
tion Program {PEP), the Pre-Professional
Skills Test (PPST), and the California
Achievement Tests (CAT). Five of the South-
ern stztes—Maryland, Mississippi, North Caro-
lina, Tennessee, and Texas—now require
entrance exams other than SAT or ACT for
«tudents pursuing a teacher education degree.
Alabama, Arkansas, Georgia, Louisiana, and
Virginia use SAT or ACT scores with grade
point average to determirie eligibility. Non-
comparable ‘assessments are used as well. In
Kentucky, the State Board of Education,
which regulates teacher certification, requires
basic skills tests for admission to teacher edu-
cation programs. Individual institutions select
their own instruments and determine mini-
muim scores.

. A widely noted type of student
achievement assessment is the “rising junior”
test. Florida and Georgia have received na-
tional attention for being among the first
states to develop such assessments. The
Florida “rising junior” test—Collegc Level
Academic Skills Test (CLAST)—assessés con-
tinuing students’ communication and compu-
tation skills. The test is based on faculty
consensus about the skills appropriate for all
students moving to the junior level. Over
time, the score required to qualify students to
be eligibie to receive an associate degree or to
be given upper-division standing is being
raised. The requirement applies to transfer
students as well, and this academic year stis-
dents enrolled in Florida’s independent insti-
tutions must participate if they receive state
financial aid.
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Georgia’s Regents’ Testing Program

alse considered a “rising junior” test, is in-

tended to assure that all graduating students

have certain minimum skills in reading and

wrltmg. Reports on student performance and
comparisons between institutions are distri-
buted for planning purposes. Remedial
courses are available—or required for students
who have 75 hours of degree credlt and have

not passed.

Rising junior tests are essentialiy :mini-
mum competericy examinations intended to
ensure a certain level of achievement for all
college students lee the hlgh schoc! minl-

competency tests is the worry tha; minimum
competency may become maximum expecta-
tion.

Tennessee is the only Southern state
with a statewide program to assess all graduat-
ing students. They administer the College
Outcomes Measi:rement Program (COMP) to a
sample of four-year coliege graduates.

At least half of the SREB states assess
graduates of specialized programs. Arkansas,
Louisiana, Mississippi, North Carolina, South
Carolina, Tennessee, and Virginia use the
Nationa! Teachers Examinations (NTE) for

graduates seekmg teacher cert:f catlon Vlrtu-

set at a very Ipw Ieyelffa; be!ow ;he natlonal
norms (if any) on the tests; the idea is, again,
to assure minimum competency.

Other aS§eS§ments of graduatmg stu-
Graduate Record Exam (GRE) or the Miller
Analogies Test (MAT) for students seeking
entrance to graduate school. Some under-
graduate departments are experimenting with
the GRE as a requirement for all their gradu-
ating students, with both locally and external-
ly developed senior exaris, with peer evalua-

tions, or with COMP.

Marks

The growing importance of student as-

sessment is illustrated by the fact that some

states—-fciif)iﬁi, Florida, Georgia (and

Tennessee in 1986)—are using certification

test passing rates for graduates of teacher

education programs to make decisions about

continuing state approval of the programs.

State higher education agencws ‘have also used

nurse licensing examinations in making deci-

sions about whether to continue state appro-
val for nursmg programs. With the growing

aterest in student performance, more atten-
tIOI'I to the results of these important exam-

nations is expected.

Concern for the areas of career ind
personal development results aimost exclu-
sively from institutionzl initiative. SAT and
ACT orofiles—which include student back-
ground information as well as test scores—are
widely used. Standardized aptitude and career

guidance tests are used, sometimes as part of
the admissions process. Counselmg and gui-
dance centers have a broad variety of tests
available. Follow-up studies are also conduct-

ed widely to assess the career development of

graduates; though few of these fo!low-ups are
system-wide or employ comparable question-
naires.

Conclusions

_ The assessment of student achievement
in higher education is less extensive than in
elementary and secondary education. The
suggestion of putting a greater emphasis on
assessment has even raised an ocutcry in some
higher education circles. Yet, even now, high-
er education assessments of student achneve-
ment are the basis of important decisions
affecting institutions, students, and society at
large. Decisions such as who will attend which
institutions of higher learning, who will be
allowed to prepare for specific professions,
who will be certified in the professions—and
in some cases—who will be allowed to receive
college degrees, and which institutions will
receive extra funding or state approval for
certain programs. Today there is interes: in a
new form of accountability for higher educa-
tion—accountability on the basis of the
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aéﬁibﬁStiétéd ééliiéVéﬁéiit of students, not

mems on the basis of student academlc suc-
cess, not just en the basis of selectivity:

achievement at the collegiate level still ocrur

at the college admissions stage. True college-

level assessment of students serves spccial

categories of students, such as those seeking

credit for knowledge already acquired

(ELEF), or entrance into specific programs
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(NTE or GRE); serves a “gate ‘keeping” furic-

tion aimed at certifving minimum academic

accomplishment, e:g., certiication tests for

graduates seeking to teach, ¢: “'rising junior”
g

tests for college sophomores, serves as a basis

for the evaluation of specific programs, 2.z.,

teacher educasion or nursing, or for decisions

about state approval or authorization; ard, at
a more of less experimentai level, to monitor

improvemenis in student performance and
educational psogress.



19

ASSESSING EDUCATIONAL OUTCOMES

__ Thomas E: K. Redmoan
Southera Regional Education Board

Atlanta, Georgia

It is difficult to be pessimistic about

the ultimate outcoines of ecucation at any

ievel in the Umted States afier onc reviews

the recommenidaticns and rhetoric of ‘some

twc dozen nat:onalrreports on current and
future plans te improve: the opportunitles to
learn and the commianents to teach in our

colleges and scliools. And yet, the disarray of
the current moment is evident enough to pur-
suade most parents, students, and teachers
not to view education as thear sole source of

personal and carcer development. Indeed, if

the nations investment ir education were

situated in stecks and bonds, there could be

no doubt that the bears would bz in control

and that the general cI:mate of educat'oh

would fepreSe‘*t the near bottor: in a de-

pression that began riot tco many years ago.

The Definition of Assessment

Assessment appears to be not only a

useful term in the education dictionary but

alsc. our only way out of an otherwise un-

measurable declinc in the benefits of this

most ireasured American en :tlement; Re-

cently, the term has gained credibility, bigh-

lighted by an Cctober meeting of educator;

responsible for assessment in Columbia, South

Carolina, sponsored by the American Councii

on Education. Whatever gain may be realized

from this nation’s climb cut of a depressive

educational era appears to be linked closely

with the effective use of assessment as a tool

to measure our future progress.

Traditionally, assessment has been used

to make reference to any number of mea-

surable scales of progress. The measurable

progress might be related to achievement or

to_some other strucwral improvement or

change in institutions or in state responsibility

for education.

Two examiples come to mind as the

most widely used assessment activities of
current interesi to institutional decision
makers. Flrs*:, the .ncreasmg use of tests of
academic periormance is reaching an all-time
high on colizge campus2s. These tests of aca-
d=mic ability are used at the admissions level
all the way mrough “ex: ' IPVEIS' fr'dii‘i the

the heart of this mcrgasmg use of perforf
mance measuremernit. Certafnly the concept
of testing students on their achievement and
ability does ’n'otf require extensnve nxp!ana-

objective (ﬂd, now es-:ay) testing con,t,r-butes
to this iong-standing, traditional method of
assessment.

The use of such tests requires a number
of important decisions about the choze of an
instituticnally developed instrument or the
appllcatmn ’and perhaps modlf' catlon) 0.
gardless of the C,hm,ce, conscientious adm!m-
strators and faculty have learned what it takes
for such testing te prodiice useful outcomes.
A brief review of such experience indicates a
number of requirements for any assessment
by way of objective or essay testing of aca-
demic performance:

1. Clear purposes regarding the overall use
of tests for particular application as
well as the choice of a particular in-
strument to measure defined achieve-
ment or ability.

2. Clear question specifications allowing
the matching of measures to expected
outcomes.

Y
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3. Comprehensiveness of the instrumenc
to .._deqlaately measure ahility or a-
chievement in the zreas of concern.

4. Explicit connections to classroom set-

tings, instiactic 7al inethed and course
structure.

§.  An irformed decision regarding the

cheice of essay andjor okjective items
as the forms of evaluation.

6. Clear directions students wil! undcy-
stand without lengthy explanation.

7. A well-articulated policy relating the
witcome of test scores to overal
evaluvation by grades.

3. Opportunities to evaluate the test
according to the difficulty of items on
the instrument as well as iz validity of
the in. trument for the purpuse defined.

Although many of these requirements are
taken into 1'orjslderzltv.m at most campuses,
assessment is no: always consistent and the
use of such requirements becomes burden-

some in many settings of evaluation.

Additional concem also should be fo-

cused on at least three areas of validity of

such instruments:

Construct valldlty (making sure the
idea of using a test fits the circum-
stances for evaluating academic out-
coines)

Content validity (making sure that the
evaluation instrument chosen or cre-
ated fits the specific instructional and
curriculum setting within which stu-
dents are to be evaluated)

Predictive validity (making sure that
the test will serve the purpose of certi-
fying preparation for the next step of
education in a specific setting)

A second typical area of assessment
that has evolved to judge the effectiveness of

college utay be fourid in many assessmerits of
student satisfaction with college. Although
the evaluation typically is administered in the
fortn of a survey (with an infinite variety of
such instrumenis used at hundreds of colleges
across the natiori), tho primary prrpose of
sitch an zffert is t¢ ascertain the level of sat's
fociion students have with their under
graduate experience. The quality ot such
assessment generally depends uzon the so-
phistication of the surve: resezrch design and
the 2xpected use of the owicomes of the sui-
vey. Beal and Noel {1979} found in a
follow-up study of student satisva.iion with
their undergraduate experience significant
factors relating to the retention of students.
Their findings siuggest the value o such as-
sessment and its impact on insiitutions with
significant retention problems. Spenrifically.
this exumple of assessmient yielded five major
negative factors which students find to be un-
satisfactory.

ol |
.

Inadequate academic advising
2. Inadequate curricular offerings
3 Conflict between class schedule and job

Inadequate financial aid

..“ |

Inadequate counselling support systems

?l |

€.  Inadequate extiacurricular offerings
Conversely, the study also found cer-

tain factors to be positively related to stu-

dents’ satisfaction with their undergraduate

experience.

1. Caring attitude of faculty and staff

2.  High quality of teaching

3.  Adequate financial aid

4,  Student involvement in campus life

5.  High quality of advising

Regardless of whether mstututnons use
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traditional forms of measuring student satis-
faction and ability, there appears to be great
comfort taken in simply doing the testing or
administering the survey. The real value (and
difficulty) of such assessment is in the ability
of a college or state system of higher educa-
tion to :ffectively incorporate those out-
comes into the provision of the best pessible
educational services to studerite.

~ While many authors assume that thc
outzomes of education are reizizd directly
to measurable scales on tests or other evalua-
tioni instruments, this paper will suggest the
larger definition of an educationa! outcome as
a goal related to the cverall purpose of educa-
tion in any specific setting. For state and in-
stitutional poiit ymaxers, the definition of an
educaticiia: uvuicome as a measurible state-
ment of a goal yet to be accomplished
provides two important foundations for
research and policymaking:

1.  The outcome of a particular educa-

clear statement of what oiight to be;

2, The definition of outcomes as specific,
measurable gcals may allow for any
number of evaluation or testing techni-
ques to be used to determine if progress
is underway or if the outcome has been
achieved.

) Suck a definition allows outcomes to
be used more directly to formulate educa-
tional policy and to make use of more than
one specific indicator of progress or attain-
ment. Further, this view allows educational
outcomes to be studied with respect to their
costs and benefits to individuals and institu-
tions and to the society that supports them.
As Howard Bowen (1977) has cautioned,
educators can make a significant mistake “by
assuming that improved outcomes are desir-
able regardless of cost . . . In assessing the
efficiency of higher education, . . . one must
consider both cost and result.” (p. 21)
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Pianning For Desired Outcomies

. Descriptive research on higher educa-
tion yields 2 wealth of data on the effects of
education. . Such research, based on time-

proven evaluations, will continue to give the

public and its policymaking representatives
handholds on educational improvement ef-
forts. But the effe<ts of education often have
little to do with the desired outcomes em-

bodied in state plans and institutional mis-

sions. _ As a comprehensive example of the
kind of outcomes that education should yield,
the Southern Regional Education Board’s

recommendations through its Commission on

Educational Quality are worth careful review:

__In 1985, the SREB Coammission pub-

lished 50_specific _goals in three imporiant

areas of educational reform:

1. Providing access to quality under-
graduate education

2. Improving teacher education in colleges
and schools
3.  Setting academic standards for sec-

ondary vocational educaticn

These three areas of educational reform

not only organize useful groups of educa-
tional outcomes but appear (on the basis of
recent responses) to provide direction for
educational activities in the most critical (de-

pressed) arenas of educational quality.

Undergraduate Education

education has found itself in the spotlight of
educational reform. Since the Truman Com-
mission on Higher Education and the Harvard
“redbook”, countless institutional, state, and
federal_reports have called for modcrate to

The current spate of reports offered to

various audiences to confirm that rigorous
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self study is underway continues that tradi-
tion of appraisal from within and without.
The SREB goais call for specific actions, or if

you will, outcomes, in key problem areas:

Setting standards for college-level aca-
demic performance. (Including specific
recommendations on entry-level stan-
dards and indicators of satisfactory
progress throughout the undergraduate

course of study)

Making college remedial programs ac-
cessible to students. (Including recom-
mendations regarding both the geo-
graphical and financial accessibility of
college preparatory study)

Preparing students for college. (In-
cludir.g strongly worded recommenda-
tions for Increased  cooperation
between high schools and colleges, and
the development of explicit measure-
ments of adequate preparation for

college-level work)

Redmon

The content and structure of pro-

fessional education. (Twelve of the

goals in this report focused on the pro-
gram structure, the content of study

and the practlcal experience that form

the substance of professional education
for teachers)

Institutional support. (Including goals
on making teacher education improve:
ment a priority agenda item for presi-
dents and chancellors, ,infcfreasmg insti-
tutional support for faculty in colleges
of education, and advocating increased
contact between professional teacher
educators and public school administra-
tion and teaching)

State support. (Including concern for
public support for teaching, state ex-
ecutive support and increased legislative
funding for teacher education pro-
grams)

Vocational Education
Strengthening the college curriculum.

(Specifying goals for content reform in The Commission’s Report on_Impro-
undergraduate curriculum and under- ving Education included goals in two major
lining the importance of faculty co- areas:

operation in reform activities)

Preparing faculty for teacking under-
graduate studies. (Highlighting the im-
portance of faculty attitudes arid skills
related to teaching undergraduates
during the first two years of college
work)

Teacher Education

The Commission Report on Improving
Teacher Education included a large number of
goals related to four major agendas for higher
education and the schools:

Recruitment of talented students. (in-
cluding concerns for adequate academic
preparation of students and appropriate
incentives to attract students into edu-
cation for the teaching profession)
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mic standards. (The goals included
concern for restructuring the linkage
between vocational and academic edu-
cation, course design, basic skills as-
sessment and remediation, and the
important relationship betWeen prac-
tical experience and academic learning)

Experimenting with new models. (The
recommendations suggested the forma-
tion of state task forces to encourage
pilot projects to |mprove secondary
vocational education, increasing atten-
tion to evaluation, joint enrollment
opportunities, upgrading the use of
technology in vocational education,
and exploring new structures of co-
operative education)
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Planning and Controlling Outcomes

As in any organizational system, there
is no reason to spend scarce resources on out-
comes that do not help fulfill the goals of the
organization. Underneath the Interest in
higher education institutions for calm, neutral
research, colleges and states want someﬂung
good to happen to the students who enroll.
Much of that good can be found in the above
statements of goals with which institutions
will become committed in various ways over
the next decade. This paper will conclude
with a call for concern not so much for the
inevitable choices of desired outcomes but for
increasing commitment to plan for and
control those outcomes in order that they
will, in fact, occur.

In the October 1985 ACE meeting on
assessment in Columbia, South Carolina,
Professor John Harris of David Llpscomb
College presented an excellent overview of
assessment. He introduced his presentation
through a letter to Dr. Dubious Scholarius,
Dean of the Faculty and Vice President for
Academic Affairs at Everyone University,
Oxbridge, U.S.A. In his contrived letter, he
recognized Dr. Scholarius’ skeptncnsm about
“the whole outcomes business”, but went on
to assure the Dean of how |mportant his
interest in this area can be to the mission of
Everyone University.

~ In John Harris’ closing paragraphs, we
find reassurance for the Dean at Everyone
and a bit of advice:

As you move into assessment at Every-
one, | suggest you find someone to
observe and comment on the orgamza-
what you want to do. My point is this:
An emphasis on assessment will affect
the way everyone functions as an or-
ganization. You not only need help in
the technical side of assessment but al-
5o in the nurturing of a climate charac-
terized by:

1. Deep concern for “results’ over

[1F Py ”

2. Commitment to high standards.
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3. Concommitant interest in helping

students reach the standards:

In the last analysis an emphasis on as-

sessment is more of an attitude than a

collection of tests. (p. 53)

Harris’ advice to the Dean should be

well taken. All of the technical improvement

possible in test making and administration

will not necessarily result in the outcomes of

education that we all might expect or hope to

have happen. Taking the time to plan for the
outcomes we expect will add enormously to
the success of whatever evaluation or assess-
ment colleges undertake to move closer to-
ward their overall goals.

Although planning models are widely
available in written as well as software form,
such effort often is wasted because of t tljlg!agl;
of control over the actions and efforts to
bring about desired outcomes. Institutions

oftentimes create elaborate, sophisticated

plans on paper without effective management

controls to bring about results.

As institutions and states undertake

plans for assessment that will yield useful

outcomes, certain requirements of control are
necessary:

1. A rational, organized approach to plan-

ning and to the choice of desired out-

comes is essential to any accomplish-

ment expected.

2. Clear documented decisions on what to
control will assist planning and will aid
in the accomplishment of the goals and
objectives institutions and states set for
themseives. These decisions should re-
present consensus on what is viewed as
critical in the accomplishment of the
outcome and what forecasts trouble in

the movement toward that goal.

3. The senior mianagement team at an in-
stitution or in a state must decide on
the method of control that will be used
to guide and encourage progress toward
the desired ot icomes. Such decisions



are especially important in higher edu-
cation where individuals are used to
some degree of anonymity and creative
participation rather than routine line
responsibility.

4, The management team must also decide
when to control efforts toward setting
goals and choosing assessments. These
decisions can effectively stifle or en-
courage the accomplishment of out-
comes at both the institutional and
state level. In education the decision to
control is in many ways a matter of
timing.

5. Progress toward outcomes must itself
be mieasured in order that all partici-
pants may see clearly that their efforts
are leading toward desired outcomes.

In view of the increasing SOphlStlcatIOI‘i
and availability of high quality assessment in-
struments, the importance of planning and
control cannot be underestimated. Outcomes
such as those in the areas described above are
not attained easily by even the most coherent
software analysis package. Time and effort
afforded to planning and control cannot help
but lmprbve the attitude of “assessors’” and
“assessees’’ but even more practically, such an
emphasis may ensure that assessment is worth
its cost.
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ASSESSING VOCATIONAL COMPETENCIES

Michael T. McCord
Athens Technical Education Center
(formerly Assistant Professor
Institute of Higher Education
The University of Georgia)

The concept of assessment would seem
to be particularly suited to vocational educa-
tion. First usage of the word did not emerge
from an educational classroom. However, the
meaning of this term began with an important
idea for educators of all areas (Loacker,
Cromwell, & O’Brien, 1985). From the late
Latin, ad + sedere, the term came to mean sit-
ting down beside someone or sitting down to-
gether In early ‘usage, an assessor was one

soi’s pos[tlon The idea of a person sharing
with another knowledge and skills essential to
performance has Iong been at the heart of vo-
tional instructors possess occupational experi-
ence and are certified as skilled professionals
within the area they have been asked to
“share” (teach) with students, young and old,
who desire work in that area. The vogatlonal
instructor is one who has been in another per-
son’s position in business and industry and is
now sharing that knowledge and experience
by sitting down with another.

As the Ianguage has evolved and words

have taken on monetary connotations. The
focus bf thé téi'i‘i‘l has bbriie to be 6h deter;
a!Iy in dollars and cents or tnme ,gold pre-
cious items, etc. Yet it has not left the idea
that there has to be a skilled or expert judg-
ment made to determine worth after some
careful observation.

As this paper was prepared, observa-
tions were made of the instruction and the
organlzatlonalwstrucmre supporting post-se-
@:bndary vocational edication., An ini’pr’es-
ive array of complex subjects and means for
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teaching them was discovered. Equally
impressive and somewhat perplexing was the
complexity of the testing and/or evaluation
reflected in the variety of instruction en-
countered. As a forimer teacher educator, my
curiosity was aroused as to the educational
background and experience required for certi-
fication and licensing in vocational education.
1 was especially interested in how such a wide
variety of skills in this instruction would be
standardized and taught through the teacher
preparatory institutions. Upon examining the
Teacher Certification in Georgia handbook, |
was pleased to find a special set of certlf'ca-
tion requirements for the post-secondary only
V certificate series.

~ Basic to becoming a vocational instruc-
tor is being licensed by the professional board
or association which sets the standards for the
field. Included in the licensing process is the
requlrement of passing the NOCTI exam ar
propriate to each area and the TPAI (Teacher
Performance Assessment Instrument) which Is
especlally designed to assess teaching skills.
NOCTI |s the acronym for Natnonal Occupa-

proff tforgafmzatlon devoted to developmg and
validating tests for determining occupational
competency at different levels. In Georgia,
there are over 30 of these tests approved at
the post-secondary level as one measure of
occupational competency.

_ Also found was a listing of courses
available at the state’s teacher preparatory
institutions which covered desirable subjects
recommended for certification. Much to my
dismay, there was only one course at only one
institution which dealt in depth with the to-
pic of testing and measurement_techniques
appropriately applied to vocational education:



This does not mean that vocational instruc-

tors do not receive a course in test and

measurement principles. It does, however,

support a contention | shall pursue in this

paper that vocational instructors are receiving

an overemphasis on the use of a type of

measurement technique which alone is not

appropriate for assessing vocational com-

petencies. Why do | consider this important?

A conclusmn of thls paper is that the key

petencies resides in the assessment compe-

tency of the vocational instructor. For

vocational education to assure the possession

of vocational competencies by it graduates

the process of assessment must become in-

timately intertwined with teaching to the

point of being considered a special technique

of instruction. One implication of this conclu-

sion is that teacher trainers must recognize

the special nature of acquiring vocational

competencies and no longer be satisfied to

have the traditional means of tests and mea-

surement techniques thrust upon vocational

teachers as the “standard” for assessment.

This paper has the following major purposes:

1)  Examine some of the basics of assess-

ment and briefly review techniques of

assessment as they apply to vocational

competenmes

2)  Present the pros and cons of conduct-

mg assessment aCthItleS in an attempt

to spark dialogue among professionals,

and

3) Give consideration to critical questions

and accompanying tasks which may

lead to the recommendation and re-

cognition of standards for vocational

competenmes which would support

advances in the state of the art and nse

of assessment techniques in vocational

education:
Why assessment of vocational competencies?

Wentling (1980) his compared the vo-

cational educator’s means of justifying his

work to the sales technique employed by a
huckster of a cure- all medicine. The huckster
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will swear by his product, will give many ex-
amples of its success and produce testimony

from someone in the audience. However,
there is usually some question as to how
widely this product is being used and what

percentage of the users the success cases re-

salesperson becomes questionéble

If broadly considered,; this analogy is

applicable to most educators; ... : instructors

and administrators (probably a hlgher propor-

tion of the latter). Instruction is considered to

be very relevant, very reliable and effective.

Instances of successfiil former students are

of job placement resuiting from a follow-up

study (usually short term). Yet, educators

_ share a common consternation when asked to

produce solid evidence as to the success of

individual courses and programs.

,,,,, The production and use of a process for

competency assessment can facilitate com-

munication of program successes to the ap-

propriate audiences. This time of year one

appropriate audience that readily comes to

mind is the legislature. School boards and ad-

visory boards would aiso be better informed

and reassured of accurate information. Within

the institution, administrators and facuity

could better communicate. Even potential

students would be |mpressed with proper

techniques for assessing competency. Of

course, the results would yield to the em-

ployer an accurate picture of the perspective

employee possessing the traits desired.

_____An addiZional impetus to develop a bet-

ter process for assessing vocational competen-

cies emerges from several recent activities in

the state. This year the es’ablishment of a

State Board of Post-Secondary Vocational

Education has resuited in the production of

an Evaluation, Planmng and Budgeting Model

by which area institutions must conduct long

range planning. This model will provide a

statewide coordmatlon of resources and

means by which each institution will engage
in program evaluation activities. As a part of
the program evaluation activities, there will be
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an assessment,of, mstructlonal actlwtles. This

is a begmnmg for assessing vocational
competencies.

The focus of competency assessment in voca-

tional education.

‘The term ‘‘vocational competency”

almust as broad a term as student achleve-

ment or educational outcome: Just as with

these terms, it is critical to define clearly what

you are talkmg about before you try to set

about assessing it. It is important to define

the term carefully so that it may be of utility

for practical purposes of developmg assess-

ment. Just as cla55|fy|ng behavior is critical to
successful observation in traditional academic

institutions, within vocational education itis
important to classify behavior.

The same domains which Bloom et. al.
(1956) have formulated for educational a-
chievement behavior also appiy to vocational

education. The cognitive domain includes the

most basic levels of thinking, recalling of facts

as well as more complex levels such as analy-

sis, synthesis, and evaluat[on in vocational in-

struction as well as in n'adltlonal academic

instruction. Another major type of student

learning that is critical for vocational com-

petency is the interest and attitudinal area

which comes under the affective domain. This

is very much what employers classify as being

task oriented or commltted to work activities.

Perhaps the domain which holds the most
pertinence and relevance to the assessment
competency of vocational education is the
performance domain. This is made up of two
sub-domains which are psychomotor domain

(Simpson, 1966) and _perceptual domain

sub-domams relates to doing physical tasks
with the use of muscle movement and a sense
for input.

These three domams s‘hould provnde
the jOb task as well as classifying vocational
competency. The domains do help identify
individual types of competencies in learning.
It shiould be emphasized that they dre inde-
pendent. But, their value should never be
prioritized because in vocational settings it
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may be crucial that an attitudinal value is just

as important as a perfdrmance value. Most

affective component for their successful com-

pletion: For instance, a welder must be aware

of proper temperatures to use. He must use

those proper temperatures to complete his

work successfully but if he does not possess

good safety attltudes, he may not perform

ment must also be considered from an addi-

tional perspective rather than just domains of

behavior and learning. Assessment should also

be conSIdered from a point of reference;

and criterion. While undergoing instruction

and training in vocational skilis, it may be

useful to compare a student’s performance to

that of another student which is norm re-

ferericed testing. It is critical that the major

emphams for the development of competency

in vocational education be placed upon the

student reaching criteria of performance.

While traditional schemes of grading us-

ing standardized test and performance com-

petltlon are utilized in the instruction that

occurs in vocational education, this should

not be the predominant mode of assuring

competency on the part of the student. Norm

referenced testing seems to be useful if selec-

tion of the most qualified student is impor-

tant or if there is a need to determine how an

individual or group compares to others when

performing a certain task. However, when it

comes to the assurance that a student pos-

sesses a certain vocational competence, then,

another student’s evaluation has little to do

with the performance of one student. This

should be related to a predetermined

behavior, a standard or criterion of

performance which employers are expecting

new employees to exhibit:
Brief view of techniques for assessment.

‘Many ways exist to assess learning as it
occurs within vocational programs. To at-
tempt this would go beyond the scope of this
paper. For a more detailed coverage, publica-

tions by Erickson and Wentling (1976), Cross
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(1973), and Bloom, Hastings, and Madaus

(1971) are referenced. First, let us consider

the assessment of performance since it is an

activity in which all vocational educators have

participated. Prior to formal cducation, the

performance of apprentices was assessed by

master craftsmen: In tum, today, vocational

instructors have been certified in their pro-

fession. They assess student performance by

many means, sometimes |ntertwin|ng the as-

sessment spontaneously with instruction. Al-

most always, performance is assessed by first

observing and then evaluatlng the process or

the product of the act that is being perform-

ed. Providing feedback to the student usually

regards the quality or the nature of their act.

There are three basic types of assess-

ment used for performance There is 1) some

type of identification test, 2) a simulator or

work sample, and finally 3) the employerﬁs

survey. Since the employer’s survey is least

likely to be readily available to the instructor

as they are teaching, I’ll expound briefly upon

the first two. The identification test is the

most basic type of performance test. It mea-

sures an individual’s capabilities using know-

ledge and sensory input to identify materi-ls,

tools, equipment, components, and other. |ob

related items: This can be as basic as asking

students to identify wood samples or as com-

plex as asking students to identify auto parts,

their wear or deficiency, the cause of the de-

ficiency and the recommendation for repair.

The second major type of performance

test includes the simulation and work sanmyple

tests. When a work sample test is employed,

there is the administration of a control test

under the actual conditions of the work situa-

tion. Usually the students are required to use

the same procedures that would be employed

on the job. Simulation tests, however, are de-

signed to replicate the work situation by using

;peclallzed equipment or maklng modification

in existing equipment and imagine they were

on the job. In many vocational educational

laboratories a project methad of instruction

uses a form of the work sample test. In this

situation, a one-to-one relationship exists bet-

ween examiner and student. The content of

work sample and simulation tests can vary
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from very. snmple, immediate reactions to
very complex tasks such as those used in a
medical laboratory.

The category that is probably second of
importance to_use in vocational education is
that of affective behavior. Affective compe-
tency can be categorized into four areas for
assessment purposes. _interests, _attitudes;

testing the affectlve domaun is somewhat
primitive, especiailly when compared to the
technology for testing and measurement in
the performance and cognitive domain: It is
also very difficult to measure the impact of
instruction on affective behavnor, because the
effect of instruction is often long term,
possibly not being exhibited for months or
years after instruction. By exhibiting pride,
the vocational instructor may be teaching
pride in work. This is not measured or ob-
served until a student has entered the world
of work and had the opportunity to exhibit
pride which was observed and acquired:

While these difficulties are recognized,
they should not be an excuse for failure to at-
tempt_ assessing competencies. Instead they
should be considered a challenge and provide
a goal for advancing competercy assessment
within the affective domain. As an example,
within all vocational programs._there is a con-
tent area of safety which should be taken as a
common area for which standards of affective
behavior can bc established and therefore as-
sessed. This may _establish a model for as-
sessing other affective competencies in
vocational education:

There are r:her wavs of assessnng af-
fective competencies. There are generalized
and direct observations by the instructors,
interviews, questionnaires, inventories, pro-
jection technlques and unobstrusive measures,
all of which have been_employed to assess
various aspects of the affective domain. How-
ever, in vocational education we do not seek

to go into the depth of one’s personality to

measure affective competency. Therefore,

direct observation is usuzlly anpropriate. This
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involves recording while viewing a student’s

the nursing student’s reaction te a patient’s
criticism which can be obcerved and judged as
assessiment of interpersonal skills.

. _Probably the domain which has re-
ceived the most attention in vocational pro-
grams is_the assessment of cognitive compe-
tencies. The reason for this is primarily due to
the fact that performance objectives and test
items stated as cognitive skills are easier to
prepare than for other domains. It is also pre-
dominantly the traditional means by which
achievement has been judged. Consequently;
procedures and techniques for assessing cogni-
tive skills are the most highly developed and
emphasized. If vocational education is to re-
assure employers that vocational competen-

cies desired have been taught, surely it is
necessary for assessment procedures to have
evaluated the student for more than just cog-
nitive achievement. This is not to discourage
the use of cognitive tests, it is merely pointing
out that instructors should not be bound by
the tradition of putting importance on the use
of cognitive tests more than those of perfor-
mance or _ affective competencies within
vocational education.

Pros and cons of assessing vocationai
competencies.

B} Initially; it would appear that the most
important advantage in assessing vocational
competencies is to assure the employer of
wkat he is acquiring_in a student who gra-
ever, | would argue thar this is further down
the line of important reasons. In my opinion,
it would appear that the most important
reason for assessing vocational competencies
and having a process which does assess, voca-
prevement of instruction. This is to benefit
student and teacher interaction. If students
failed _to become competent, in. most cases
there has been some flaw in the instructional
process. If emphasis is given to the assessment
process; the instructor becomes attuned when
weaknesses develop. This provision of feed-
back to teachers about areas of instruction
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needing further emphasis can provide a major
means for conrtinually upgrading instruction.
Thus,_ assess~ient results can enharnce instruc-
tion. When results are returned to students, it
can be demonstrated to tne student that their
cumpetency is _growing or that their learning
is progressing. For those students who are not
progressing, a kanlédgé, of assessment results
can be a basis to establish additional or fur-
ther study.

Another advantage of using an assess-
ment process to establish competency is that
it insures quality control of instruction over
time. When standardized achievement mea-
sures are used by the instructor year round,
the results of instruments can_be compared
across the classes to determine if instruction is
consistent, O, the other hand; when criterion
referenced measures are emploved; there is a
constant flow to the student of strengths and
weaknesses. Thus; a constant recognition by
the teacher of where the student needs to up-
grade. This is cne area which could be of
greatest benefit: establish criterion reference
testing procedures for teachers to utilize in
assessing vocational competency. Levels of
competency_could be established. Rather than
comparing to other students or norms; there
would be identifying levels of competzncy.

Of couirse; consideration must be given
to what are some of the disadvantages of
assessing competencies. One of the first and
probably the most obvious (and available as
an excuse); is that by establishing criteria to
which students must strive instructors may
limit their teaching to the content or the
proverbia! “teaching to the test.” If the test is
be so terrible; however,; it may have another
effect of “minimal” instructors teaching to
the minimum criteria. Another disadvantage is

ment of learning, in general; is in its infancy
because it lacks the precision that can be
attained in the physical sciences. As already
mentioned, pro

cognitive leariing is the most advanced of all
assessment techniques: But assessment of
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affective_and performance behavior is c-ucial
to vocational education. One of the reasons
cognitive achievement is so readily utilized in
vo ;ational instruction is there are a number of
av..'ible standardized tests which have under-
gone extensive revision.

~ Another drawback is the timie assess-
ment procedures can consume. If vocational
competency is to be assessed correctly, it is
going to require both stiudent time and in-
structor time interacting in ways which may
vity. There will be a need for the instructor to
document the assessmerit process and this will
require the prepaiation of recording the as-
sessment procedure, Another and probably
final disadvantage of assessmient reiates to its
focus. If we focus too strongly in assessment
on the learning that takes place, then too
much emphasis will be on ichievemerit and
fiot on instriction. It would be cricial for as-
sessment procedures to not only indicate
when low achievenient occurs but for the
supervisor to be able to identify the reason
for the problinis.

_Regardless of the disadvaritages, the
pros for assessing competericies outweigh the
cons. Recognition of shortcomings should
provide impetus for devisirig ways of minimi-
zing their effects in the assessment of voca-
tional competency.

Critical questions about assessing competen-
cies in vocational education.

- There are several g:iestions involved in
the process of designing assessment proce-
dures for vocational competencies. Along
v.'th each question an activity is necessitated
to produce an answer and establish the credi-
bility of that answer. The first question has to
be (Q1) what shiould be the competericies ac-
quired? There are séveral meéans to ascertain
the answer to this question, but in_order for
the answers to be considered credible, there
must be an accompanying task of (T1) asses-
sing_the validity (appropriate and adequate)
of identified competencies. Upon the stu-

(Q2) what were the competencies actvally
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acquired? Here standardized tests can give us
information of the acquired knowledge. In or-
der to really ascertain whether or not we have
done a good job of measuring ihe acquired
competencies;, there must be the tagk of (T2)
testing the validity of measurement teéchni-
ques with interviews, obseivations; simula-
tions, and the use made of test results during
the student tenure in the program of study.
The next question is (Q3) how well did the
instruction work? The accompanying activity
on task is (T3) assessing the instructional
training process as it was planned and as it
was actually executed.

~ The above three questions relate to the
acquisition of the competency and to what
happen: within the local institution. However,
there is still a question of (Q4) do the gra-
duates apply their competencies? This
necessitates an accompanying task of assessing
the extent of competency_application in
actual _job/occupational performance situa-
tions. Even then, it caniiot be assumed that
we are finished with the student. We must go
on to ask the question of (Q5) how long the
competency lasts? This_necessitates the ac-
companying task of (T5) assessing the en-
situations. That is followed by the even more
broad question of (Q6) what is the

cost. Any time we seek the socioeconomic
benefit, we must take into account what it
has to be some means of ongoing cost cap-
turing procedures. At the same time; there
associated with the student’s career. The final
question brings us back to identifying compe-
tencies in the first place. Just a bit prior to
asking that question is ancther. . . {Q7) which
competencies do we need most? The accoin-
panying task is one of {T7) prioritizing voca-
tional education efforts in térms of the
relative value of competencies to the public.
If ihe market is flooded, if the technology is
changing such that our production of agricul-
tural engineers or technicians or welders or
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valued, then there must be a change in priori-

ties to de-emphasize these and to emphasize
other skills that have come into existence.

A point which needs to be considered
in determmmg an answer to what is the soclo-
economic impact goes beyond the definition
of program _success and  examines multi-
dimensional indicators of the worth of curri-
cular content. Judgment of the w.rth of a
program sheuld embrace such matters as 1)
congruence_with an individual’s career objec-
tives, 2) differences in learning style, 3) non-
vocathnal purposes, 4) psychological satisfac-
tion, 5) influence on evential educational
attainment, 6) short and long term economic
benefits to the individual, 7) social efficien-
cies in work place, 8) ablllty to fulfill the
aspirations of persons with special needs, e.g.
a_ physical handicap, and 9) the basic cost
effectiveness (Grasso and Shea, 1979).

The assessment_of vocational compe-
tency is a complex task. It will require a com-
plex appreach but it should be a straightfor-
ward approach beginning at the iop level: The
establishment this year of a State Board of
Post-Secondary Vocational Education is the
beginning of an autonomy and authority
which will allow the development of assess-
ment particularly suited to vocational educa-
tion. The guidance necessary. for local
institutions has begun in the form of an
evaluation, planning and budgeting model
(State Board of Post-Secondary Edwe<ation,
1985). This model cgntams twe phases of

eyaluatlon employer evaluatlon, _assessment
of program facilities, assessment of the equip-

ment and instructienal materials, assessment
of the instructional process and assessment of
business support. The Roard is to bé 'c'oiﬁi
a direction that will prove beneficial to the
effective deveiopment of vocational education

at the post-secondary levei in the state of

Georgia.
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_ Theére does exist a need for estabiishing
standards by which efforts to measuie voca-
tional competencies should seem _to measure
what they purport to measure; that is, they
should have face validity. Within psycna-
metric circles, face validity is often accused of
having a detrimental impact because it a-
rouses a response set of faking tendencies.
However, within vocational cducation if a
measire does not have substaatial face valid-
ity to thé in-tructor and to the employer,
theri it will not receive credibility. Given the
basic_politics and purposes of assessing voca-
tional competency, face validity is necessary
for assessment to be taken seriously. . . even if
on pyschometric grouinds it is not sufficient.

A second standard is that vecational
competency assessment must have a_ generic
component a’pph’cab’lé to different levels
standard encourages assessment procedures
that are individually suited for each field, this
standard establishes the necessity of bringing
together some convergence; consistency; or
uniform quality that can be expected of all
graduates from vocational education institu-
ti. ns. Here again the State Board is to be
conimended. The work of the Standards
Committec /1986) has already recognized two
categories of program standards; those which
apply specific occupational programs and
generic standards which apply to all programs.
Under the definition of generic standards this
committee has indicated components should
be the basic skills of communication, compu-
tational, and employability skills, each of
which should include pertinent compuver
literacy skills.

“A third standard for the measure of
vacational competency is that they should be
based on crizeria that are public. Thus, differ-
ent evaluatcrs will make approximately the
same assessment of the same student’s perfor-
mance. What is referrad tc here is thie rieces-
sity that criteria be established sn which
observers can agree but a2t the same_time
should also be very explicit and should be
known in advance. Students should bave ac-
cess to the criteria towards which they are
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developing: When these criteria are public,

then the assessment can be questloned by

in a
stralghtforward fashion that dampens any
suspicions of favoritisra or futility.

A fourth standwd is that measures
should have educational *alicuty. The assess-
ment procedure should be able to demun-
strate that students at the end of the program
will score higher than themselves or other
students when begl,mmg the program. While
this seems obvious, it is often_neglected and
treated casually in practice. It implies several
things, one of which is that there will be a
careful coordination between currizulum_de-
sign and the assessment of competence. This
standard would emphasize an importance of
criterion_referenced rather than standardized
testing. This would ri:an that most iradition-
al measures of ability are not very useful asa
comprehensive measure of vocational compe-
tency.

The fifth standard that | would impose
upon assessment. of vocational competence is
that they should be demonstrably relevant to
performance after graduation: Here the issue
is not so much as to whether the assessment is
relevant but_the basis for claiming relevancy
and the kind of evidence brought forward to
back up the claim: Accompanying these re-
commended standards should be activities to
support assessment in the form of systematic
attempts to advance a technology of assessing
vocational competency._ | understand current-
ly a test bank is being developed for all voca-
tnéﬁal/ébéuiiatlﬁhd! areas by the V'[EC pro-
Association. While this is comme dable,
inherent within thesc standards is the recom-
mendation that assessment procedures in
vocational programs be extended and go
beyond cognitive learning. An implication
wouid be that vocational instructors will need
to expand their knowledge of performance
and affective assessment techriques through
formal and informal starf development
activity.

A final ieé6ﬁiﬁiéﬁdéﬁéﬁ is that iﬁéié
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ques to supplement the assessment of compe-
tency beyond the student’s tenure: Evaluative
techniques such as a icng term follow-up
study, employer surveys and advusory com-
The results of these assessment efforts should
be used to facilitate the understanding and
carrection of prograr deficiencies on the part
of instructors and administrztors.

- In closing, | would assert that the
developrient and definition of assessment has
preceded along lines through history to a
point where for vocational educators it means
mnore than evsr a sitting down together with
the learner (o assure the acquisition of skills
for a bright future filled with opportunity.
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STATEWIDE NEEDS ASSESSMENT FOR HEALTH PERSONNEL

~_ Libby V. Morris
Institute of Higher Education
The University of Georgia

__ | am pleased to be able to present to you
this afternoon an overview of the "Statewide
Needs Assessiment for Health Personnel”
currently being conducted by Dr. Cameron
Fincher and myself at the Institute of Higher
Education. This study is funded by the
Georgia Student Finance Authority; the
agency which awards the service caricelable
loans to students in the health professions.
First, | would like to give a very broad and
general description of the health care delivery
system in the United States and Georgia, and
ther | would like to touch upon thie major
pnints of this study within that context.

~ Health care in the United States is a major
bisiness and a national concern. In 1982
health care expenditures totaled 322.4 billion

climbed to 1.5 million in 1982. At the same
time hospital employment tripled growing by
5.1 percent per year to three million jobs.
Even in 1979-82, when total employment was
virtually unchanged, empleyment in health
occupations continued to grow.

This tremendous growth was the result of
Private medical insurance

many factors.
The federal government in 1965 introduced
Medicare and Medicaid to reach the indigent,
disabled and elderly. Technological advances
soared creating job operiings for previously
unheard of technicians and technologists.

_ During the 1960s and 70s, accompanying
this growth in emplcyment and technology
was an expansion of facilities. In 1873 there
were 178 hospitals in the United States. In
1980 that number had grown to_over 7000
hospitals nationwide. In Georgia alone in

1983 there were 191 general hospitals with
33,468 beds and over one million admissions.
Added to this extensive delivery system
was Georgia’s 326 nursing homes with 33,730
beds witl: a 94.9 percent occupancy rate.

These impressive _ growth  statistics
represent a technologically advanced system
of health care with equally startling health
care costs. Conseguently, there has ensued a
lively debate and mixed reactions as to how
to contain health care costs and deliver health
care services. Several of thke reactions to
contain health care costs are as follows:

1. Frospective Reimbursement Plan

The prospective reimbursement plan is the
federal government’s plan for holding
Medicare costs down by reimbursing
hospitals at a fixed rate for 468 defined
diagnostic groupings.

2. Health Maintenance Organizations (HMO)

HMOs are designed to control costs and to
emphasize good health habits. HMOs
contract with an enrolled population for
physician and hospital services at a fixed,
prepaid rate. Metro Atlanta has six HMOs
with an esiimated 180,000 members.

PPOs are one of the newest _concepts to

control health care costs. In PPOs, a large

business contracts with certain doctors

and hospitals to provide health care

service to its_employees at a reduced fee
for service. The fees may be as much as

15-20 percent below the usual and cus-

tomary charge.

Some of the delivery system changes have
included the entry of “for-profit” hospitals
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men: of bnth,mg,;enters mobile dlagngstlc
units; home health care agencies and free-
standing emergency centers.

In one year, 1982; freestanding emer-
gency centers |nc;eased from _260 to 600,
and the National Association of Freestanding
Emergency __Centers (NAFEC) currently
estimates 1800 such centers. It is predicted
that there will be 4500 by 1990. Atlanta
currently has 23 centérs; all privately owned
and for profit.

ever, ,|s,m, ogtpatlent ser,vmes _In 19,93
Georgia had 70 home health agencies serving
all 159 counties with services ranging from
professional health care such as physical
therapy to housekeeping aid. A drive along
any major street will reflect the proliferation
of durable medical goods and services in the
homie health care market.

This_brief description of the medical
marketplace is not to imply that the pro-
liferation of services has reached every corner
of Georgia or that competition has spurred
sharp declines in health care costs. For
example, “less than 10 percent of Georgia‘s
physicians _practice in non-metropolitan
areas.” Additionally, there are 14 counties in
Georgia wherc the primary care providers do
riot accept Medicare or Medicaid. Also, in
1984 health care expenditures climbed to 366
billion dollars, surpassing defense, education,
food and beverage, consumer goods, financial
institutions and agriculture.

_ These descriptions are illustrative but not
exhaustive of _changes in the hezith care
system in the 1980s; yet, as a result of these
and other measures; hospital stays are shorter
and utilization is down. Last year; one in
three hospital beds was vacant at any one
time; and as a result, hospitals cut 73,000
employees from their staffs. The questions
then are: H6W Wlll these t:h'ah"gES in the

demand of professionals? What do these
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changes mean to our educational system--its
applicants, enroliments, its growth or demise
in certain arsas?

dehverv end of healtis care; changes were also
happemng in the supply end of educatlon

and 1980 from 335 ;000 to 1. 2 million:
During that time, training programs shifted in
type and location: university
programs at the baccalaureate level grew from

195 to 368. Associate degree programs s grew

frem 18 in 1955-56 to 707 programs in

1980-81. The traditional training programs

for nurses, the hospital-based dlploma pro-
grams, decreased from 967 to 311 in 1980-81.

descrlptlon, the health field is changmg, and
at the center of this change are the educa-
tional programs, the patients, and the heaith
care ii’rofés.,lbtials _For without patlents
there is no demand for health care services,
and_without an educated and ready supply of
professionals, expressed demand cannot be
met.

1t is the study of supply and demand in
Georgia that is being conducted by the
Institute of Higher Education. The ok jectives
of the study are as follows:

1. to survey the educational and training

programs for health professionals in

Georgia-their growth, availability and
productivity;

2. to inventory the traditional and emerging

sites of employment for health pro-
fessionals in Georgia;

3. to assess Georgia’s current supply and

overall rieed for professionally trained

personnel in the health care field;

4. to project the future supply and future

demand fur health care professionals in
Georgia;
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5. to assess how supply and demand might
be brought into balance through assis-
tance to students through service can-
celable loans;

6. to make recommendations concerning the
education of health related ﬁéi‘Sﬁhhel and
the way in which public resources might
better be used to improve health care in
Georgia.

__This study began in the Fall of 1985 and
will be completed Fall, 1986. Under consid-
eration are approximately 225 careers
including dentistry, nursing, pharmacy, respi-
ratory therapy, occupational and physical
therapy, surgical technology and podiatry, to
name a few.

 Rather than describe manpower method-
ologies and instrumentation for this study, |
would like to review the study by addressing

Supply

Supply can be defined in many ways but
generz'" refers to the actual head count of
persons actively working in a field. Supply
can be influenced by a number of variables
that are difficult to measure: inmigration
(i.e., the number of eligible workers moving
into the state); outmigration (i.e., the number
of eligible workers leaving the state); part-
time workers; cross-over workers (i.e., health
care workers of one occupational type per-
forming the service of another occupational
type); licensuie status for an occupation; the
educational systems’ output in the form of
students and gradiiates; and the demographics
of the current supply.

To ~ddress the problem of establishing the
current supply in Georgia, it is possible to go
to a number of sources, but as will be guickly
seen, each data source has its problems.

1. State Examining Boards

The state examining boards regulate the
practice of certain occupations in Georgia
through an examination and licensure
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process. Thirteen of the occupations
under consideration are regulated throigh

for re-licensure. ~The problem with this
measure of supply can be stated by the
phrase “once licensed, always licensed.”
The State Boards do not regularly, if at
all; collect information on the practice
status or location of those persons holding
licenses. As a result, the supply according
to licensure status is greatly overstated in
most cases.

Educational Programs

Educational and training programs are, of
course, the major source of supply. To
determine the nimber added to the
potential supply each year by the educa-
tional programs, all of the training
programs in the state will be surveyed as
to their program’s productivity (i.e.,
capacity, number of applicarts by
program, number accepted, number
enrolled, number graduated). The schools
will _also be surveyed for plans of re-
duction, _expansion; elimination or
addition of programs. _

For the University System, this process
will be more easily accomplished by re-
ferring to the data on programs and
students at the Board of Regents. More
difficulty attends securing the same infor-
proprietary schools; vocational-technical
schools, and hospital programs in Georgia.
For example, therée are curreritly 14
hospitals in Georgia offering one or more
health professions programs accredited by
the American Medical Association’s
Committee on_ Allied Health Education
and Accreditation. There are also other
programs in Georgia not accredited by a
recognized accrediting body, but these
programs, too; add to the supply.
Developing a comprehensive list of who
teaches what, where, to whom in Georgia
Professional

National and  State

Associations



38

Supply may also be addressed through
contact with the national and state pro-
fessional associations. Those older, more
traditional, occupations have stronger
professional associations with more cur-
rent and reliable data on »rSgrams and
students. The newer occupatlons often
have very short training perfods, multiple
unaccredited programs and very little
data. Even with the older professional
associations, supply is usually addressed
according to educational supply rather
than working supply. As we all know,
everyone educated in an occupation does
not choose to work in that occupation.
For example, some authoritites in nursing
estimate a 30 percent attrition from that
field.

Since many of the occupations included
in this study are classified as Allied
Health, and are relauvely new on the
health scene, even less is known about
their graduates, attrition, employment
and productivity. In fact, sixteen of the
twenty-four occupational areas for which
the Committee on Allied Health Edu-
cation and Accreditation (CAHEA) ac-
credits programs have been added since
1968.

State and Federal Agencies

Lastly, for supply estimates the state and
federal agencies may be consulted. One
may. turn to the Georgia Departmernt of
Labor, although that agency has not been
funded since 1982 to conduct specific
“manpower’’ studies by occupation. One
may also go to the Federa! Bureau of
Herlt': Professions and consult their
reports which, of course, have z consider-
able time !ag in their data. The State
Heal¢h Planning Agency also may be con-
tacted for information on facilities and
distribution of high technology equip-
ment; however, personnel dnstnbution,
especnally in aliled health, (i.e., work-
force studies) is not a major priority for
that agency.

Morris

In summary, overall provider to popu-
Iat:on supply m Georgla |s not easnly deter-

institutional maldlstnbutgon of personnel and
areas r shortages are added to the concerns
being addressed. Even with these problems,
supply can and must be established to enable
our educational programs and funding
agencies to have the information they need to
make sound decisions about resource
allocation.

Demand

Demand refers to those health care
services a population requires, uses, and/or is
willing to pay for over timeé. Démand can be
assessed by such measures as manpower to
populatlon ratlos, need-based f‘ igures,
ment estlmates Manﬁy 7factors ‘once the
methodological approach is selected, then act
on demand: the age of the population; the
mcome and educatlonal Ievel of the target
accessgblllty of health services. ,,lnﬁGeorgla,, we
find_that in urban counties, 13.6 percent of
the population fill below the federally-
defined poverty level. [In rural areas, the
percentage is significantly higher at 22.3
percenit. The economic difference in the
population affects ’dei’:ain’d in_ i"uril \?éiStiS
urban counties. '’Need” may
but the economics of poverty create a
different "’demand” for sérvices.

To determine demand as defined by
employment a survey w:II be made pf
njtles’ Jncluded in the survey wgll ,be all of
the states nursmg homes, hospltals home
p,nv,aﬁte offic ices, chmcs and laboratories. ,Qne
of the larger tasks is to identify all of the
users or employers of health personnel.

The employment survey will seek to

|dent|fy current levels of employment; vacan-
cies, turnover rates and the plans for addition
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and deletion of health services. This infor-

matlon W|II be combmed with data collected
Annual Hospital Survey and the Ambulatory
Surgical Services Questionnaire. Establishing
demand is crucial to any workforce study, for
educating individuals in jobs that are over-
supplied and in decline is too costly in federal
and state dollars, too costly in university and
college resources and too costly in human
time.

‘Future Supply and Demand

The third area of concern is the future
supply and demand of health care prof-
fessionals. The future supply and demand
will be established by con5|dermg several
variables:  current trends in supply and
demand, current and projected population
data for the state, technological advances and

changes and the prof‘ le of Georgia’s future.
Between 1980 and 1984, Georgia was the

third fastest growing state in the nation and

over half of that growth was attributed to
inmigration, Between 1980 and 2000,
Georgia is predicted to add two_millicn more
people to its population. Currently, over 10
percent of Georglas population is over 65,
and that percent is expected to increase
rapidly as Georgia becomes the second fastest
growing retirement state in the South. This
projected growth in the population in Georgiz
dlong with its concurrent aging will make new
demands on Georgia’s health care system and
its educational programs.

If Georgia is to meet the health care
requirements of its citizens in the future, it
must kriow where it stands today, where it
wishes to go in the future, and how she will
get there. We hope this study will provide
answers to some of those questions and will
be of help on the way to the future.
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~ ASSESSING THE NEW STANDARDS FOR
HIGH SCHOOL GRADUATION AND COLLEGE ADMISSIONS

Nathaniel Pugh, Jr.
) Assistant to the President
' Georgia Southern College

introduction

~ Good afternoon, it’s an honor to share
with you my thoughts on assessment of high
school graduation requirements and new
college admissions standards.

 There is a concern in the nation by the
public with the quality of education received
by students who graduate from our public
hlgh schools and the academlc preparedness

universities and colleges.

in 1976 [1], Peter W. brought action
against a Sar: Francisco school district in the
Superior Court claiming negligence and inten-
tional misrepresentation which deprived him
of basic academic skills. He alleged he was
able to read at only the fifth grade level when
he graduated, and this was not adequate to
enable him to enter the world of work. Two
years later [2] a student brought action
against a New York school district to recover
$5,000,000.00 damages for his academic
deficiencies. He claimed he was permitted to
graduate although he had failed several
subjects and lacked basic reading and writing
skills.

While these suits were not successful
for the plaintiffs, the accusations of poor
publ;c school performance were well reported
by the media. Public schools are being asked
by the public to account for the quality of
their products, Thus, the significance of grad-
uation requirements come into focus. Gradua-
tion, as the capstone of secondary education
logically should reflect some central priorities
of schooling.

At a public hearing on excellence in
education [3], Dr. Gary Jones cited some
rather interesting data regarding the academic
preparedness of American youth who are
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being ;dmiﬁed to our postsecondary institu-
tions, he stzted:

A study done at the University of
California found that between 1977
and 1980 only half of 50,000 students
could demonstrate regdmg and writing
skills necessary for college level courses.
At Kent State University, 25 percent of
entering freshmen left school after two
years of below average work.

Georgia’s 33 institutions of higher
education spent more than six million
dollars in 1981 on remedial training. At
Ohio State Umversuty, 42 percent of
entermg freshmen in 1981 were requir-
ed to take at least one remedial course
in English or mathematics. Ohio’s total
remedial bill in 1981 was in excess of
10 million dollars.

170, OOQ smdems reqmred speg;al heip and
remedial education at a cost of 33 million dol-
lars annually.

~ You will note that this problem is not
confined to any one region of the United
States. Many observers feel the problem lies
with _a decade-long decline in postsecondary
standards. Rather than engage in the over-
used technique of “pointing the finger” at the
the other sectors of education, namely,
secondary and presecondary, | believe and
support the second recommendation of the
National Commission on Excellence in
Education’s report, “A Nation at Risk: The
Imperative for Educational Reform”, that
stated:

“We recommend that schoois, colleges,
and universities adopt more rigorous and
measurable standards, and higher
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expectations for academic performance
and student conduct, and that four-year
colleges and universities raise their
requirements for admission. This will
help students do their best educationally
with challenging materials in an environ-
ment that supports learning and authentic
accomplishment.” (1983, p. 27)

Assessing The New Standards For High
School Graduation

Until about 1976, the two standards
mandated for high school graduation were
attendance and credit requirements in a
variety of specified and unspecified courses.

Beginning in the mid-seventies, the use of
an additional or new standard was imposed by
states for high school graduation to assess
academic performance based upon verified
competencies.

~ Two of the three standards for high
school graduation that have been reviewed
recently in the literature are credit and course
requirements and the level of academic per-
formance.

__A national survey [4] of states revealed a
reqiiired for graduation. For example, four
states had no requirements; one state required
only a one-semester course in government;
and one state required only one year of study
in history/government. One state required 16
units, but did not specify the units. Most
states required credit in the areas of English,
mathematics, and science.  The modes for
these subject areas were: English; 25 states
required more than three units; mathematics,
23 states required one unit; and science, 27
states required one unit. Eighteen states
reported that changes in graduation require-
ments were under consideration. Twenty-one
states indicated that minimum competency
tests were required for graduation. Many

minimum_competency test requirements
without state mandate.

. The gradu'aﬁon req’uiremenis in the State
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of Georgia mandates attendance, earn at least
21 Carnegie units of credit, with a total of 13
Carnegie units that must be taken in the core
curriculum; English language arts 4, mathe-
matics 2, science 2, social studies 3, American
studies area 1, health, safety and physical
education 1, computer technology and/or fine
arts and/or vocational education and locally
Georgia High School Basic Skills tests. The
high school graduation requirements in the
State of Georgia are consistent with most
states.

~ The major policy issues that will be used
to assess high school graduation requirements
are: legal, psychometric and educational.

The Legal issues

~The impleraentation of Florida’s Edu-
cational Accountability Act of 1976 resulted
in a class action suit that has become a pre-
cedent setting case known as Debra P. v.
Turlington [5]. The suit alleged that the
testing program violated the Fourteenth
Amendment on four counts, namely that: (1)
the test was culturally biased, (2) implemen-
tation of the program denied diplomas with-
out sufficient notice in time to prepare for
the examination, and (3) the testing program
was a device for resegregating Florida’s public
schools since those failing the test were placed
in remedial classes that tended to contain
more blacks than whites, (4) the test may
have covered matters not taught in the
schools of the State. '

filed a suite known as Wells v. Banks, to
enjoin the Tattnall County School District
from imposing the minimum competency test
as a prerequisite for graduation. The Georgia
Court of Appeals upheld the school district’s
right to promulgate policy reasonably related
to the state’s interest in educating youth [6].

__Following this lawsuit in another case in
Tattnall County, Anderson v. Banks, a
Georgia court ruled that the diploma policy,
per se, did not violate the Fourteenth
Amendment on the basis of racial
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discrimination. However, considering the past
de jure history of a segregated system; and an
unfair tracking system which perpetuated it,
the discriminatory impact of the policy did
violate the plaintiff’s constitutional rights.
However, the diploma policy cannot be con-
stitutionally imposed on those who attended
classes in the dual system.

A review of the literature on legal issues
and the use of minimum competency tests to
satisfy graduation requirements indicate that
there_are five major_legal problems that states
and lccal school districts could face; they
are: educational malpractice, racial discrim-
ination, adequate prior notice; the match
between the test and instruction, and the
psychometric properties of the tests.

Psychometric Issues

Minimum competency tests used by most
states have established standards of perfor-
mance that use criterion-referenced tests.
Criterion-referenced means that the student’s
performance is measured by his or her
mastery of certain skills or subject matter
rather than by comparison_ with the perfor-
mance of other students taking the same or
comparable tests.

_ The setting of standards for mandated
minimal competency requirements is one of
the more important and controversial pro-
commumty, and it has speclal salience for
measurement specialists.

A,Stzihda"rd,of,téii is assumed to have been
established ~ - then is used as the §t§’rtmg
should be classified above or below the
standard. With some exceptions [7,8] little
attention has been dirécted to the questions
of where the standards come from, who
éStzibInéh’éd thém, and what procedures are

,Baslc,Skllls Test was a modnfﬁed
The modifi-

School
Angoff/Nedelsky procedure.

N9

=J
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cation was recommended by Jaeger of the

University of North Carolina at Greensboro:

In the literature five models are used as

methods to establish standards of perfor-
marnce for minimum competency tests. The
models are: judgmental, combmatlonal
empirical, bayesian and decision theoretic.

There are seven major procedures that com-

prise judgmental models (Nedelsky, modified

Nedelskly, Angoff, modified Angoff, Ebel and
Jaeger).

These five major procedures that are used

to set standards of performance are des<cribed

as continuum rather than state models. The

basic difference between these models has to

do with the underlying assumptlon made

about ability. Continuum models view ability

as continuously distributed attributes with

upper and lower boundaries and an individ-

ual’s performance established at some point
on a continuum. State models view abilities
as an all or none proposition, either you can

do something or you cannot.

For minimum competency tests standards

are set arbitrarily and without some regard for

consequences that could have the potential to

do great harm. Therefore, the denial of a high

school diploma because a student fails to

reach the cutoff point of an examination not

only Iabels the person as a failure but may

is irrelevant.

the
Holding back a studen:i because of poor test
performance or on any other basis, must be
judged in terms of the likely consequences:

Educational Issues

Given this issue, | am concerned with fair-
ness, validity and the relationship between
increased  graduation

requirements
academic performance.

and

In judging the fairness of minimum com-
petency testing to assess the standard of per-
formance for graduation requirements, the
match between the test and what is actually
taught is of particular |mportance It is my

belief that faimess requires that a school’s
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cutricilum and instruction be matched in
some way with whatever is later measured by
the test. The test would be unfair if it
measured what thu school never taught.
~ McClung [9,10] suggested that tradi-
tional notions of content validit; should be
expanded to include the concept of "instruc-
tional valndlty" In other words, the validity
of a minimum competency test should be
established in part by examining the relation-
ship between test items and instruction
actually received by students. If a test
measures outcomes never taught in school, it
may violate substantial due process because
the schoo! rather than the students is at fault
and the students are being punished without
beinig personally guilty.

Curriculum validity is a measure of how
well test items represent the objectives of
curriculum to which the test-takers have been
exposed. Even if the curriculum objectives
for the school correspond with the compe-
tency test objectives, there must be some
measure of whether or not the school
district’s stated objectlves were translated into
topics actually taught in the district’s class-
rooms. If test items do not reflect actual
content of instructiun, then the competency

test should not be used as a high school gradu-
ation requirement for individual students.

Ferratier and Helmick [11] report that:

. ... .there is no evidence that increasing
graduation requirements affects student
academic performance. In fact, there is
some evidence to the contrary. State of
llinois and rational data show that there

is a weak or inconsistent relationship -

between graduation requirements and
student achievement. This is a most dis-
tiirbing finding since it is counter to most
conventional wisdom. Nationally [12],
there is evidence that schiool districts with
higher achievement have fewer graduation
requirements, while districts with lower
achievement levels tend to use higher
education requirements, probably in an
effort to raise achievement.

Pugh

Assessing College Admissions

Standards

The concern for the increasing number of

underprepared students now entering college

and the precipitous increase in the numbers of

students involved in remediation at the

college level have prompted national studies

and actions by individual states to address the

problem:. Some states have enacted legislation

or adopted state policies reqt.lrmg mstltqtlons

and state agencies to raise admission

standards:

In the last five years, six surveys of admls-

sion standards at public colleges and universi-

ties have been published [13,14,15, 16717

18.] Four of the surveys are national in

scope; two are for states in the South or West.

__The most recent national survey was con-

This survey revealed that twenty-six smtes

have no statewide admission standards and

tWenty-four states reported havmg statewnde

these states the institutions of higher educa-

tion are not allowed to exceed state require-

ments, while eleven states allow individual

institutions the authority to impose more

stringent admission standards:

What kinds of new statewide admission

standards are being used? ln 1984-85, nine

entering public go!lﬁegﬁesfandﬁ universities have a
high school diploma or its equivalent. Of

these nine states, seven (ldaho, Kansas,

Louisiany, Montana, Nebraska, North Dakota

and Wyoming) did not allow iridnvnduai

institutions to impose additional require-

ments, making these siate systems, in efiect,

open_ admussnpn systems. Two states (Kén-

tucky and Ohio) permlt their institutions the

opportunity to impose stricter starndards.

Eight states require entering freshmen to

present satisfactory scores on college
admission tests. Test scores are the only
requirement for admission to Mississippi‘s
public university system.  Applicants to
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must present a minimum high school GPA as

well as satisfactory test scores; while students

in Arizona, Georgia, Oklahoma, Oregon,

South; Dakota, and West Virginia can be

admitted on the basis of their GPA’s or

another criterion, such as class rank or pre-

dicted performance, if their test scores are

below the minimum required.

In addition to Mississippi, seven states use
only one criterion for admission. The sLngLe

criterion used by these states are: minimum

GPA (Nevada and Maryland), class rank

(lowa), high school coursework requirements

(New Jersey and Wisconsin), and a sliding

scale model (Massachusetts and California).

Current regular admission standards for

in-state students to be a member mstltutlon

of the University System of Georgia are a

minimum GPA on academic work of 1.8 or a

250 verbal SAT score or a 280 quantitative

SAT score. Entering freshmen scoring below

330 on the verbal SAT or below 330 on the

qualitative SAT will be given the Regents

Basic Skills examination to determine

whether developmental studies shall be

required prior to entry into regularr college-

credit courses. Specific institutions of the

system 7may require higher levels of perfor-

mance requirements and;jor additional testing:

The University System of Georgia is one

of eleven staiewide systems that have

established statewide minimum standards

Others are

with institutional discretion:

Arizona, Florida, Kentucky, Maryland,

Massachusetts MISSISSIppI, N W ]ersey, ©Ohio,

The type

of statewide admission standard in use in the

State of Georgia as of 1984-1985 was a

minimum GPA or test scores. Only five other

states besnde Georgia use this type of smte-

Oklahoma, Oregon, South Dakota, and West

Virginia.

In light of extensive discussion about the

inadequate academic preparatlon of students

entering college today, it is interesting to note

that only five states (California, Florida,

Massachusetts, New Jersey, and Wisconsin)

required a prescrlbed pattern of high school

coursework as an entrance requirement for

their public colleges and universitites in

198485. The University System of Georgia

will join these ranks in the fall of 1988; Four

more states (lllinois, Kansas, Ohio, and

Montana) recommended a minimum curric-

ulum for entering freshmen. Twelve states,

however, are moving to either recommend or

require the adoption of high school curricu-

lum standards.

What are the trends in the new admission

standards or policies? During the period

1982-1985, snxteen states have enacted or are

proposing more stringent statewide admission

Ten states reported no antici-

standards.

pated changes in their admission standards.

Two of these states (Kansas and North

Pakota) chose to retain their open admission

policies after careful study.

In_the sixteen states making changes, the

new or proposed standards involve either

imposing fourteen states or strengthening two

states a prescribed pattern of high school

coursework for entering freshmen. Two of

these states also recently raised the minimum

test scores (Florida) and minimum grade

point average (Oregon) required for

adinission, and two states (Arizona and

Idaho) will require students to complete their

prescribed high school courses with a
minimum GPA of 2.0:

Statewide admission models most fre-

quently incorporate three major criteria: high

scheol rank, high school grade point average,

and a smndardlzed test score. In addition

these criteria can be used to develop two

additional methods for admission; they are

the sliding scale and predicted performance

models. Breland [19] developed five state-

wide acmissions models and he assessed their

|mpacts upon three racial groups.
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Table 1
SUMMARY TABLE FOR FIVE MODELS
OF STATEWIDE ADMISSIONS POL 'CIES

Perce.itage Eligible by Group Differential Impact

Models/Minimum Blacks Hispanics  Whites Blacks  Hispanics

1. Single Index
Rank in top 2/5 56 64 71 12 7
GPA:-2.75 52 65 72 20 7
SAT - 800 27 - 43 73 48 30
2. Multiple Index
Top 2/5 and SAT 500 56 65 72 10 7
Top 2/5 and SAT 600 46 50 7 25 12
GPA - 2.50 and SAT 700 37 55 77 40 22
Top 3/5 and SAT 800 27 43 72 20 29
GPA 26 42 72 40 30
3. Either-Or Model
Top 2/5 or SAT 1100 60 67 74 15 7

o0 |

Top 2/5 or SAT 1000 60 66 76 16

GPA 3.0 or SAT 200 43 61 73 30 12

Top 1/5 or SAT 800 45 57 75 30 22
4. Siiding Szale Model2 45 59 75 29 16
5. Predicted Performance3

Sample Inst. A 40 60 72 32 12

Sample Inst. B 37 58 72 35 14

Source: Excerpted from Hunter M. Ereland, An Examination of State University and Collége
Admissions Policies. Research Report 85-3. Princeton, MN.}.; Educational Testing Szrvice,

1985.
50
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Notes:

1.

The comparisons in the table reflect
situations where about three-fourths of
white students are eligible, which is_a
commor level of selectivity among public
universities and colleges.

Sliding scales typically emphasize high
school rank or GPA at the higher ability
levels, with either no test score require-
ment or with a relativ: _low test score
minimum at the higher ability levels. Five
different sliding scales were examined in
the Breland study. The sliding scale pre-
sented here represents the same level of
selectivity as other examples in their
table; In this sliding scale; all students in
the upper tenth of their high school class
mark are eligible: There is no test score
requirement for stu-lents at this level or
rank: Students in ihe second tenth are
required to have an SAT combined scores
(verbal plus math) of at least 800;
students in the second fifth, 700; students
in the third fifth, 900; students in the
fourth fifth, 1100; and students in the iast
fifth; 1300.

Predicted performance ~models use a
record and test scores to predict college
freshman GPA. For the anaiyses reported
here; = weighted _combinations of high
school GPA and SAT combined scores
(Véfb:a] plus li'idﬂj) were used. Students
predicted to attain freshman GPA’s of at
least 2.60 were considered eligible. Ten
sample institutions, all sate universities
and representing a range of aclivities, were
eéxamined in the Breland study. Sample
institutions A and B presented here
represent the same level of selectivity as
other examples in this table.

Conclusion

In conclusion, this development of new

standards for high school graduation and
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college admissions are undergoing rapid

change.

These changes will have differential

impacts upon secondary and postsecondary
institutions, students and educational pro-

grams.

It is not clear whether oF not these

changes in_standards will improve the edu-
cation quality of our students.
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_ NEEDSASSESSMENT
IN VOCATIONAL TECHNICAL EDUCATION

_ Kenneth R, Allen
Georgia State University

. ‘Needs assessment and documentation
have bizcome a prevalent practice for voca-
tional technical schools and programs in re-
cent years. Since the 1976 Amendments to
the Vocational Education Act of 1963, there
has been _increased emphasis on program
accountability and reeds assessments have
been utilized in the data gathering praocess for
numerous types of evaluations. ‘

 This discussion will focus on current
needs aseessment issuies in the State of Geor-
gia in_vocational technical education. The
formation so that the needs assessment pro-
cess may beé placed in perspactive.

Purpases of Post-Secondary Vocational Tech-
nicz! Education

A primary objective of technical and
occupational education_in Georgia is to pro-
mote economic development within _the
State. This is accomplished basically in three
ways:

1. iiy, prdviding a ,B'asi’c work force
whiich is technically competent.

2. By condicting specialized start-up
training for new and expanding
industries.

3. By conducting short term_ training
in almost any occupational area on
an as needed basis.

) A second objective is to serve as a link
between schooling and work. That is, to pro-
vide the post-high school age person with the
opportunity for training in the occupational
area of their choice.
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A third objective is to provide an op-
portunity for continuing education opportu-
nities of an occupational nature for the over-
all community served by the school.

Issues in Technical Education

~ There are several big issues which are
affecting the Vocavional Technical Education
System in Georgia at the present time. These
are:

~ Creation of a State Board of Postse-
condary Vocational Ediucation = On july 1,
1985, Goverrior Joe Frank Harris appointed a
State Board specifically to oversee the Post-
secondary Technical Schiools in Georgia. The
transition from State School Board control to
Postsecondary Board is a development of
superordinate importance to any other issue
in the technical education community at the
present time. This new board; which is com-
prised aimost entirely of business and indus-
trial leaders; is especially conscious of the
need to pian and evaluate decisions based on
accurate needs assessment information.

_ Associate Degree Programs — The con-
version of six schiools in the system to Asso-
ciate Degree status with the attendant move
cation Institutions to the Commission on
Colleges of SACS is a continuing area of con-
cern to many in the Vo-Tech System as well
as the University System.
as college level institutions is an area of needs
assessmernt that miist be addressed.

High Technology — The potential im-
pact of technology on employment, and its



is still only partlally understood. While the

schools have conducted a great deal of siudy

on analysis of this problem, a continuing =f-

fort combining the rzsources of business and

industry with those of education will be

needed to keep programs responsive to needs.
Sources of Needs Assessment Data

We at Georgia State University have

been involved in the collection of needs as-

sessment data for use by state level decision

makers for the past several months. Data of

this type comes from a variety of sources:
Key pieces of information which facilitate the

needs assessment and subsequent decision

making process in technical education are:

State and Federal Department of Labor

and Bureau of Labor Statistics Data — This

information is the most current source of

labor supply and demand information.

age, educational level, and current occupation

which can be connected to substate and

localized information. It is commonly used to

generate a trend analysis of a spemf ic geo-

graphical location:

~ Area  Planning_ and Béﬁéiéf)iﬁéﬁi

State of Georgia generate an enormous a-

mount of information each year on_the

demographic and economic trends in their

area. This data is of enormous importance in

planning for technical programs. The APDC'’s

are extremely important in movnﬁng from state

level to more localized projections.

Leadership Forums — Perhaps the

single most important data collectlon tool in

the needs assessment process is the gathering

of first hand mformatlon from local employ-

every two years a series of “l:.eadershlp For-

ums” |s conducted by the Postsecondary

Board in concert with the local schools and
the Area Planning and Development

ey
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Commission. In these meetings the local

communities have the opportunity to offer

direct input into the decision making process.

Survey Data from Local Schools — Re-

cently each technical school in Georgia has

been called upon by the State Board to

conduct a local community needs assessment.

$hould this program be successful it will pro-

vide the primary data collection methodology

in the future.

Other Sources — Data from several

other sources is also important, such as the

Department of lndustry and Trade Summary

of new plant openings and closings as well as

their manufacturers and industry directory.

The Management Information System of the

Georgia Department of Education provides

data on program enroliment and placement
status.

A somewhat obvious source of data

that is often overlooked for determining cm-

ployment trends is the ““Help Wanted” section

of the classified ads of local newspapers.
Purposes of Needs Assessment

The purpose of a needs assessment is to

current facts or trends ccmpared to a set of

predeterrhmed expectations or criteria. This
process is often called dlscrepancy inalysls

cational programs in a number of different

functional areas. In the technical education

system there are three primary areas of needs
assessment.

1. Product evaluation — Data is collected

tional education, i.e. the students. This
needs assessment process tries to

deterinine what ought to be done rela-

tive to the following questions:

Are students enrolling in our programs?

Are students successfully completing

our programs?
Are students finding employment after
completion?
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Are students considered successful in
their employment over the long term?

2. Employment Supply and Demand —
Needs assessments in this area seek to
answer the questions for what occupa-
tional areas should we train students
and how_many should be trairied in
each area? These questions while seem-
ingly simple are the most difficult to
successfully answer. The final decision
on programs to initiate, expand, or
phase out, impacts on funds, space,
equipment; and staff in a_ profound
way. Successful program planning of
this type requires a detailed analysis of
a complex set of demographic and eco-
nomic trends which sometirhes resem-
ble attempts to predict the stock mar-
ket.

3. Curriculum Development — Needs as-
sessment in this area simply seeks to
answer the question ‘“What ought we to
teach?” in a specific program. Maxi-
mum_currency and relevance to the real
world of work should always be the
goal of curriculum_development in
technical education. To that end, tech-
nical educators routinely utilize con-
tent experts from the business and
industrial community to review curri-
culum at_all levels, even down to the
syllabus level. These advisory groups
are instrumental in setting instructional
objectives for courses and programs and
are the primary source of needs assess-
ment data.

Results of Needs Assessment

~__ Current needs assessments conducted
by Georgia State University in the past several
months have indicated several areas of con-
cerri which must be addressed by the techni-
cal education system. These are presented
below in no particular order of priority.

) §
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~ lImage of Vo-Tech Education — The
State System must address the fact that occu-
pational education does not enjoy a particu-
larly favored position in the eyes of marny
potential students;, particularly those in the
18-25 age range.

__ Economic_Deveiopment — In a some-
what paradoxical point to the image problem
cited above, it is evident that business,
community; and industrial leaders across
Georgia have a_ strong perception that Vo-
Tech education is a critical factor in the eco-
nomic well-being of the state.

The Work Ethic/Attitudes — In a
series of 23 Leadership Forums conducted in
every planning district in Georgia, the GSU
research team was told in every meeting that
Vo-Tech programs and general education
programs should do all in their power to stress
work related attitudes including the overall
willingriess to work at gairnful employment, as
well as basic procedures such as dress,
punictuality, and relations with others.
Customer relations was another key area of
emphasis by employers.

_Job Availability — There are numerous
well paying jobs in Georgia for people willing
to get training and work up the career ladder.
There are, however, few takers in many tradi-
tional trade program areas such as metals,
mechanics;, heating and air conditioning; and
construction trades. Whethier this is the result
Tech Education, or work ethic deterioration
i$ unclear. It is, however, a dilemma that must
be solved.

_ Business-Education Partnerships — As
perhaps at no othier time in the past, thereisa
need for business and education to work to-
gether to develop, deliver, and assess educa-
tional programs. The Quality Basic Education
Act, economic development trends, and the
impact of technology have all contributed to
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this need, and in general it is educators who
have not responded quickly enough to form
more cooperative arrangements:

Trends in Needs ASSéSSmérit

Brleﬂy, the followmg trends appear to

ough needs assessment process.

Edﬂéétibﬁél programs will be evaluated,
as are industries, on the basis of the quality of
their product.
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Changes in technology will continue to

require that the curriculum be modified as the

world of work changes. Continuous feedback

from the business and industrial community

to the educational community will be needed.

What engineers call a “Closed-Loop” instruc-

tional system will be required.

As education continues to be a prime

factor in economic development, business and

education must move closer and closer into
partnership.
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THE NEW CRITERIA FOR ACCREDITATION

james T. Rogers

Commission on Colleges

Southern Association of Colleges & Schools

Good Evening

| bring you greetings

from the Commission on Colleges and the

entire SACS staff. Let me first say that |

welcome the opportunity of addressing this

conference. As a former college president in

this state for 15 years, | know full well that

the institutions of higher education in

Georgla—both ‘public and privhte, junior and

senior—-are some of the finest in this country

| also know from my presidential experience,
and from my new prespective at the

Commission on Colleges, that some very

excntmg, developments are taking place right
here in Georgia.

| am particularly grateful to have the

chance of talking with you about SACS’ new

“Criteria for Accreditation.” 1 sincerely

believe that this new development places all

of us, not only on the cutting edge of Amer-

_can hlgher education, but also at the fore-

front of regional accreditation.

In recent years, regional accreditation has

experienced increasing pressure to hold

institutions more accountable for their

educational process. It has also been under

attack by its critics, and especially during the

last decade, has been criticized both from

within and from without for its heavy reliance

on trad:tlonal eVaIuatlon measures-measures

new kmds of institutions haile evolved and as

the more established colleges and universities

have developed new kinds of programs and

innovative delivery systems.

The SACS leadership recognized some

years ago that the time had come to

reexamine its standards and procedurss in
order to determine whether new approaches
were called for. In doing so, the Commission

SN

also understood that the old standards, which

had focused on resources and processes, had

stood us in good stead for many years and

that it would not be in the best interests of

our membership to completely abandon the

old and go with something entirely new.

With this in mind, it is important to spend

]USt a few minutes placmg the new “Criteria”

in an historical perspective.

In 1980, the Commission on Colleges

conducted a survey of its membership to

determine their perceptions about accredi-

tation. The study included college adminis-

trators and faculty, as well as local, state and
Almost 2,000

federal agency personnel.

educators throughout the nation were

surveyed. The results of this survey, which

served as a kind of foundation for the project

to revise the standards for accreditation,

indicated that basically the respondents were

satisfied with the association procedures

which had remained relatively unchanged for

over two decades. The respondents also

strongly endorsed the self-study process, but

heavily upon resources and should begin to

place a stronger emphasis on the results of the

educational process; namely, student learning.

As a result of this very |mportant survey,

the leadership of the commlssmn, W|th the

project to revise the standards. Throughout
the effort, over 250 people, working through

almost a aozen committees, helped to give

shape to the ‘‘Criteria.”’ Six seminars were

held throughout the southern region to dis-

cuss the document. When the “Criteria” was

presefntgdfto the membership in 1983, it was
adopted in principle. However, concern was
expressed by a significant percentage of

the n nbership about the new thrust on



outcomes assessment. A number of people

disagreed with the philosophy of outcomes

assessment and felt that too heavy a reliance

approvmg the outcomes assessment approach

in principle, other individuals felt that this

new approach would make accreditation too

bureaucratic or too costly. Thus, in response

to the criticism of the membershlp, the

chairman of the Commission on Colleges

withdrew the section on outcomes assessment

and appointed a special committee to review
this new thrust.

_The review committee was charged with

““Criteria,”’ but also prepzring a new section

which would replace the original statement on

outcomes assessment.

Every member institution was given an

opportumty to submit its concerns and

suggestions to the committee, and the

committee addressed these problems during

the spring and summer of 1984. Of particular

concern to the review committee was that the

new statement not be overly prescriptive, and

that institutions be allowed a great deal of

flexibility in aeiiaof)iﬁi individual

approaches. The committee also felt that

there were too many negatives associated with

the term "outcomes assessment” and that in

should be used: There appeared to be little

disagreement that these terms more clearly

describe what is needed to assess student

achlevement The mstltutlonal research

section because committee members strongly
feit that institutional research was a critical
element in any effective planmng and

evaluation process. With this in mind, the
committee adopted tﬁheﬁ term ,‘,','S'St',t,‘i't'o,"a,l
éfre';t.veﬁess" for this section of the

tion and institutional research under this um-

brella term:. Whcn the new section on insti-

tutional effectiveness was preserited to the

Colleg~ Delegate Assembly in December

1984, it was adopted overwhelmingly.
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Thus, with the adoptlon of the “Criteria

for Accredltatlon” in 1984, thls document

replaced the “Standards of the College

Delegate Assembly.”

Before we examine Section Ill of the

“Criteria” more closely, we should, perhaps,

talk a little about how ‘the “Crlterla" differs

ple, eleven stanaards The “Criteria” has six

sections, essentially addressing the same edu-

cational functions, but organized in a more

consistent fashion. All the former sections of

the old “‘Standards” dealing with the educa-

tional program can now be found in one sec-

tion in the “Criteria.” Likewise, all purely

administrative processes and educational

support ‘services are together in one section.

Section 1, Principles and Philosophy of

Accredmtlon inciudes the 14 conditions of

eligibility for candidacy and the two

conditions of eligibility for membership.

These conditions, by the way, will be

reviewed by a specml committee this spring

and recommended changes will be brought

before the College Delegate Assembly next

December.

Sectroq [! _Institutional Purpose, requires

an institution to examine its purpose.

Language in this section also requires that the

planning and evaluation processes be designed

to demonstrate that the institution‘s purpose

and role are being fulfilled:

Section |Ill, Institutional Effectiveness,

includes  subsections on _planning and

evaluation and instltntlonal research. Under

the old “Standards,” it was assumed that if an

institution had certain resources and used

cerwm processes, effective education would

occur:  This particular section states that

while resources and processes are important,

the evaluation of the results of education and

plans for the improvement of the institution

are equally important.

__Section IV, Educational Program, requires
that the principal focus of an institution be
the education of its students. It also requires

that all aspects of the educational program be
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clearly related to the purposes of the
iiistitutibii. Iiicluded iﬂ Sectiori IV are

gradu,ate program, contmumg educatlon and
faculty.

~ Section V, Educational Support Services,
includes the library, instructional support,
computer services, and student dev:lopment
services.

_ And finally, Section VI, Administrative
Processes, includes organization and
administration, financial resources, physica!
resources, and externally funded grants and

contracts.

~ Throughout all of these sections there is
language addressing planning and evaluation
processes,

The commlttees whlch worked on the

the language in the document and to make
the new language less ambiguous than it had
been in the “Standards.” Under the “Stan-
dards,” for example, “musts” and “shoulds”
were never clearly understood by the institu-
tions being reviewed or by the visiting com-
mittees. In the “Criteria,” a “must” statement
vepresents something that is clearly a re-
quirement. “Should” statements, on the other
hand, indicate something that is advised.

~ Finally, and most importantly, the
“Crlterla” differs from the “Standards” in

represents an ent:rely new thrust in the
accreditation process.

At this pomt it is important to point out
that Sectmn 1li of the “Criteria” has fewer
“must” statements than any other of the
sections, The five requirements established in
the section of institiitional effectiveness are
that:

1. Institutions must establish adequate
procedures for pilanning and evaluation.

2. Institutions must define their expected
educational results and describe how the

a9
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achievement of these results will be
ascertained.

3. Institutions with research and public
service missions must develop and
implement appropriate procedures for
evaluating their effectiveness in these
areas.

study, analysnsﬁ and appralsal of thelr
purposes, policies, procedures and
programs.

5. Institutions regularly must evaluate the
institutional research function.

On the other hand there are a number of
statements in this section which suggest what
an effective planning and evaluation process
should include:

1. Broad-based involvement of faculty and
administration;

2. The establishment of a clearly defined
purpose  appropriate to  collegiate
education;

3. The formulation of educational goals
consistent with the institution’s purpose;

4, The development of procedures for
evaluating the extent to which these
educational goals are being achieved; and

5. The use of the results of these evaluations
to improve institutional effectiveriess.

The very last paragraph of the subsection
on planning and evaluation, however, very
clearly indicates that “‘the appropriateness of
any evaluation procedure depends upon the
nature of the institution and institution’s
goals for instruction, research and public
service.” Further, the section very clearly
states that ‘“‘the Commission on Colleges
prescribes no set of procedures for use by an
institution and recognizes that an effective
program to evaluate institutional effectiveness
will usually require the use of a variety of
procedures.”
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~ Thus, the section on institutional

effectiveness, while requiring institutions to
adopt planning and evaluation processes,
aliows institutions to develop these processes
in accordance with their own goals-without
restriction and without specific data-
collection methods. While it provides guide-
lines for improvement, the section imposes no
specific performance standards nor does it
mandate any particular approach to planning
and evaluation. Institutional effectiveness
also encourages institutions to cuntinue the
momentum that results from the self-study
process. In other words, it emiphasizes the
need for an institution to invest in thc
ongoing capacity to study itself.

~ Historically the self-study process, while it
has been a very important part of institutional
evaluation, has been Tor many institutions an
isolated event occurring only once every
decade. It has not, until the adoption of the
“Criteria for Accreditation,” and even more
particularly the adoption of Section 11l of the
“Criteria,”’ required an institution to have an
ongoing capacity to study itself. The new
emphasis on institutional effectiveness
encourages the administrative leadership of an
institution to use an ongoing planning and
evaluation process as the basis for major
decision-making activities at the institution,
thereby providing clearer options for policy-
making and problem-solving.

__ Perhaps most important of all, however, is
that the new emphasis on institutional
effectiveness will result in a more integrated
campus-wide planning process. In far too
many institutions this effort has been frag-
mented. It also encourages the use of a
common data base using accessible and
reliable data which can, by producing
standardized information, assist management
in functioning more effectively.

From another perspective, the new
emphasis on institutional effectiveness gives
the visiting committee a more appropriate
mechanism for evaluating all types of learning
experiences, thereby giving institutions a
methodologies to meet the special needs of a
new generation of learners.
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positive effects that the “Criteria” can have
on rnember institutions, | must, at the same
time, scknowledge that the “Criteria” does
not erovide all the answers and, indeed, even
raises for all of us some very difficult
questions:

To name only a few:

1. What guidelines, for example, will visiting
committees use to determine the
‘“‘adequacy’’ of an institution’s planning
and evaluation efforts?

2. What kinds of “specific” skills do
members of visiting committees need to
effectively evaluate these efforts?

3. How can the Commission on Colleges best
train_ its future visiting committee
members to adequately assess the
effectiveness of an institution?

4. What resources can be madc available to
member institutions to help them develop
effertive and costefficient processes?
How can the Commission best serve its
constituency in this area?

We are working to resolve these and other
questions.

Ladies and gentlemien, what we have in
our new “Criteria” is an opportunity to ex-
plore =d leam together-for an accrediting
agency and its constituent members to en-
hance the credibi'ity and accountability of
both. The new section on “Institiitional
Effectiveness” is a very modest, first step. We
continue in our conviction that outcomes
assessment must have its place in the legiti-

are steadfast in our conviction that it is both
reasonable and necessary to reduire that an
accredited institution be able to describe what
it is trying to achieve, how it measures the éx-
tent of that achievement, and that it is achiev-
ing its objectives to a reasonable degree.

Indeed, we are equally convinced that if

we fail in this endeavor; the future of private,
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question. And we do not have the luxury of
debating the issue for very long. Either we do
it, collectively through accrediting standards,
and individually through an institutional
commitment to be truly accountable, or it is
likely that other agencies will do it for us—=and
to us. That's not running scared. That’s
facing reality.

Quality judgments about higher education
are presently in the hands of the so—called
“triad”=state = government, the _ federal
each with its legitimate role. The possibility—
through abandonment; default, or abro-
gation=of losing the self-regulatory element of
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that triad and leaving quality assessment and

control solely in the hands of governmental
agencies, is not very palatable to most folks in

higher education. The appropriate imple-
mentation of procedures for assessment
of outcomes, under whatever rubric, is crucial

of the triad.

___Charles McClain, Northeast Missouri State

“I think the public wants assurance today
that a college degree has some integrity—
that what it represents isn’t being left to-
chance.”



THC IMPLICATIONS OF NEW SACS CRITERIA FOR INSTITUTIONAL RESEARCH

, Larry G. Jones
Institutional Research and Planning
The University of Georgia

Accreditation, or more precisely the self-
study process upon _ which accreditation is
based, has always had significant implicatior:s
for the function and process of institutiotal
research. Self-study, after all; is institutional
research and institutional research is self-
study.

Recognizing the role _of _ institutional
research _in the accreditation/self-study
process, if not the more pervasive evaluation
earlier standards of the Southern Association
of Colleges and Schools {SACS) carried the
following statement about the necessity of
institutional research and planning in ‘“sound”
tinuing study, analysis, and appraisal of
[institutional] purposes, processes;, and pro-
grams.” The results of institutional research
were to be evident in the ‘“major decisions
and projections” shaping_ the _institution’s
operation and its “academic and administra-
tive functions:” In short; the SACS-
accredited institution was expected to do
institutional research:

Institutional Research and Planning

Institutional research and planning are
necessary functions of sound adminis-
tration: Organization of these responsibil-
ities will depend upon the size and com-
institutions_ should engage in continuing
study; analvsis; and appraisal of their
purposes, processes, and programs. = The
results of these studies shculd be evident
in the consideration given to major
decisions and projections which shape the
future course of the institution’s oper-
ation: Both academic and administrative
functions should show evidence _of
contincing and systematic critical
analysis: Responsibility for direction and
coordination of these studies should be
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explicitly assigned to one or more staff
offices which should bé provided the
necessary resources and access to infor-
effectively. (“‘Standards of the College
Delegate _ Assembly,” Commission on
Colleges, Southern Association of Colleges
and Schools; Atlanta; 1977, p. 8)

In fact; the mention of institutional
research in the SACS Organization and
Administration Standard probably gave
considerable impetus to the creation of
institutional research and planning offices and
positions at colleges and universities in the
Southern Association states. It did so at the
University of Georgia. The new criteria
promise to be an even greater impetus for
such offices.

_ The prominence SACS accorded to
institutional research in the _accrediiing
process and in the evaluation of institutional
vitality helps explain why the South has
played so significant a role in the devei-
opment of institutional research as a practice
and profession. It would be ironic if the
SACS “Standards” actually had been as
instrumental in establishing institutional
research in southern institutions as suspected,
for a small but distinguished group o’
southern institutional researchers argues that
the new SACS “Criteria” is the inevitable
response to the questions raised and answers
given by institutional researchers to the issiies
This group of
colleagues woula contend that my_ paper
should be titled “The Implications of Institu-
tionai Research For New SACS Criteria,”
rather than the “Implications of the New
SACS Criteria for Institutional Research.”
Regardless of which side of that argument one
chooses to take, the implications for institu-
tional research in the new SACS “Criteria”
are significant.
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An increasingly lmportzmt function of

mstntutlonal research is to monitor internal

and external pressures on hlgher education:

One can assume that the College Delegzte

Assembly was responding to an environmental

assessment when it set gut to revise the SACS

“Standards.” There is a very clear publlc

concern for quality and accountability in all

of education, an observation reinforced by

institutional research (if not discovered by it

in the first place). The SATS response to

internal and external pressures, and the

resulting ‘“‘Criteria,”” underscore the depend-

ency relatlonshlp between institutional

research and accredltatlon. _The 7cre’at|on of

emphasns in the accredltatlon process,

study, and made a dramatic statement about

what was important in higher «ducation. In
the words of the ‘‘Criteria”:

The quality of education provnded by

member institutiors is the primary con-

sideration in the decision to confer or re-
affirm accreditation.  The evaluation

of educational quality is a difficult task

requiring careful analysis and professional

judgment. Tradltlonally, accreditation

has focused attention almost exclusively

resources and

processes. It has usually been assumed

that, if an mstitution has certain resources

education will occur. A comprehenswe

approach to accreditation, however, takes

into account not only the resources and

processes of education (such as faculty

and student qualifications, physical plant,

fiscal resources and ofﬁer elements

addressed in the Criteria) but also the

evaluation of the results of education and

plans for the improvement of the

institution’s programs.

The level of institutional quality depends

not only on an institution’s cducationai

processes and resources but also on the

institution’s successful use of those

processes and resources to achieve estab-

lished goals. Institutions have an obliga-
tion to all constitisents to evaluate effec-

based, continuous planning and evaluation

process:  (“Critzria for Accreditation,”

Commission on Colleges, Southern

Association of Colleges and Schools,
Atlanta, 1984, p. 9)

While the implications for institutional

research in that statement are clearly more

implicit than explicit, they become muc;h

clearer in the specific reference to institu-

tional research in the “Criteria’’:
3.2 Institutional Research

Because institutional research can provide

significant information on ali phases of a

college or university program; it is an

essential element in planning and evzlu-

atmg the institution’s success in carrying

out its purpose. The nature of the institu-
tional research function depends on the
size and complexity of the institution and

may vary from a part-time operation to an

office staffed by several persons. How-

ever, all institutions must engage in

continusus study, analysis and appraisal

of theirfpurposes poincnes, procedures and

ministrative respon5|blllty for carrying out

institutional research: Institutional re-

search should be allocated adequate re-

sources, and those responsible for it

should be given access to all relevant in-

formation. Institutions regularly must eva-

luate the institutionai research function.
(p- 10)

Although the IR section in the “Criteria”
has not changed dramatically from the

previously quoted statement found in the old

“Standards,” the differences are still quite
significant.

First of ali, the institutional research

statement has been placed in the Institutional

Effectiveness section of the new “Criteria”

the focal point of the document:

Second, the two “must” imperatives in

the Institutional Research statement may be
the most important of the new criteria. (All
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“must” statements in the “Criteria” are to be
interpreted as imperatives, whereas all
“should” statements are advisory.) The first
great commandment of accreditation under

the new SACS “Criteria” is *. .. all institu-

tions must engage in continuous study,
analysis and appraisal of their _purpases,
policies, procedures and programs.” The

second commandment of SACS accreditation
is like unto it: “The institutional research
function must be regularly evaluated.” On

these two statements hang all the process and

procedure of institutional accreditation.

Could there be any criteria more central to

the entire accrediting process? Under the old

“Standards,” an institution was expected to
Under the new

do institutional research.

“Criteria,”’ institutional research literally and

f‘EuﬁEively must be done to gain

accreditation:

As critical as institutional research is in

accrzditation, it’s not an end in itself but

rather a means to the end. By "Criterla” defi-

nition, institutional research is “the contin-

uous study, analysis and appraisal of institu-

tional purposes, policies, procedures and

programs.”’ Ad hoc telephone surveys of the

“old buddy network,” occasicnal campus

questionnaires, and faculty/admlmstratlve

committee reports are not what the delegates

had in mind when they wrote the IR

crlterion.rf Self-smdy has becom~ by mandate
a ‘“continuous” process, not an exercise

undertaken vnce every decade.

The ‘‘Criteria” says nothing about how

the mst-t..itlonal research functicn is to be

carried out, only that administrativc respon-

sibility for the activity should be assngned

There is no mandate for an office of institu-

tional research or even - for someone called an
7777777 By simple logic,
however, anyone qonductmg institutional

research is an institutional researcher. In light

of what is expected of institutional research

activity under the “Criteria,” it is extremely

difficult to imagine how the IR function can

be carried out wnhout a coordmator.

Coordination does not necessarily mean

centralization, but it is essential for the

efficient and effective use of institutional
resources,
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The new ‘‘Criteria” also refocuses the
institutiona’ research effort. ~ The old
“Standards” directed the selfstudy effort
toward quantitative and liistorical records.
The emphasis was on attainment. The new
ditection is qualitative, process-oriented, and
directed more toward - a’t:coii'ip’li%iﬁérit
Although _ the  “Criteria,”  like the
“Standards,” gives relatlvely little specific
direction to the ongoing IR function, there
are some_ciues concerning priorities in the
accrediration review. Two central themes in
the new_‘‘Criteria"” with considerable impli-
cations for IR are planning and evaluation,

_institutional planmng has en]oyed siich a
close relationship with institutional research
that the two are typically linked in office and
function titles. Although some assume that
the two are separate functions, they really are
not. Planning requires institutionaj research,
and institutional research will inevitably lead
to planning.

_ Clearly, institutional research is a required
part of the planning process directed by the
“Criteria.” The direct implication for institu-
tional research is the imperative that *. . . the
planning and evzluation procssses ,mus,t be
devigned to demionstrate that the institution’s
pL mase ;mo role are being fulfilled.” The
. iveria’”’ continues:

In addition to establishing procedures
for "".9 —#&dis the extent to which_ their
edus itional gils are being al feved,
Fu. 2 stinns Shevld ascertain perlodlcally
, 22 in th> academic achievement
of v swident:. Procedures used to
evaluite  jistrucéional  programs _may
inciuce: u28r évaluation of ediucational
prograr.s; structured interviews with
studvnts 3. gracuErss; changes  in
students’ vaiites as measured by standard
instruments or self-reperted behavior
patterns; pre- and post-testing of students;
surveys of recent graduates; surveys of
employers of graduates; student scores on
stzndardized examinations or locally con-
siructed examinations; performance of
graduates in graduate school; performance
of graduates of professmnal programs on
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licensure examinations; or, the placement

of graduates of occupational programs in

positions related to their fields of prepara-
tion. (pp: 9-10)

In addition to the required evaluation of

the instructional mission; the new ‘“Criteria”

emphasizes “. . . that institutions with

research or public service missions must

develop and implrment appropriate prc

cedures for evaluating their effectiveness in

these areas.” And, to avoid any doubi about

what constitutes approprlam evaluatlon pro-

cedures, the document goes on *o say:

The appropriateness of any evaluation

procedure depends upon the nature of the

institution and the institution’s goals for

instruction, research and public service:

The Gommléslon on Celleges prescribes no

set of procedures for use by an institution

and recognizes that an effective program

to evaluate institutional effectiveness

will usually reqhire the use of a variety of

In my opinion, the “effective program to
evaluate effectiveness” is

institational
identified as institutional research by the

“Criteria.”’

The lack of specifics and the emphasis on
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planring and evaltiation are sngmﬁ in

more than a philosophical way. ¥ or many

institutions, the lack of speclt‘ icity in the

mstrtutronal effectiveness secuon ww be a

burden, not a benefit. Thc ~2mmon ruis of

accreditaticn self-study has be:a to fo ~’3w v the

“book,” and a lack of directi

frustrace the facuity and admir. :*ra

than stimulate creative respanses. Rizoy

institutions have a significant. Hut stii: un-

coordinated institutional resear:!: effort, znz

therefore may lack the resourcas o 2xpertis®
to dedlcam to the reqmred IR £t To o

forms of products to meet tc IR fa"

for such institutions. That caniut 5z

but as a solution it does pose inix. r#sfin,, R
FoLAANEH

for evaluating the institutions!
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function and its role in the accreditation

process.

777777 A final major implication for institutional

research is the mandate for the ongoing

evaluation of the institutional research func-

tion. The form and substance of such evalu-

ation is not clear; there are na criteria for this

evaluation either. Nom-tﬁeless to keep in the

spirit of the “Criteria,” several points should

be true about the evaluatlon of IR. First;

institutional rcscarch and researchers should

be extended the same courtesy as other units

on campus by having professional colleagues

“Evaluation [of institu-

. is a difficult task re-

do the evaluation.

tional research] .

quiring careful analysns and professional

judgment,” to paraphrase a ‘Criteria” state-

ment. Some common sct of evaluation

standards for the institutional research

function should be devised to assist  the

institution preparing for the review and to

help mostly unknowledgeable reviewers

examine the institutional research activity.

Because an institutional researcher will

probably not be included on every SACS

vnsntatlon ‘team (there aren’t mariy IR types to

be made to acquaint visitation team members

with what IR does. To this end; the Southern

Associatiori for Institutional Research has

offered to provide SACS with whatever help

it can in preparing visitation teams for this

directed responsibility. Whether intended or

not, the new SACS “Criteria” has made

institutional research the pivotal process in

accreditatior. It may therefore be prudent

for SACS to provice more direction for its

effective practice and evaluation. The clearer

intent of the “C:i*wria” is to improve the

ty of decisior-raking and educational/

institutional outcornss tl’rough fnstitutional

In fact, therc is not a perfect

res:. 'rch

iation between e quality of institu-

research and the guality of institutional

ng, ard the evalu-

pix ~.ag and decision-n:
ation of the iR proce:s sarnot be judged
comzfs .ty on an evaiuatr'm of the antici-
pate. o desired institutior.' outcomes. The

new SACS “Criteria” should improve the
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relationship between IR and decision-making.
If it does, the contribution it makes to the
quality of higher education will indeed be

noteworthy.

66

63

___ Under_the new “Criteria,” it is possible
for an institution to do institutional research
and not be accredited. It is not possible.
however, for an institution to be accredited

without doing institutional research.
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IMPLICATIONS OF SACS’ NEW CRITERIA FOR
DEVELOPMENTAL STUDIES

Leroy Ervin and Louise M. Tomlinson
Division of Developmental Studies
The University of Georgia

The questlon of implications of the

new “Criteria” for Developmental Studies

raises some considerations about the : processes

mvolved in |mplementlng those criteria in

terms of the new standards for high school

graduation and college admissions. These

considerations indicate that impact upon

developmental pregrams will be very gradual

and that change in the strug:ture or purpuse of

developmenta] _programs, in response to the

new criteria, may not be seen for the next five

to ten years. The critical factors which will ul-

timately affect developmental programs are

teacher training, legislation, and the assess-

ment and evaluation processes at the secon-

dary and post-secondary levels; Each of these

factors will be significant in determining if,

when, or how the purpose, conte~t, or scope
of developmental programs will . ..ange, and a
= considerable amount of time will elapse be-
fore any of these barometers will register new
directions for post-secondary remedial pro-
grams.

Teacher Training

Since the existence of Developmental

Studies programs is contingent upon stan-
dards of admission of our institutions of
higher education, teacher tralmng will,

part, be a determining factor in dlrectlons for

post-secondary remedial programs. Teacher

effectiveness will, to a great extent, influence

the success ratios of students who will at-

tempt to meet the new ,“Cntena" for regular

admissions to the university system. The

minimum_standards, four units of English,

three units of math three units of science,

three units of social science, and two units of

foreign language, required for entry into the

post-secondary system, will, no doubt, create
a need for revised teacher trammg, programs.

At this time we must consider some of
the following questions about teacher person-
nel. Is the supply there to fill the need? Are
there too many teachers in the system who
hold provisicnal certificates? Is there ade-
quate guality control in teacher education at
the college levei? And, are we, therefore, lack-
ing quality as well as quantity in our current
teacher force? The answers to these questions
suggest that, without some changes in teacher
training, there will still be considerable num-
bers of high school graduates in 1988, and
beyond, who will fall short of the new stan-
dards and will, therefore, seek provisional
admission into Developmental Studies pro-
grams.

The rate at which teacher training pro-
grams impact upon secondary education will
determine the extent to which change will
take place in Developmental Studies pro-
grams. And, again, it <ill take time before
such impact will be affected.

Legislation

Another factor that will, in part, be in-
fluential in the direction that post-secondary
remedial programs will take is legislation.
Legislation is, essentially, the foundation for
funding, if we consider the fact that the riew
statewide standards encompass a number of
locales that vary in socioeconomic character-
istics, then we must take mto account the fact

“Crltena" will vary tremendously, from dis-
trict to district, partncularly at the outset.
Where the “Crltena" |s most m conﬂnct with

community, there will Ilkcl,' be a greater
elapse of time before the ‘“‘Criteria” is wholly
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implemented and manifest in the products of
the schools.

Unless state funding initiates and fol-
Iows some contmu ous formula based on need
“Crlterga then there WI" be a Iag in |mple-
m"eiitatroh irid achnevem’eht By askmg ques-

there will still be a need for Developmental
Studies programs.

Assessment and Evaluation

__ Finally, the assessment and evaluation
of the implementation and achiévement of
the new “Criteria’’ at the secondary level will
alse be an_influential factor in determining
rnew directions for post-secondary remedial
programs. Whether pedagogical practices pro-
vide adequate momientum toward the goals
set by the College Board, how individual per-
ceptions influence the mechanism, and the
extent to which the new criteria is_met; are
some of the considerations which will require
thorough investigation. The difference bet-
ween intent and effect has been recognized by
Popkewitz, Tabachnick, and Wehlage (1982)
as an important consideration in assessment
and evaluation of reformed curricula and ad-
iministrative procedures when introduced into
the “real world” of schools. £s5 a result of
their investigation of a parricular reform
program and its institutionaliziiion in several
schools, these researchers forn:ulated the fol-
Iowing questions.

fluence Jnstr,uctu,onal p,ractlc,es7 ~ What
are the j"n'ibli’citibﬁs of teachers’ diffe-
rent and potentially conflicting percep-
tions df tl"iélr ﬁtcuiiitlbhal i'6|é7 Sliti:é

to crg:atc, sustain, and renew occipa- .

tional ideologies? And, what are the
roles played by state and local educa-
tion agencies, teachers’ associations and
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unions, and teacher preparation in-
stitutes in establishing and legitimating
the new criteria?” (p. 180)

These and a host of other more tradi-
tional questions need to be answered, not
only by quantitative, but by 7qu7aI|tfat|v’e in-
vestigation which would include in-depth
questionnaire and field study_ techniques.
Assessment_and_ evaluation will take time.
Again, the directinn of Developmental Studies
programs will, in. part, be influenced by the
interpretation of emerging data.

Conclusions

Assummg that the “Criteria” are met
favorably, then Developmental Studies pro-
grams will eventually change in purpose; con-
tent; and scope. Dwindling numbers of
students seeking_provisional_admission could
i'iiéiii ﬂiit DéVéIOpﬁiéﬁtil Stiidlé§ Wduld be
As an alternative to this sLtuatlon, the Iarger
institutions could raise their standards again;
artificially creating a need for developmental
programs. However, the new high school cur-
riculum will not guarantee that all of its
graduates will qualify for admission to the
university within the system, although many
will qualify for the colleges. From this per-
spective, it seems likely that the flagship in-
stitution would continie to operate its
provisional admissions program while the
smaller schools within the system may elect
to discontinue sicn services. Most imme-
diately, in an effort to remain competitive,
Developmental Studies programs might at-
tempt to create more integrated, more inter-
disciplinary approaches to instruction across
its three basic skills areas.
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__ IMPLICATIONS ON SACS’ NEW
CRITERIA FOR INSTRUCTIONAL DEVELOPMENT

Office of Instructlonal Bevelopﬁerit
The University of Georgia

SACS’ new criteria to instructional develop-
ment | decided to use my dictionary and look

up the correct definition of a couple terms: |

was quite intrigued with Webster’s definition

‘imp!catio~ "

of the terms “implicate” and *

One def'mtlon smted that this means “to feiu

* Still another approach to defin-

COﬂﬂeCtIOﬂ

ing this concept was “a Ioglcai relationship

' These definitions

between two propssitions.’

were mterestmg and several thoughts came to

mind in thinking about how SACS’ “Crite-

riaimshould relate to |ﬁ§ti'tlctlonal develop-

definition for “instructional development”
and so, had to construct one myself. | define
instructional devciopment as the sum total of
attitudes, resousrces, knowledge, and activities
embedded in an institution that when mobili-
zation can be used for the pre:aotion of ef-
fective teaching. It is my hope, iien, that our
discussion on this topic will allow us to take
some of the SACS’ “Criteria” and examine
their relationship to instruction irn higher
education.

There rittiiieroiis érlterld in the new

dISCUSSlOﬂ i e :ohowmg paragraphs will con-
tain some oi inese connections.

Insritutional Purpose, Planning and Evalua-

.
ey

i have been unpressed wnth Kenneth

how a society can best promote valued activi-

ties. He says that if he wanted 1o ?eEtoriei‘ij’e
Druid Priesthood the most zfiect = means

would be to build forests in which they could

o

(Val

Ilve-rither tﬁiﬁ “offer a f‘fbﬁi@i of the Year

within odr context. The most effective way to

promote good teaching is to have institutional

goals and rewards that reflect the value of this

activity: SACS’ guidelines under Section lil,

Institutional Effectiveness, urge us to attend

to procedures for planmng and evaluation.

This is where we should begin with respect to

instructional development. | would say that

now is the time to examine the following:
*the changing nature of our society
*the changing nature of our students

*the changing nature of our disciplines
and professions

*the values held by our social institu-

tions that relate to teaching and learn-
ing

*the creation_and maintenance of an

mote rigorous inquiry, high quality

scholarship, and an enthusiasm for

learning together.

in short for there to be serious mstruc-

piannin snmsld <om‘*s‘~ute both to the in-
structio: raal goals of the institution as well as

ciline strategics for evaluating instructional
outcomes:

Undergraduat: Instruction

Az stated, undergraduate instruction

shout! flow fram the goals of the institution.
SACS’ gnidelines make it clear that course

goals an:d objectives should be formulated and
maae public to students at the outset of any
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that are most effective in producing the de-

sired learning outcomes: For example, instead

of always telling students how scientists op-

erate, perhaps it would be better to prbvnde

them with opportumtles to get mvolved in

cedures used in a given course should measure

the desired outcomes of that course, and this

information should be used to improve

instruction:
Graduate Instruction

____The heart and core of good graduate in-

structlon is bnngmg together in a facilitating

and capable students. Graduate faculty merr-

bers should not only stimulate creative in-

vestigation of ideas, but should be accessible

to their students and serve as responsible role

models in their disciplines or professions.
Faculty Pevelopment

Institutions must provide opportunities

for contmumg growth and renewal of thelr

stltutldn to institution and the influx of new

faculty into academe that characterized the
1960s and early 1970s no longer s serves as a

of Georgia, and probably this is not unlike

other institutions, two-thirds of the faculty is

over 40 and one-third is over 50, This * ‘gray-

ing” of the faculty combined with the fact

that students are perhaps less prepared, yet

more sophisticated in other ways, from years

nast produces an ever-widening gap between

teacher and student. This presents problems

of national concern: Also, many current re-

ports sound alarm that we may not be able to

attract and retain in the future the quality of

professoriate that we have enjoyed in the
past.

tinual process with equal attention being paid

to early career, midcareer and late career
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faculty. Each of these groups has special
needs and colleges and universities benefit by
having programs that address these needs:

Instructional Resources and Services

As the instructional process becomes

more complex the more important it will be
for institutions to provide faculty with ap-
propriate resources amd services. The guide-

lines in the new SACS document specifi cally

address many important resources and in-

directly suggest others. Some of the resources

and services that should be provided are:
*audiovisual and duplicating services

*instructional design assistance
*small grants

*assistance with external funding
*computer literacy workshops
*testing and evaluation services
*|earning centers for students

With the advent of computer assisted
instruction has come the discovery that it
takes between 50 and 200 hours of work to
produce one hour of high quallty instruction:

If faculty do convert portions of their curri-
culum into software dehvered systems, insti-
tutions will need to provide the kind of

technical assistance necessary to make this

practice feasible:
Support Services for GTAs

Gne of the most noticeabir: additions to

the new SACS “Criteria” has been the

attention paid to th‘?, qualifications of
graduate  teaching assistants.  Graduate

stuc :nts who have primary responsibility for
teaching a course are requlred to have 18
semester hours of coursework in that area.

With increased concern over the question of

how much instruction should be delivered by

graduate students will come an increased need
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institutions to provide training,
and evaluation programs for

for
supervisory,

immediate gains for the institution and its
students but serves to help laurich the teiach-
ing careers of facilty, hence serving as a
major influence on the career-long instruc-
tional skills of an individual.

Summary

~ Many recent reports hiave urged colleges
and universities to pay closer attention to the
undergriduate curriculum and to improve
undergraduate instruction. Trailsigns point to
the fact that instruction in colleges anc
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universities will receive_ increasingly more
attention during the remainder of this century.
Challenging times lie ahead and the new
SACS’ “‘Criteria” suggest_that more attention
will be paid to faculty characteristics and in-
stitutional support of instruction in future
accreditation erdeavors. This is an excellent
time for institutions to evaluate where they
are and where they want to go, and the SACS’
new “Criteria” can be a valid guide to use in
this process.
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IMPLICATION OF SACS’ NEW CRITERIA
ON COLLEGE ADMISSIONS

~ John W. Albright
_ Office of Admissions
The University of Georgia

_ Allow me to addvess you this morning,
|f you will; not as a struggling student of
American 7h|ghé’r education. Instead, | would
like to reflect on the Southern Association’s
new mandate for planning and evaluation
from my role as a practicing admissions pro-
fessional—a footsoldier, as it were, involved in
the daily struggle among the trenches of our
college recruiting wars. The few observations
| would like to share with you this morning
were_put into clear focus last week from a
meeting | had been asked to attend.

__ Last Tuesday | spent the evening with a
small group._ of parents at a nearby public high
school outside of Athens. They called them-
selves the Academic Boosters Club. The
school’s principal had invited me to share
with them any insights they could use for the
promotion_of academic excellence among the
students of their school that | had picked up
with my work promoting the University of
Georgia’s Honors Program and our freshman
scholarships.

Orie of the word pncmres that | painted
for them involved a sight that is now common
across America in the fall: That is the event
called- the College Fair, where well-dressed
admissions representatives from upwards of
250 colieges stand behind_tables that are
groaning under the weight of stacks of glossy
dreds or even thousands of high school juniors
and seniors and their parents shuffle by. We
usually hold these fairs now in what has
become the mecca of American teenage social
life—shopping malls. The symbolism of these
events being held in shopping malls, 1 told the
Academic Boosters, is overwhelming: High
school students today, _in this era of the
demographic slide; are Buyers in a Buyers’
Market. = College-bound adolescents, espe-
cially those blue chip scholars with
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excepiional academic promise similar to the
sons and daughters of the Academic Boosters,
are rare commodities; that we in higher
education covet. Stand back, 1| said, and
watch all the promotional literature being
sent to your sons and daughters fill up your
mail boxes. Take advantage of the pheno-
menon  ‘ile you can.

This image seemed to please the Aca-
demic Boosters Club. It launched us then
into a discussion of many new no-nheed
scholarship programs that colleges are creating
as part of their package of recruitment. The
Boosters’ eyes started to Spji’rkle.” We also
talked at length about picking colleges that
offer the right combination of opportunities
for students, and how, in my opinion, most
students could do well at any number of
different colleges. -

~ Later in our discussion ! described the
tougher high school curriculum guidelines
that all colleges, even junior colleges, in the
University System of Georgia will require of
entering freshmen in 1988. This has become
a hot topic. Admissions colleagues from
several Southern states have telephoned me
the past few months to find out how the
University of Georgia’s admissions procedures
will change to carry out these new require-
ments, because their states were enacting
similar legislation.

this point. ,“W,hy," he wanted to know, “if
Ydijfi"e all hiVihg more and more trouble
getting students each year, are you raising
your admissions requirements? It seems to
me that you'd warit to lower them.”

This Academic Booster was obvnousl
also a student of the American free enterprise
system. My answer to him was this: The
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effect of these legislated admission standards
may well decrease our number of freshmen in
the public colleges and universities of our
states: | was not sure; even though my office
think anyone in our state is right now. The
intention of these standards; though; was that
these freshmen would be better prepared to
handle our academic college curriculum from
having been forced to take traditional college
preparatery courses in high school. We might
have fzv.e: freshmen; but more of them
woulc male it all the way to graduation and,
I concluo:u, we hoped to have the same total
erre'iment. | finished with a_note of opti-
misnt by suggesting that we might eventually
have even more students, overall, as a result of
these new standards.

I repeat this story 1or you this moming
not as a way of dis:uzcing “The Nation at
Risk,” or new admissiors reqi:i ements, or the
content of the g2neraf education curriculum.
Boosters illustrated three things about the
actual practice of admissions officers at this
point .in our history, and how these three
activities may change as our colleges fulfiil the
spirit oi planning aind evaluation that Section
lIl _of the Southern Association’s new
“Criteria for Accredditation’’ calls for.

The first point is that we admissions
officers are essential’y communicators. That
was my rolz at the meeting of the Academic
Boosters.  Sometimes our commun
involves the mundane. The telephone rings:
Have we received Sally’s high school tran-
script yet? When does fall quarter stari? Can
freshmen have cars? How much is tiition?
Do you have a double major in music and
marketing? _We do what our catalogs or _the
Peterson’s Guide books do for the college
selection process; but we are able todoitin a
more personal way.

complex. . We explain policies—like the new
1988 guidelines—and we_discuss trends—like
scenarios that | find are_typical in the coilege
admissions business: We meet with twenty
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seniors_in the high school library, or we sit
down in our office with mom and dad and
their daighter, all dressed in their Sunday
finest. In each scenario we begin

cussing the mundane details of admission and
enroliment at our institutions, but eventually
The unrlerlying question, which none of us
ever asks out louid, becomes, ‘“What will | do
when | grow_up? Tell me how your college
can help me do that.”

Our second role; then, is to be college
counselors. Our jobs put us in counseling
situations on a daily basis; and both our in-
stitutions and our shared humanity demand
that we help all that we can. This is a tradi-
tional view of the function of admissions
officers. In fact, we
missions counselors. But our roles as coun-
selors are sorely tested in the era of the
Buyer’s Market. Imagine this statement: “I
know we have a hundred fewer freshivien this
year,” we might try to tell our college presi-
dents; “but we in the Admissions Office
helped a hundred more students find just the
right college for their future development.”
We all know that argument is doomed.

_ The final role of admissions officers is a
newly developing one. It involves recruiting
students; which of course will be our major
jot' on into _the 1990s while we wait for the
next baby boom to mature to adulthood.
This emerging role involves communication
and counseling; too. The common term that
people have been using to describe this role
has been “marketing.”” Marketing is too
narrow & concept, though. It has too crass a
business connotation for many people in
ivory towers; so new terms are coming into
use. One new buzzword that describes this
concept is ‘“‘enrolilment management.” This
concept has major implications; | think; for
the function of admissions officers under the
requirements for “outcomes assessment;” or
whatever the Southern Association eventually
would like to call the planning for and eva-
luation of institutional effectiveness.

Under the concept of enroliment
management, admissions officers and those
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who set admissions policy become part of a

and administrators from all areas of an insti-

tution. These team members come to manage
eriroliment by recruiting the most appropriate

students for_ their institution, given its re-
sources and its educational objectives. They
give the recruited students appropriate aca-
demic; _career and personal advising and
counseling; and they provide these carefully
selected and groomed students wits appro-
priat. academic coursework and extracur-

management, carried to its logical conclusion,
includes career planning znd placement and,
eventiially, alumni development and fund
raising. The admissions officer recruits stu-

active alumni some day: The alumni officer
develops alumni clubs with 2n eye toward
their helping to recruit students and to sup-
port the educational growth of those students
once they are enrolled. And everyone, from
groundskeeper to_president, evaluates their
effectiveness in relation to the overall policies
of the insiitution’s enroliment management
goais.

ment focuses cin the studerts. Unilike the

marketing concept that we might borrow
from the business world, though, enroliment

management does not change the product to
fit the real or imagined needs of the market.

Enroliment _management instead forces ail

members of a college community to form
consensus about what direction their joint

educational venture should take; and then
asks the admissions officers to recruit the
students most appropriate for that venture:
The dynamics of the situation keep the ad-
representatives.  They _help define their
institution. _ They help fill it with students:
And, by doing their jobs houestly and well,
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they help assure that the students they helped

recruit actually graduate.

__ Regardless of envollment management
or any other such trendy concepts that ccime
along though, colleges who commit them-

selves to an asse.:ment of the outcomes
of their labors then logically must first assess
their input. Admissions officers stand at the
entrance of their institutions, sometime quite
literally. It logically follows that we are in
the best position to assess, or to help with the
assessment at least, of the raw products of our
industry. We talk to freshmen first. We

encode the data from their admissions appli-
cations. We are the first to connect names
and faces. Admissions officers today are

forming closer working relationships with

student data base managers and institiitional

researchers because of their primary prox-
imity and first name familiarity with this raw
data.

At the same time as we offer assistance
to_this growing need for the gathering of basic
data, we are gathering our own kinds of data
in our roles as communicators and counselors
and recruiters. More than most public
relations officers, and almost as much as most
przsidents, people in admissions offices are
daily called on to explain facets of their
institutions. We must describe statistics
in human terms that teenagers and taxpayers
can understand. We raust turn policy and
data into brochures and videotapes and
campus tours.

That is what we do in the admissions
trenches. That is the challenge that I and my

colleagues face. That is why 1 read Section 1l
of the SACS “Criteria” and get excited. ] see
another instance of how admissions will fin-
ally break nut of its salesmanship stereotype
and legitiinately become part of the larger
scheme of mianagement in higher ed'ication.
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THE IMPLICATIONS OF THE NEW CRITERIA FOR ADULT LEARNEKS

Margaret £: Holt

Adult Education Department

The University of Georgia

On October 16, 1985, Dr. )ames

Rogers, Executive Director, Commission on

Colleges, Southern Association of Colleges

and Schools, presented the keynote address at

the Na.‘onal University Continuing Education

Association’s Region [li meeting in Knoxville,

Tennessee. He sitled his presentation “Criteria

A Tool for a Future of

for Accreditation:

Excellence for Continuing Education Pro-

grams in the South.” In December 1 phoned

Jim to ask if | might use his remarks from this

meeting as a springboard for my comments

today. He most kindly agreed. Overall, Jim’s

comments reflect a belief that the new
“Criteria” wiil improve the quality of con-

tinuing education. 1 would suggest that this is

possible if the new “Criteria”

finely gauged precision tools unlike the more

standard tools formeriy employed to assess

conusiuing education: (Perhaps this is why the

accreditation guide is now termed ‘‘criteria

for accreditation” rather then ‘‘standards’:)

New tools for measuring all educational

programs must be more sensitive anc' premse

because of the heterogeneicy and unique

features of che many new audiences served by

higher ediv.ation.

Nearly a year ago, Dean Al Buccino,

Dear of the College of Education at the

University of Georgia, commented to the De-

partment Chanrs of his Gollege, “We are WIt'

from 2 preoccupatlon with mputs to a

preoccupation with outputs.” | agree with

this remark and would add that the new older

students on our campuses and the economic

climate of our country are two major factors
contributing to the shift.

Related to these factors of emphasis on

outputs and economic préSshres listen to

some of Jim Rogers’ comments in Knoxville

about tie recent revision of standards:

~J
Ui

“The commission recently completed a
revision of the standards and develop.ed

its major components, the measure-
ment of the effectlveness of an institu-

777777 The ‘Criteria for
Accreditation;’ a  document which has
restructured the standards to include a
major new emphasis on planning and
evaluation, will move our efforts to a
new level of effectiveness, especially as
they relate to your area. The ‘Criteria’

will serve as a tool for achieving this
goal by improving the ‘quality of your

grams a legitimacy equal to any in the

academic arena. But you may ask—why
the shift? Weren’t the old standards
acceptable measurements for identify-

rrlgﬁgqalrgy education programs? The
PARTIALLY:. The old

an institution had certain resources and

used certain processes, effective educa-

uon would occur. HOWeVer, new non-

the membership, spurred new thinking

regarding nontraditional programs and

nontraditicnal means of Iearnmg We

could no longer be comfortable in our

outdated images of higher education.

along traditional lines because we could

not always evaluate traditional re-

sources and processes. At that point,
the College Commission began to ad-
dress the quality issue. Questior.s we
were asking of nontraditional programs
seemed equally appropriate for tradi-

tional programs. The approach finally
adopted was to add to the previous
reliance on consideration of inputs, a
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significantly greater émphasis on the
evaluation of institutional effectiveness
on the resuits of the educational pro-
cess. As we developed the idea, com-
mittee members siiggested iiat both
measures be used concurrently—that we
evaluate inputs and processes as well as
the results of these processes.”

Allow me to carry on with }im’s com-

ments a bit further.

“In conjuriction with this riew direction
of looking at the effectiveness of an
institutior; z2n<; in turn;, redefining qua-
lity, stud:nic also redefined their con-
cepts and attitudes about academic
quality. In 1977, students defined aca-
demic quality in terms of institutional
characteristics: quality of the facuity
and quality of the student body as
determined by SAT scores {inputs). In
1985, students defined academic qua-
lity in terms of ‘after college’ criteria:
i.e., the number of graduates gaining
acceptance to professional schools and
the number securing desirable jobs in
business and industry. Not unlike the
descriptions of quality outlined in the
‘Ciiteria,” students’ concepts of aca-
demic quality shifted from descriptors
of the college to t’fle _ou‘comes of an
was no surprise to find that tfie Carneg
gie Foundation for the advancemerit of
teaching conducted a study tracking
the undergraduate major. Among other
things, it found that ‘.\merican under-
graduites in their choice of majors are
increasingly preocc;iJjjied with prepara-
tion for jobs.' Higher education is
‘labor intensive ,—§t’u"déijts look more
to_the practical, material benefits from
college—the outcomes of the ediica-
tional process. Consequently, a part of
the new emphasis of the ‘Criteria’ 'ré;
flects this e:iicational priority

soclety AII oi mgher educatwn wull be

and contmumg education is no excep-
tion.”

Holt

In summarlzmg these initial remarks

from Jim Rogers’ address to this region’s
members of the Nationa! University Continu-
ing Education Association, | wish to under-
score three issues:

1)

2)

3)

Economic and demographic shifts will
drive_ higher education’s decision mak-
ing about what types of services will be
offered by the higher education com-
munity. The implications for adult
students are even more preoccupied
with jobs and job shifts than their
vounger counterparts on-and-off-cam-
pus. The almost overnight creation of
eighteen corperate colleges reflects the
societal recogmfmn that lifelong learn-
ing . for _ survival gica
world is imperative.

in a technological

The_emphasis on outputs from 566
traditional programs will heighten again
due to economic concerns and priori-
ties of studerts in the 1980s and 1990s.

results of trammg, learnmg transfer, or
behavioral changes related to education
are generally crude. Accrediting bodies
are_going to be challenged to find in-
dividuals qualified to define what out-
puts ‘“should be” expected in both
traditional and nontraditional programs
ih’d déf initely exasperated _in lbi:atmg
put studies and assessments. To be as
precise as possible, the new evaluative
tools _will need_ to incorporate both
quantitative and qualitative method-
clogies.The state of the art in qualita-
tive evaluation is ijrjtiiiﬁVé and the pool
of individuals skilled in preparing,
managing; and interpreting qualitative
evaluations is miniscule:

Dr. lio’gérs; told us in Knoxville:

“In the new ‘Criteria,’ as you no doubt

porated into the ma;or section on
educational pregiams: It is no longer an
entity unto itself. The ‘Criteria’ main-
streams the special programs and
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elevates them to an equal level along
with undergraduates and graduteé pro-
grams. It's very placement in the
document—preceding faculty require-
mems and following graduate pro-
grams—indicates that .is viewed as a
stantial program area in higher educa-
tion and is deserving of the same level
of attention a< all other academic acti-
vities of an institution.”

| personally have mixed emotions
about the implications of this placement of
continuing education. First, if the separate
standards meant that it was percei*d as an
“add-on” in_higher education (Jim’s words),
then certainly incorporating it into the main
body of the *“Criteria’” is improving the

tion community. However, if the new incor-
porated placement will mean that contiruing
educatior will be forced to adopt traditional
ptactices that have proven insénsitive to some
of the uniquz needs of nontraditional adult
audiences; then perhaps a ‘separate-but-
equal” standard criteria would be more
desirable. However, Jim's comments are re-
assuring that the new ‘‘Criteria” will embrace
creative approaches to instruction:

“The ‘Criteria’ places equal emnhasis

on process and results; freeing connu-

concepts of educational delivery and
new uses of technology in teaching. For
example, it allows for new concepts
such as telecourses—courses which
embrace large numbers of new and
different clientele. Such innovative
instructional methods were not clearly
provided for in the old standards. The
‘Criteria’ encourages institutions; and
continuing education progams in par-
ticular, to be even more creative in
developing new ways of reaching po-
tential learners. . .”

Although; | have suggested there is a
tremendous challenge  facing accrediting
bodies on the matter of evaluating outputs of
educational programs, I applaud the commit-
ment to do so. My own research related to
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indicates that we must intensify our efforts to
assess transfer of learniiig from educational
though the geicral growth of continuing
education programs for professionals indicates
individual and orgar:zational satisfacton with
these educational experiences, there is
mounting evidence that reports of positive
impact_of such programs on job behazior de-
serve challenge. As professional organizations
cial creditability of such programs,; partici-
pants’ _attendance _and self-reports of
satisfaction are counting less as measures of
actual program value. Questions about on-the-
jeb_performance_change following programs
or learning transfer from courses to iasks are
increasingly raised, and in a few situations the
continuation of programs threatened when
sponsors contend they cannnt justify costs,

_If the new _ *“Criteria”’ influence the
people_in continuing ecucation to conduct
programs, then, in my opinion, the implica-
tions for adult learners will be extremely
positive. Unfortunately, there is considerable
evidence in recent literature that learning
transfer from program to post-program
settings often fail. Although learning transter
from adult education programs to changes n
perforiiance and practice Tollowing programs
may be a central concern of many program
planiiers, impact. studies have not been widely
implenented. That js, the commitment and
energies of those who develop programs has
been most often directed toward what
happens at a program, not after. The timing
and placement of most program evaluations
illustrate this emphasis on the program itself
rather thar knowledge utilization fol'owing
instruction and training. Moss, Blytlie, and
Barfield (1978) contend such post measure-
ment yield only a  “happiness quotient.”
Continuing education professionals know it is
an all-too-common practice to enclose an
evaluation form in the packets of program
participants and ask that such be completed
before individuals leave the program siie. It is
reasonable to argue that this is rot an
effective evaluation practice as these 1 artici-
pants will be influenced in their reporting by
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such factors as fatigue, and arxiousness to go

home, andfor a post-program euphoria from

meeting new people, old friends, being

stimulated by new ideas, or a |ader‘ dlsregard

for the worth of completing “one more”

post-program evaluation form. The informa-

tion yielded on such forms frequently denotes

degrees of satisfaction related to content

design, presenters, and other program factors.

The literature is full of studies that

report people’s levels of satisfaction or

self-perceptions of continuing education pro-

grams, Most studies report positive satisfac-

tion, but studies that go the next step and

attempt to correlate reported satisfaction and

self-perceptions tend to show littie correlaticn

with actual knowledge utlllzatmn ?ollowing

post-tests are conducted which additionally

provide programmers with information about

cognitive gains resulting from program parti-

cipation. Clark (1981) for example states

that cognitive testing is the primary means for

demonstrating aCcounublllty to the public re-

sulting from nursing education. Once this

inf ormatlon is tallied, those accountable for

program justification often make quantum

leaps of faith by suggesting their programs

had results, outcomes, impacts, or effects on

job performance or behavior of participants

following programs. It wouid be advisable for

continuing educators to refrain from such

lofty leaps and review the studies that

4 =z _ ST T T T

demonstrate a lack of evidence to support

correlations between program _satisfaction

and/or cognitive gain, and direct impact on

performance or behavior change following

programs, In fact, several studizs show no
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correlation between satisfaction and/or cogni-
tive gain and performance. Undoubtedly;
affective and cognitive gains will continue to
uators, but as accountabnllty and cost-effec-
tiveness attain greater importance to profes-
sionai organizations, continuing educazors will
be expected to design programs with results
that are transferred and lasting. The new
“Criteria”’ shorld help facilitate actions to

evaluate learning transfer and thereby

:mprove the quality of continuing education.
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___IMPLICATIONS OF NEW CRITERL:.
FOR HIGHER EDUCATION’S CHANGING CLIE}S . .o.é

Herman B. Smith

Institute of Higher Education

The University of Georgia

At the offset | must express publicly my

appreciation for the skill employed by nr.

Fincher and his associates r esigning tnis

conference. His success is iz!'ccted by the

composition and complexion of the various

segments of the program. Thus, | am exposed

again, as | have been for the past 19 years o

association with him on this campus, to

Cameron’s peerlessness i in working effectively

with people and in his attending to all details

Some of us

in his planning and execution.

have said many times during the years that

Cameron always covers all bases. He has done

it m plarimng this conference—-ethnic consider-

gender coasiderations, senior pro-

professionals, varied

younger

fessuonals,

interests including vocational considerations—

and this is typical of Cameron:

As | look at this audicnce, | see much

more heterogeneity than | have seen typlcally
That is just
Cameron, |

again th|s

in 6ther conferences in this room.

the way Cameron Fincher works.

join others in thanking you

morning.

interest and inevitable

I have listened to the pre-

ceeding speakers durmg this valuable con-

ference. Now it is my turn to offer some
comments on the assigned topic: “Impl’-
cations of New Criteria for Higher
Education’s Changing Clientele”.  Having

announced the topic | shall proceed as the

proverbial minister who intones solemnly his

topic, presents his scripturaj basis, and then

departs from his topic not to return until it is

time to “open the doors of the church” to

receive new members:

| listened with interest to Ron Simpson’s

presentation of definitions of “implications”.
Cameron said that my responsibility, also, was
to discuss implications. Ron, after checkmg

79

his dictionary, defined implications as

“twisting or bringing together or working in

such & manner to tie some elements together
as you see them”. | now shall proceed to
“twist”’.

There is an advantage to being one of the
last speakers because by this timie everything
has been covered. Margaret Holt just spoke
about “Impllcatlons of the Criteria for
Learners.”” Obviously ' too am speaking
about learners. I am concerned about
learners. Margaret has covered all those fine
academically defensible points regarding
learners. So | can just be Herman Smith as
Cameron knew | would be and speak to you
in terms of some concerns that | see and feel.

“Higher education’s changing clientele’’~l
did not have the privilege of discussing this
topic with Cameron, so | cannot be positive
about what he had in mind when he devised
it. However, I have pondered these words
which are, in my judgment, a type of
euphemlsm ““Higher education’s changing
clientele”, | conclude, focises upon those
segments of our socnety which have not been
served very well in the pest:  ethnic
minorities, older citizens, citizens with various
physical handlcaps, and of course, people
who suffer serious economic disadvantige.
But changing clientele bring to higher
education new or different perceptions : abou».
many specifics. They bring ofter: dlff"i
backgrounds, life experiences,
they bring additional skills and potential as
well as needs and major interests sometimes.
There is a difference; there must be when the
new clientele arrives. All of these elements
are legitimate and worthy of consideration in
the higher education experience. But at the
same time, the changing clientele bring much
that other traditional arrivals bring to the
higher education scene.
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So there is a difference and at the same

time there is r.ot a difference, and it seems to

me _that those of us who are responsible for

planning and delivering academic service

should understand that and govern ourselves

accordingly.

| have pondered the various presentations

made during this conference in the light of

demographic and other information to whizh
| have been exposed during the past few
weeks in the course of my professional
responsibilities. 1 have reflected further upon
two statements made earlier by two previous
speakers. Dr. Rogers of the Southern
Association of Colleges and Schools said at
dinner last evening, “the winds of change are
blowmg in higher education with brutal
force.” What a striking statement! His pro-
nouncement suggests serious implications. As
one dedicated to being a catalyst, | personally
applaud those wmds He |mpl|ed that the
winds are surging and raging, not blowing

gently.

Second, | continue to reflect upon the

endmeratlon by Tom Redmon of top positive

factors that help a learner to achieve the out-

comes stated: Tom listed caring attitude of

faculty and staff, high quality teaching, and

then ‘he also talked about involvement in
various ampus_activities. | thought about
myself in terms of who | am, who | have
lgegg,,ival[erg | have jeen, where | am this
morning and where 1 might be. If all of you
are lookmgfqg here, you can see me, you are

~ to_inter I have
responded to all of this as | think absut how |
happened to enter college as the first one in
my family to enroll in college and graduate, |
and others similarly situated presented our-
selves to the college officials not knowing
very much about all the theory of higher
education and the criteria, standards, etcetera,

but the teachers let us know that the aSSIgned

educational tasks must be accomplished.

able to interpret the statement.

importance of being in college Then the

teachers proceeded to let us know that we

would achieve those objectives, and that we

could achieve those objectives. Then they
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Smith
said, “I can help you' and “l will help yu:..”
Early m our college career, then, a favoribie,
supportive climate for learning and achieviig
was established. | knew that | would be there
for the ridz and that | would make it to the
finish line. 1 think this is what Tom Redmon

was speaking about.

I would state that one specific on his list
Was not present in my situation. He said
“adequate financial aid.” Tom, | did not have
any financial aid, 1 did not have any money,
but 1 did the best 1 could. 1 am able to testify
publicly this morning that | was so busy
trying to earn the tuition and be able to pay
the costs the coming Fall that I did not have
time jo be poor. | did not have time to be
disadvantaged; and { did rot even have time
to be different. | was just a college student
with no money who had been inspired by his
high school teachers to enroll and accept the
tiny scholarship offered, no financial aid. |
concluded, once enrolled that 1 must get
busy and I had better get busy, and so I did.

I am very conscious of the fact that this
conference by design is focused, or is
supposed to be focused, upon Higher
qducatiqn in Georgia. | assuime that if | were
in a conference that was focusing upon higher
education in Wisconsin or Oregon or lowa or
Idaho, there might be some different con-
siderations before us.

| am informed that in one sense there are
really two Georgias: urban Georgia and rural
Georgia. One Georgia is basically or compar-
atively rich; the other Georgla is poor. You
have read as | that the state’s urban counties
contaln only 53 to 15 2% of the Pporulation
between 19.5 and 40. 7% of the people live in
something called poverty. Yet all Georgians
are individuals of potential and ability and all
Georgians deserve the chance for a higher
education if they desire or see the light. How
will the opportunity and the need-and we do
have the need=-for all Georgians to have their
potential developed be addressed? How will
that need be achieved? When the factor of
race is added to the above, a challenge is
compounded markedly.
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~ Georgia’s more than one millior public
school students, as | read; are the tenth largest
number or assembly of students in the
country, but as of 1980 only 56% of
Georgia's residents were high school grad-
uates. On this dimension our state is 43rd
from the top of this ranking nationwide. So
there is much that must be done here to serve
6ijr iiédplé Wé will héVé bediilé th iiééd fd
decide to rt;spond to their needs and their
potential. There will not be a shortage of
people.

Mdny 'détélls Wl‘ilt:l‘i suﬁaced dUiliig my
through my consciousness as the preceedmg
speakers have continued. For example; in
dlscussmns {in one off‘ ice of demographlc data

than in 1975, but black enrollmen,t,m,collcge
dropped 11%, during the period. Why? What
is today’s trend and is that trend still
observable? High school graduation rate for
Hispanics increased 38% during the 1975 and
1922 period while Hispanic college enroll-
riey ‘zclined 16%. Are we deing better here

TR

. We are talking about Americans and
Georgians and citizens who need the benefit
of higher education and who have potential
for succeeding. | believe, whether or not it
has been expressed very weII deep down all
these individuals do have an aspiration to be
successful.

_Nationally | read that one half of all
college students enrolled this academic year
ii'é hbldliig ]055 i prb]Jtii'tlbh thit l‘iaS rlsén
help to account for this phenomejon ~ One
factor has to be the_increasing_ diversity of
clientele pursuing higher education and that
report has many substantial implications then
for the higher education experience.

Finally; | have reflected upon _many

individuals whom | have known who despite
all the odds have made their way to receptive,
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apparently capable;, institutions of higher
education and who have succeeded in
accbmplnshuﬁg the set task. | have mused

distilled; collected, orgamzed understood,
iiit’e’rp'rétéd,aiid, ﬂiéii internalized: We migﬁi
move ahead and provide more édétih’iiéi'y’ﬁir

the climate and services needed in Georgia to
make our educational efforts more effective.

I reflect mewtably upon the slogan that

has been used at Atlanta University through
the years: “l will find a way or make one."”
The expression reflects a determination to
succeed in providing appropriate educational
service for people despite all handicaps or
impediments.

_The foregoing are among those thouglits
and ruminations which have flooded my con-
sciousness as | have observed the various
presenters and followed their respective state-
ments. The recital of my reactions and
iéﬂéi:tldiis iiibVldé a background for ﬂié f' ve

from this experlence. I will merely recite the
implications with little commentary althazgh
each one provokes extensive discussion.

1. The existing use and growing prominence
of criteria is an established fact of life in
h’lghé’r education. This is not a lamen-

tation by any means, but a statement of

hope and optimism. | applaud the estab-

lished fact. | partucnpaté in many groups

from time to time in which is expressed

the. views _ that “the cards are stacked
against us”, ‘“they are no good” “the
standards are not for us”, ‘‘we can't
do it”; “lets attack Eﬁém” etcetera, |
don’t join that crowd. The use iﬁa
growing prominence of criteria suggests to
me the need for a skillful, repetitive, wide-
spread interpretation of the ‘‘Criteria,”
their purposes, their development and of
the related implications. That, of « course,
is what Dr. Rogers was doing last evemng

again in all kinds of circles it seems to me.
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The interpretations should seek, unfail-
lngly, to commu mcate t all thata cent-al
stitutions and to strengthen their respec-
tive positions and potential to provide
needed service in their areas of cperation.
The heightening attention to the “Crite-
ria” and standards siggests to me that
institutions are enhancing their quality as
they continve to piirsue their respective
objectives and institutional commitments,

At the same tiriie tiiai iusiif‘bie ift’ehiibh

is imperative that adequate sensntuve Te-
cognition be given to the human consider-
ations or the subjects who wil! receive the
impact of the “Criteria.” 1 am happy to
say that | have arrived at a point where |
never become so inebriated about the
paper and the statements contained
thereon that | really do not focus enough
attentlon upon the reason for the rheto—

midst who ransed the question yesterday,
“what about that human element, would
you expand upon that?” We must always,
it seems to me give, adequate attention,
sensitive attention, to the human con-
siderations.

It would appear that any institution
which commits itself to the attraction,
preparation, and graduation of changing
or new clientele would at time of making
such a service commitment proceed to
effect appropriate changes from its tra-
ditional and historic patterns, designs and
approaches to the task. The commitmerit
to serving rew clieniele has far reaching
implications for the institution. The
institution then must change in every
respect because the new clieniele bring
with them differences as | sought to
enumerate earlier.

The chalienge of identifying, soliciting,
admitting, preparing or serving, graduating
anu helping to induct the new clientele is
so great and complex that a durable,
dynamic, and creative - '"~horation of
people and organizati: ssary to
enhance chances for - ems to

‘ Smith
me that the educationa! institution alone
is hardly adequate for the task. At the
Kettering Foundation we believe in this
t,:,dllabts'ratiojn;i b’r’oad’b’as’é’d cooperation
that would include many
many kinds of orgamzatl,ons., Only by
such procedure can we realize the greatest
b’ehéft frdin 6r li'i'ibii:t 6f thé “Cilteild "
ciates understand that and that is why
they are interpreting and discussing the
‘“Criteria”_so widely in our state and
region. This “reaching out” activity is
critical. The process should include all
the people back home; the ordinary
taxpayers; the parent; etcetera. .

5. Finally, and | think this is a very
important consideration; the new clientele
shoiild not be expected or required to
assume total responsibility for extricating
itself from the condition ot being new
clientele. All of us must help. We have an
inescapable responsiblity for so serving.

Mine is an idealistic perceptlon perhaps,
but nothing less will serve me. Had this not
been so, | surely would not be here in this
place t'oday, on_this podium.. An earlier
memb. - < the changing clientele, a man who
origina®- in Epworth, South Carolina, made
a statement some years ago which is repeated
again and again. | think the quotation is
germane to my response to what | have heard
and pérceiVéd at thls -meeting. The |iid|V|dliiil
Mays. These are his words: ,“l,t,must be
borne in mind that the tragedy in life doesn’t
lie in not reaching the goal; the tragedy lies in
having no goal to reach. It is not a calamity
to die with dreams unfulfilled; but it is a
czlamity not to dream. It is not a disaster to
oe unable to capture your ideal”-and we
would strongly state that we must have them-
“but it is a disaster to have nc ideal to
capture. [t is not a disgrace not to reach the
stars; but it is a disgrace to have no stars to
reach for. Not failure;” said that departed
South Carolinian and member of the new
clientele at the time; “but low aim is sin.”
May we-each of us here assembled—~in our
future work as educators in Georgia be free of
the sin of low aim.
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CHANGING ACCREDITATION CRITERIA:
CATALYST 70 EDUCATIONAL INNOVATION?

Sven Groeanings
Institute of Higher Education
The University of Georgia

suggest ,that itis mevntable,thaﬁt th’e’Souther,n
Association of Coileges and Schools’ new out-
cemes-focused ‘‘Criteria” for institutional
accredltat.on wnll mduce educational inriova-

revzewjng our experlence with FIPSE projects,
that the innovations will be many and far-
reaching. That could be a very interesting,
lively and construrtive prospect.

Accreditation processes have been a
force for the improvement of quality across
the years, helpful to institutions and to con-
sumers and piomotive of public credibility
and trust. The netion that the legitimate mis-
sions of institutions can be diverse and many
and that standards should be related to
purposes, and effectiveness to objectives, has
be=n a boon to innovation in this country.

An exception is associated with be-
yond-the-campus phenomena which are re-
cent. Input-oriented criteria, among them
library resources, have been barriers to non-
traditional education and perhaps especially
to the distance learning made possible by
medern technologies. Innovators viewed ac-
creditation as a barrier to certain kinds of
access at a time when the great problem in
higher education was access. Now that the
great concern is shifting from access to the
quality of learning anc includes a focus on in-
stitutional effectiveness, on outcomes which
might be achieved in many ways, ind not
only on traditional inputs, accrediting agen-
cies have special opportunities for leadership.

_ The shift to an outcomes focus—a focus
on the learner—makes it possible to ericourage
a wider range of modes of learning and thus
for accreditation processes to encourage both
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quaiity and innovation more powerfully than
ever before.

Moreover and predlctably, the new
“Criteria” will be catalytic to innovation for
at least the following seven reasons:

1. The Southern Association’s outcomes
focus is part of an evolving movement
which will reinforce the thrust of the
Southern Association and provide a
wider set of stimuli to innovation. For
example, the NIE panel which pro-
duced “Involvement in Learning” re
commended that measures of student
growth and development be used as
indicators of institutional and pro-
grammatic excellence;

2 The outcomes focus is an appropriate
answer and arguably one of the best
answers to the demand for improve-
ment in the quality of educatlon, and
may be politically important in secur-
ing support for higher education and
avoiding undesirable intrusions by state
governments;

3. The outcomes “Criteria” are funda-
mentally different from the old criteria.
They change the assumptions about
what is important, in effect putting .n
place new building blocks for wide-
ranging planning and operations;

4. All institutions will have to adapt, each
meeting the new expectation in its own
way;

5. The possible ways to meet the

‘“/Criteria” are many; indeed the South-

ern Association’s ‘“Criteria” explicitly
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indicate the the paths are many, and we
effects will extend ina varlety of ways;,
to faculties, 'd'é'pa’ttiiiérits, whole insti-
tutions and even systems;

This_change should set in motion a
continuing process with feedback, so
that improvement and innovation will
proceed in either stages or as continu-
ing change. It is explicit_in the South-
ern_Association’s “Criteria’’ that there
shall be continuing programs of institu-
tional research, which can themselves
be innovators. It is implicit in this
chznige of focus that accreditors lock at
process, not_ one-time outcomes or
snapshots at long intervals;, but at the
institutionalization of process and
feedback loops.

o

7. Because implementation will be diffi-
cult in terms of methodology, faculty
and counseling development and ex-
pense, and because implementation will
be a ﬁiaﬁy:sisléndbré;- 'p’héiiti'riimdh and

wlll,proba,bly be a need to crc_.a: some
kinds of incentive funders, whose acti-
vity in itself will be catalytic for inno-
vation,

in these new “Crlterla," which mlght seem
innocuous or routinely common-sensical to
some of its readers, some potentially powerful
stimuli_ to_change which portend national
leadership for this region. While there is some
risk of stumbling, there is also an opportunity
to be the leader.

One hesitates to over-interpret anything
not yet implemented; but as a political scien-
tist, whose own field i weavily concerned
with constitutional engis.:~ring; i.e. the effect

b,!as, toward Jnterpretlng this km,d,of change as
likely to be broad'y consequential and even to
have serendipitrus effects. For example, when
European political systems decided that the
results of elections should be reflected by

proportional representation rather than by
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deciaring a single winner, there followed con-
troversies about the mathematical formulas
for distribiting thé seats and abaiit the thres-
hold: for winning any, and there followed
changes in the ballot, the election districts,
the nominating process, the number of
parties, and legislative behavior, including the
pattern of coalition governments. The whole
system perfbrmed differeritly fbllowirig this
afprocﬁess—,m this”case electlon rathen than
education. In parallel, anyone who constructs
education scenarios analytically may work
with one new independent variable but a
whole flock of dependent variatles.

. Thus | want to suggest the prospect
that the systematic implications of the out-
comes focus may be every bit as important a
consideration as the methodological problems
of measuring the outcomes. Indeed, | will be
efaborating this point.

Scenario construction is not my func-
tion today. | am part of this panel primarily
because of my experience as Director of
FIPSE, whosé portfolio of projects, which
range across all fields, have included a few
real-world experiences pertinent to the impli-
cations of meeting the Southern Association’s
criteria. The cases will probably be of interest
¢5 potential adapters and innovators, and will
lead to some conclusions and recommenda-
tions.

Introducing Nine Projects

There are two kinds of pertinent ccn-
cerns whick have attracted FIPSE support.
Each is characterized by extraordinary com-
plexity. One is the set of problems posed |-
technological innovation for state authorizing
agenicies and for accreditirig agencies. The
other is work toward the assessment of out-
comes. Of the nine projects | will mention,
eight were FIPSE-supported.

Technolgical innovation, which brought
us not only new educational programs but al-
so realizable visions of electronic universities
and new institutions such as the recently

founded National Technolgical University,

forced us to face problems associated with
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crossing jurisdictional lines. Basically, we fac-
ed one big problem in three reliicd parts,;
namely state authorization of programs, ac-
crediting criteria, and the underlying defini-
tion_of legal presence in any state. Because of
the linkages, an outcomes focus far accredita-
tion would be only a necessary but not a
sufficient condition of success in solving the
problem of delivering technologically innova-
tion eduicational programs.

_ Innovative approaches to learning faced
a web or system of structural barriers, namely
dealing with each state’s and accrediting re-
gion’s requirements, which vary and involve
time-consuming and costly processes and
could be mechanisms for stifling outside
competition, and a tangle of legal concerns
involving constitutional issues relating to
states’ rights and interstate_ commerce and—
most _fundamentally—the absence of either
any clear definition of “physical presence” to
body of pertinent case law. If we could not
surmount these problems, we would be limit-
ed in our ability to reach learners and to reap
the benefits of our inventiveness.

_Segments of the  !em began to re-
spond. In 1973 the Ec  .ie* Commiission of
the States published .1ouc’ legislation for
state authorization, and in 1978 th~ “ouncil
of Postsecondary Accreditation (Cii'A) re-
commended that the accrediting model be
reconstructed to include assessment of edu-
cational outcomes. It was ZOPA’s perce..tion
that criteria focusing on the 2ssessing of out-
comes would be a key factor in promoting
innovztion.

_The next step, with FIPSE’s support,
tance Learning Via Telecommiinications;” a
joint prcject of the Council on i ostsecondary
Executive Officers (COPA-SHEEO). The pur-
pose was to develop an encompassing strategy
to ensure educational quality, promote the
best use of the emerging technologies; and cut
back the muitiple accrediting and state
authorizing activities,
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The summiary report, which actually is

long, detailed, and includes task force re-
ports; was issucd in October, 1985. It calls for
~~mmon procedures for authorization and ac-

sues. Secondly, it calls for a single and
generally accepted format for institutional
provision of information which indeed now is
being field-tested. Thirdly, it calls for the
development of reciprocity among the states
and the acc.editors. The country now has

these principles and procedure: and the pro-

posed strategy for its crisideration. The

Implementation Task Frrcs is promoting
working agreements beiwezn and among
authoriziig and accrediting bodies. In this re-
gion, Florida, Texas, and Virginia have de-

cided to use the Institutional Profile;

The fact that i’ report bears the im-
primatur of both COPA and SHEEO in itself
makes it a landmark. Dissemination has been

occurring, so that familiarization with the
problems and proposals has been increasing,

and the two organizations are continuing to
work together. Their Accreditation Task

Force has urged the adoption of outcomes
measures and explicitly makes the linkage to

innovation. COPA-SHEEO'’s work adds to the
averall_thrust of the new Southern Associa-

tion ““Criteria” and provides a wider set of sti-
muli o innovation:
_All the other projects to which | will be

referring address problems of organizing to

meastire outcomes: One project involves the

Board of Governors of the California Com-
munity Colleges and the Accrediting commis-
sion for Cocmmurity and Junior Colleges of

the Western Association of Schools and
Colleges.

These two organizations have reached

an agreement on their roles, have conducted
dozens of workshops to improve institutional
and agency evaluation and planning activities,
and have been addressing issues involving the
measurement of learner outcomes. Their staff
papers state thatit is only through the evalua-
tion of learner outcomes that colleges can
monitor changes in the quality of their work

and determine if they are being effective.
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They foresee tasting for competencies, vvish
to contribute to the improvement of learner
outcome measurements, and have devcloped
an “Item Bank and Handbook" which is now
being tested by colleges as past of their ac-
crediting self studies.

In éSkiiig themselves what kinds of
outputs/outcomes to seek; they considered
institutional assessments weak along two di-
mensions. Théy wanted to know much more
about how many transferred and haw they
iiéi'fdiiiiéd at the senior iijStitlitibh, how
many were placed in jobs; and to what extent
college work helped people to become useful
citizens.  They found they also wanted to
know what growth in skills; knowledge, and
understanding of values studénts expericnced
while enrolled; and therefore wanted to note
their characteristic: entiy, their worl: at the
college; and the purpose to which they put
that work after finishing their _program.
Furthermore; they contemplated the virtuai
’cértéihty that the asscssment of competencies
wouid need to include a “vide Viriety of tech-
hii:iu'eS—, among them intesviews, ’p:erfo'rina’h’ce
examinations, review of experiefice, and
standardized tests, and they stated that
assessment would need to include the diagnos-
ing of educational needs.

They were mterested m feedback be-

a;non should lead to deasnons whnch umprove
the learning process. In order to enable col-
leges to make comparisons with one another,
tiiey have proposed to miake the Chancellor’s
office a ’d’e’pbﬁittji‘Y for aggregated 'da’1'izJ find-
ing_this approach both analytically effective
and cost-effective.

The enormous challenge would be to
figure out appropriate ways to measure
achievement, and especially to measure
change. California commiinity colleges may
be the nation’s most varied set of institutions
in student age, ethnicity and lifestyles; and
maybe also in employment and residential
patterns. There is a phenomenal range in stu-
dent purposes, preparation and capabilities.
Moreover, nearly all future enrollment in-
crease will be of part-time students, and per-
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E. - ps the:r 6biectl\7e§ dlffé? frdh‘i th6§e of full:
rolled to gam occupatlpml skills. Not only
are there mammoth probleris in trying to as-
sess change,; but also it would be likely to be
necessary to re-orient advisinent in major
ways.

Jh’d’e@’d, the jmpli,citio’ri,s,wine Virtijilly
S’p’i‘éWIiﬂQ in all directions. Th;ey perceived
that a focus on outcomes would necessitate
contemplating an amazing array of. Chéhéés
and _innovations which would add up to
fundamental institutional renewal, including
changing the sense of responsibilities; chang-
ing the mode of instruction, _changing the
capabilities of the teaching staff as welil! as the
advising_staff; possibly new articulation with
nontraditional providers; renewal of pro-
grams; improved management arnd coordina-
tion; financial incentives for protessional and
drg”iﬁiidtibiiél development; and intér-institii-
ticnal coliatoration to prepare faculty and
administrators,

in the Southern Association’s new “Criteria”

to follow these develspments in California,
which mcldentally extend to Hawaii, because
aspects are in the early stage: of becomirig
operational. 't may also be instructive to
watch parallel developments in certain spe-
cialized fields.

| would iike to_mention two FIPSE
projects related to the fie!d of business. They
illustrate different points.

_For perhaps a_dozen years the Ameri-
can Academy_ of Collegiate Schools of Busi-
iieSS (AACSB) has beéii Cﬁiiteﬁiplitihg
received a FIPSE grant for what, was then
called “The Accreditation_Research Project”
but is now known_as “The Outcomes Mea-
surement Project.”’ The original question, as |
recall; was: What are the most reputable out-
comes for the BBA and MBA?

Now ready are two sets of instrumeni.
One deals with seven sets of knowledge areas
in the field of business. The other instrument
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focuses on skills, such as ability to communi-
cate.

- AACSB  :w at the point of gathering
data to determine national norms for out-
comes. It is far from ready to put outcomes
theasures in accreditation standards. It is con-
templating using outcomas rieasures as ar al-
ternative path to Zccreditation, so thai there
would be two acceptable procesces, at {east as
an interim phase.

AACSB thus has, asa matter of |ts own
potato )

—the danger of being threatening to

some of its constituency

—the danger of teaching to the instru-
ments

—and interna! pressure stemming from
the fact that AACSB includes in its
accredited schools. The latter are
‘“chomping at the bit” for the opportu-
nity to prove themselves in alternative
ways, including Northeas: Missouri
State, which is a leader in advancing the
value-added concept. Clearly, the in-
troduction of outcomes criteria would
be a boon to non-t~aditional providers,
e.g. the Arthur D. Little Management
Education Institute, which educates
numerous foreigners under A.l.D. con-
i 3ets,

The second FIPSE project in the field
of business illustrates how AACSB has been
an engine of reform by setting accreditation
standards.

~In 1974 AACSB stated that “The pur-
pose of the curriculum shall be . . . preparing
the student for . . . roles in busi’n’ess and
society—domestic and worldwnde ” In 1980 |t
tightened the meaning:
tion that aiy single approach is required to
satisfy the worldwide dimension of the curri-
culum standard, but every student should be
exposed to the international dimension
through one or more elements of the cu:ri-
culum.”
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As deans and faculties wondered how
to meet this new standard, AACSB began a
series of seminars to help faculty teach inter-
national courses; namely, international fi-
nance, internationai marketing; international
tmanagement; international accoui;ting, and
introduction to international business.

The AACSB mternauonal stand;xrd calls
for reaching every undergraduate business
student, but; like the Southern Association of
Colleges jﬁd Schools, AACSB doesn’t tell
anybody how to do i:. It is at this point that
the new rules of the game stimulate innova-
tion.

~_In the case of the AATSB stardard, the
strategic choices are to incorporate inter-
national business concepts into the core of
functional courses or to offer separate inter-
national business courses. An institution
might offer an international core course; a
global perspective throughout the core
courses, international mmodules within the core
courses, or required international courses
within the student’s specializations. Any of
these approaches would meet the AACSB
standard. -

It became apparent that there would be
2 need for models, dissemination, and finan-
cial support for innovation in internationaliz-
ing the business curriculum.

__Accordingly; it was appropriate for in-
stitutions to wrn to FIPSE, and thus FIPSE
could play a supportive role for the imple-
mentation of the AACSB standard.

~ FIPSE decided to support a three-year
project involving a consortium of small uni-
versities in the Northwest; with Pacific
L-stheran University at_the center; to develop
jo.ntly a comprehensive program to inter-
nationalize their curricula, including inter-
disciplinary cooperatntih and the development
of nine modules for inclusion in all the non-
quantltatjye,fWundergraduate core business
courses. FIPSE was not supporting any major
university’s traditional strategy involving the
hiring of experts to prepare specialized
courses_and v produce experts for specialized
institutions such as international banks. It
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sought to support a significant model involv-
ing smali institutions which do not kave a
doctoral "ogram; and which would prefer to
pursue a modular infusion strategy. These
small institutions would not be hiring new
faculty, and it is not their function to pro-
duce experts. Their students would be hired
by small and middle-sized firms and would be
expected to become familiar with doing in-
ternational business as part of doing American
business more broadly. The desired curricu-
lum would also be useful in developing work-
shops for employees of local firms.

The challenge inherent in this strategy
is two-fold. The first _challenge is developing
the modules; and incidentally; the appeal of
this :.odular infusion strategy has become
apparent as more than 40 institutions have re-
quested the modules. The second challenge is
retooling the faculties, i.e. one could not
change the teaching and learning to meet the
standard without facuity development.

Also along the international dimens:ion,
new standards are i-.irig deveioped in the
fereign language ficld as the globalization of
the eronomy forces greater attention to prac-
tical zommunication and therefore to foreign
laﬁgiidgé Oiél brﬁfibiéhty féﬁt!iig. Thé piimé
mg,agency, ,,but a p,rofessn,onal ,,assoc,lat;on
With the Exxon_ Education Foundation;
FIPSE is supporting the devclopment of
foreign language proficiency testing. What is
important for our focus today is that this case
also shows the inevitably broad catalytic ef-
fect of a change in expected olitcomes. This
will illustrate that such a change necessarily
will induce in-ovations.

__ The American Council on the Teaching
of Foreign Languages (ACTFL) states that
“Méééiiiéblé foreign language_ profi ciéiicy is

and essential to its credlblllty

, Testing instruments are being develop-
ed and tested for the most common languages
and will be developed for more. We are in the
early stage of establishing 2 n:ztional system of
testing for skil’s .fiainment, Given the long
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experience of the Foreign Servic institute
with proficiency testing and the ¢ :ful work
donie in developing appropriate me -ics, | be-
lieve_this will be impressively succe ful. | am

confident also because the_ assessr. -nt of a-
chievement involves meeting an absolute
standard at each _of the five levels of mea-
surement; ACTFL’s program dses not
attempt to measure individual progress in the
sense of value added from any starting point,
but only absolute student achievement, i.e.
levels of competence.

_ This will be a fundamental change with
profound implications. It wili signal the im-
portance of learning a foreign language as a
skill to be used. It will motivate and enable
students and teachers to earn credentials
based on recogniz<d standards, while provid-
ing yardsticks_ ¥ _progress. Moving the
measurement_of _achievement from a semest-
ers-passed_criterion to one based on profi-
«::ncy wili allow people to proceed toward
credentialing however and wherever they
choose, while fostering continuity and link-
ages across levels of education. There will be
the ac‘d~taonal benefit of establishing bench-
messs ~f “zcountability for teachers.

#¢ inay anticipate that _the estab:ish-
ment of such a system will have . talytic
effects on curricula:- development and evalua-
tion, on the design of teaching materials, and
on parallel testing in increasing numbers of
languages, The point is the same profound
point_being made de facto by the Southemn
Association: changing the scorekeeping chan-
ges the game.

, In the case of ACTFL, we are talking
about competency or outcomes testing; and
immediately we started talking about all the
new issues: How could the tests be developed
and administered? How woild standards be
maintained as u~iversal constants when the
number_of _testers i...-7eases across the coun-
try?  Which languages and substantive fields
would be included? What emphasis should be
placed on diagnostics, which might help
learners overcome weaknesses?_ s the vision
sufficiently encompassing? Where would it
be best to do the pilot testing and in:tial
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evaluation? Whait should be the Ché[@cte[istits
of the ’organiiatitinal mechanisms? Should we
inticipate ) régiOﬁél testing _centers to train
testers and administer tests? How should dis-
semination be handled? How do we re-tool
faculties? If different agencies are to be in-
volved for diffé’rent,,pufrpqsqs, how shoiuld
their efforts be coordinated? How wculd the
system be financed? What sort of |€gitij'riiza’5
tion and brgﬁﬂiZitiﬁhil ’p'olitics are needed to
ensure a successful launch?

All these questions arose as the foreugn
language field decided it should pursue a
different kind of learning outcome and insti-
tutionalize proficiency measures, and some
such questions become new noints of depart-
ture for innovation.

If the objective is to measure an institu-
tion’s impact on students very hroadly as
whole persons, the measures will have to have
multiple dimensions. There are three promi-
nent models, provided by notably dissimilar
institutions: Alverno College, Northeast Mis-
souri State Unuversuty (NMSU), and the Uni-
FIPSE supported early work with the State of
Tennessee and was closely assocuated wnh the

not have the hen- oulslde fundlng, won
the Arierizin “ssc - don of State Colleges
and Uy Jes’ 1983 Mitau Awaid for inno-
vation an:d ckange in state colleges and univer-
sities.

Alverno overhaiiled the whole curricu-
lum, focusing it on eight skills outcomes:
effectlve communications, analysis, problem-
solving, values in decision-making, sociil
interaction, responsibility for the environ-
ment, involvement in the contemporary
world, and aesthetic response. The objecti /e
was to foster ‘‘abilities that last a lifetime.”
Each of the basic abilities is defined in six in-
creasingly complex levels and these are in-
fused throughout a curriculum which is
otherwise organized in a traditional manner
substantively. Faculty teach toward the
different levels of abilities in their substantive
courses; in_effect, their responsibility for
general student development parallels their
responsibility in their field of knowledge.
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~ _Alvzino uses a variety of assessment
techniques_and has established both an As-
sessment Center, which administers assess-
ments, and a faculty Assessment Council to
provide technical assistance to faculty. There
is also an Office of Research and Evaluation
which conducts research into student de-
velopment and processes of teaching and
learning and which evaluates the curriculum.
At Alverno; everybody is involved; and a
thorough evaluation of the whole program has
confirmed that it is a stunning success. It has
involved exceptional leadership and cor: ait-
WQ[’kiln the same direction is now,und,eltway
with FIPSE suppcrt at Clayton Junior College
here in Georgia. | suppose that the Alverno
approach could only evolve at a small liberal
arts college. Alverno happens to be a Catholic
women’s college in Milwaukee with an en-
roliment of 1,500. | suppose further that if
institutions are going to test for broad out-
comes, the testing system itself will be a boon
to libera} education.

 In contrast to Alverno, the Unlver5|‘y
of Tennessee at Knoxville (UTK) is a multi-
versity with sixteen colleges and schools; a re-
search institution with strong departments
and corresponding d:centralizatior f aisthor-
ity. The prod to its activity has been #-.zernal
financial incentives provided by “perforiiance
funding” in statewide budgeting. There was
“performarnce fund,lng, when FIPSE o,ngl,nal,-
ly co-funded, with the Kellogg and Ford
Commussuon s pilot pro;ect ,desugned to add a
performance feature to the appropriations
process. Cu.tently; five percent of the overall
budget_is distributed to institutions on the
basis of success in meeting performance crite-
ria. UTK gained Kellogg funding to develop
assessments of learning ouicomes consistent
with the criteria. It has developed a value-
added component for gerieral education as
well as prajects in a substantial number of de-
partmerits to experiment w'th measuring out-
comes in the disciplines; plus instruments for
assessing student and graduate satisfaction. A
Le ‘ng Research Center provides assistance
a the campus.
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State University,

Kissouri

____Northeast 4

structurally a somewhat typical reglonal state

unwersnty, uses standardized testing instru-

ments in assessing value added for its entire

student body of 7,000. There are several

phases to this actiwty, both general and field-

specific, and there is a quest for patterns that

make a difference in learnmg Costs are kept

down by using existing instruments, and the

University cites its efforts to focus on learning

and on the development of the nndmdual

The success of this nrogram also is attrac:’ ng

na*ioaal attention.

cross the counffy These activities, when

viewed as a whole, seem a bit unsettllng and

chaotic; but tiie chaos 1as momentum.
Conclusions

For this conference | was asked to draw

on my cxperience with ?IPSE to address the

gical innovation and new approaches.

It seems to me that the implications are

the basic concept of excellence: The role of

accreditation will become increasingly impor-

tant in the quest for quality and as a catalyst

to |nnovélt|on, and there will be a new dyna-

mic tension between accreditors and institu-

tions. Sach tension could be positive.

| an impressed not only by the range

of merhodological problems in constructing

instruments but also by the prospects of

systematic complexity within and beyond

academic institutions, considerable cost, and a

need to encourage |n|t13t|ve in institutional

We will enter an era of groping for as-

sessment tools in both the institutional and

specialized accrediting agencies. It will be re-

latively easy to draw facile inferences from

the placement of students beyond the cam-

pus. It will be approprlate in some cases to

pursue absolute standards in specialized fields.

It will be especially difficult to cope with the
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concept of value added, which involves itera-
tive measurement, and with trying to measure
general outcomes. Some approaches may
arouse general leeriness.

It may be tempting for some beyond

the academy to think that an outcome focus
will help the colleges and universities to do

more with less, since the objectlve is not the

acquisition of resources but is instead their

effective use. It seems clear, to the contrary,

that the shift to an outcomes focus could be-

come very expensive, as it suggests more than

the construction of measuring instruments. It

can involve faculty training and more exten-

sive counseling as well as management costs,

all along new dimensions. Therefore, the im-

plications fz ‘nnovative approaches can be

virtually ubiguitous.

We open the door to complexities whien
we make a seemmgly straightforward and
reasonable decision to base institutional ac-

countablllty at least in part on demonstratlng
progress in advancing student learning. !

‘wnstructive, | subrait, to suggest t’o

.ors that such a change which

iuaily addresses institutional a-ission,

'n to be broad in its impact and impli-

caw. .05, At a time of emphasis on both educa-

tional quality and fiscal constraint, legislators

riay want to say that the purpose of addi-

tional appropriations will bz to improve

quality. As some legislators may wonder

about the effectiveness of the expenditures,

we rould face two legislative problems. One

might be legizlator concern about how satis-

factorily to assess whether lmprovement has

been occurring. The other is the related

specter of an unfolding, changing relationship

of academic institutions to state ~overnments
which hitherto hav= stayed a. m med-
dling in the assessment of academic perfor-

mance: The latter is another “quicksand” or

“sleeper” problem - or accreditors as well as

campuses. Wisely, it has been the American

tradition to leave issues of assessment funda-

mentally in the hands of institutions and ac-

crediting agencies. There may be a need for a
broad conversation, in this new context, on
institutional relationships as well as on as-
sessment.



Groennings
Récommendations

. _ Each panelist_at s . zals. yas
asked to consider offering a recor e Lition
or two,

__Recommendations can be m:iniy of
two kinds: The first concerns ins .itt *--+«ns and
programs. They will need to clarify their mis-
sions and develop ways to assess larning out-
comes_and institutionalize the outcomes fo-
cus. The second concerns the accreditors,
which will need to contemplate being helpful
to institutions in new ways as well as how to
evaluate the achievement of institutions.

My assigned topic, however, is the im-
plications for inncvation. | have tried to make
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the point that the innovations propelled by
the Southern Association’s new “Criteria’’ czn
t:e far-reaching, varied from one institution to
moiher in accordance with their varying mis-
sions, and cestly. implemnentation will involve
experimentation_ and time. Institutions will
seek models, information and finar-ial help.
In time, credibility will be ‘“‘oi1 the line”’; and
in the meantime there could be del.ys attri-
butable to concern that other resources will
be traded away in order to meet the expense
ot launching this new undertaking. The South
is embarking upon a venture. Yet unlike
corporations, colleges and universities do_rot
have venture capital. | recommend that there
be consideration t~ creating incentive
funders,
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~____ HIGHER EDUCATION IN GEORGIA:
ASSESSMENT, EVALUATION, AND ACCREDITATION
Wednesday, January 15t
12:00- 1:00 p.m. Registration
1:00-2:15p.m.  Opening Session
“The Emerging Role of Asses~r.-z.vt and Evaluation in
Posisecondary Education”
Cameron Fincher

Institute of Higher Educztion
2:15-3:30p. . {~-Quita Booth, Chair
“irst Panel on Assessment

“Assessmg Student Achievement”
JoeMarks
Southern Regional Education Board
“ Assessing Educational Outcomes”
Tom Redmon S
Southern Regional Education Board
*“Assessing Vocational Competencies”
Michael McCord =~
Athens Vocational /Technical School
3:30-3:45p.m.  Break
3:45-5:00p.m.  (laire Swann, Chair ,
Second Panel on Assessment
“Neéds Assessment in i’roérams for Health Services Personnel”
Libby Morris
Institute of Higher Education
fiA'sjs;essi'rjgjjg,NgW Standards for Higﬁ Scheol Graduation and

College Admissions”
Nathaniel Piigh
Georgia Southern
**Needs Assessment in Vocational Programs”’
© Ken Allen ,
Georgia State University

5:00- 6:30 p-m. Conference Reécess




6:30 p.m. Dinirier Session
““The New Criteria for Accreditation”
James T. Rogers
Commiission on Collegzs

Southern Associatien ot afizues & Lchools
Thursday, jJanuary 16th
8:30 - 10:00 a.m.  Katherine Boardsian, Chair
Panel on Impiications of SACS’ New Criteria for:
"insiiiuiiona’i Researci”’

“Developmental Studijes”

Leroy Ervin
Division of Developmental Studies/UGA

“Instructiona’ "evelopment”

Ronald 3impson

Office of Instructional Development/UGA

“ Admissions”
John Albright
- Office of Admlssmns/UGA

10:00- 10:15a.m.  Break
10:15-11:30a.m. Rick. RdSé Chair _
Panel on Imphcatlons of SACS’ New Criteria for:
“Learners”
Margaret Holt
Departraent of Adult/Continuing Education
“Higher Education’s Changing Clientele”

Herman Smith

Visiting University Professor
Institute of Higher Education

““Technological Innovation and New Approaches”
\;verv ﬁroenning
.siting Professor

Instltute of Higher Education

11:30- 12:15 p.m.  Open discussior and recommendations for assessment and
evaluatic: in institutional accreditation
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