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Introduction. The study was conducted in response to a need

for systematic analysis of the practice of granting academic credits
for prior off-campus learning. It was stimulated by a commitment
to the goal of facilitating student development and an interest in the
theory that such development can be enhanced through recognition of
individual differences.

Problems. The study sought to resolve the following method-
ological problem: How can the perceptions of students and educators
be assessed and analyzed to determine if current practices are ful-
filling students' aspirations for opportunities to qualify for academic
credits for prior off-campus learning? Resolution of this problem
allowed consideration of three research problems.

Methodology. The study was conducted in four phases. First,

a model was developed for the assessment of student needs for



opportunities to qualify for advanced credits. Second, two instruments
were developed to measure the perceptions of the subjects of the
study. Third, the instruments were utilized to collect data from
educators associated with eleven Oregon community colleges and
students enrolled in ten of those institutions. Educators were selected
through the process of simple random sampling and were surveyed
by mail. One hundred and eight educators (72% of those contacted)
responded to the questionnaires sent to them. The student sample
was obtained by selecting a stratified sample of thirty classes. A
total of 417 students completed questionnaires in their classrooms.
Finally, the data were analyzed to determine the effectiveness of the
model and instruments developed for the study and to draw tentative
interpretations from the data. Descriptive statistics were utilized to
evaluate the assessment model and to make interpretations. In
addition, the chi-square distribution statistic was used to test three
hypotheses designed to investigate the proposition that existing prac-
tices are not currently fulfilling demand. In testing the hypotheses,
the . 05 level of confidence was accepted as indicating significance.

Findings. The following findings were observed:

1. The instruments and model developed for the study yielded
measures of demand ('what should be''), current fulfillment ('"'what
is'"), and need (‘'what is lacking'') for each of seven curriculum areas

and for the curriculum taken as a whole.



2. Students tended to qualify the strength of felt demand; some
indicated strong demand, some weak demand, and some no demand.

3. Each subject group tended to perceive consistently different
levels of demand. Returning students tended to perceive greater
demand than either entering students or educators.

4. Entering students reported receipt of advanced credits less
frequently than returning students.

5. A range of need estimates was obtained for each of seven
curriculum areas and the curriculum considered as a whole. Need
estimates were found to vary depending upon the subjects perceiving
demand and the strength of demand considered to legitimately indi-
cate '""what should be.'" (When considering the curriculum as a whole,
one need estimate indicated that as many as 55. 1% of all entering
students are in need of advanced credit opportunities, while another
predicted that no more than 17. 7% of such students are missing de-
sired advanced standing opportunities.)

6. When weak demand was assumed to be a legitimate indicator
of desire, then significant differences were observed between desired
conditions and current fulfillment in all seven curriculum areas and
in general.

7. When strong demand was considered to be the only legiti-
mate indicator of desire, significant differences between desired

conditions and current fulfillment were observed less frequently.



Returning students and educators were more likely to perceive
greater demand than fulfillment than were entering students.

8. Older students, female students, married students, and
vocational technical students tended to indicate greater demand for
advanced standing opportunities than their counterparts.

9. Most students were found to be unaware of the advanced

standing opportunities available on their respective campuses.



(c) 1976

JEWELL CHARLES MANSPEAKER

ALL RIGHTS RESERVED



An Analysis of Oregon Community College Students'
and Educators' Perceptions of Opportunities to
Earn Academic Credit for Prior
Off-Campus Learning

by

Jewell Charles Manspeaker

A THESIS
submitted to

Oregon State University

in partial fulfillment of
the requirements for the
degree of

Doctor of Education

June 1976



APPROVED:

Redacted for privacy

Professor of Education
in charge of major

Redacted for privacy

Dean of School of Education

Redacted for privacy

Dean of Graduate School U

Date thesis is presented May 4, 1976

Typed by Susie Kozlik for Jewell Charles Manspeaker




ACKNOWLEDGMENTS

Far more people have been of intrumental help to me while I
have been pursuing the doctorate than I can possibly acknowledge on
this page. My wife and children, my parents, my very supportive
doctoral committee members, my professional colleagues, my fellow
students, and the many anonymous students and educators who parti-
cipated in this study all deserve recognition for the assistance they
provided me. I am deeply grateful to all of them,

My wife and children have all made many sacrifices, so that
Daddy could work on his dissertation. They have also helped me in
many, many ways. Carol helped in too many ways for me to specifi-
cally list. Six year old Liz took control of the production line and
capably stapled several hundred questionnaires. Five year old Jenny
supported my morale sitting quietly or sleeping soundly in my study
while I worked. Finally, two year old Andy has helped to keep me
humble by clearly demonstrating that he has learned far more in his
two years of life than I achieved during my three years of doctoral
studies. I shall always be deeply indebted to my family for its support,

I also want to thank my parents, Bill and Margaret Manspeaker,
for their devoted support through the years. Without their assistance
I would not have survived the formal education I have now experienced.

All members of my doctoral committee were helpful and suppor-

tive of my goals and I am grateful to each of them. Two spent many



hours with me and became very special mentors in my life. Robert
W. Chick, my major professor, persistently stole time from his per-
sonal life to provide assistance to me. His demanding responsibilities
as the University's Dean of Students simply would not allow him to
follow my thinking through its many false starts during working hours.
Dean Chick, thank you for your committed support. Dr. Charles
Carpenter provided encouragement and thoughtful guidance throughout
my doctoral studies. Even as he was suffering from a tragic physical
injury, he found time to encourage me with warm optimism. My
thoughts are with you, Dr. Carpenter.

Many of my colleagues and fellow students lent support when it
was really needed. Two office mates, Dr. Bob Clausen and Dr. CIliff
Eberhardt, helped me think through my study and served as models
for me to emulate. Helen Lowrey from the Survey Research Center
was particularly helpful when I was developing my questionnaire.
Brian Brown and Dr. Lila McQueen were valuable consultants who
helped me develop the design of my study and select statistical tools.
Geri Page kindly read my study in its various forms and through her
suggestions greatly improved its flow and grammatical quality. In
addition, many other people took the time to critique various sections
of my study or to complete my questionnaires. It was this support
which made the study a pleasurable experience for me.

Finally, I would like to dedicate this study to my first mentor,



Mr. Robert Buck. As a home room and social studies teacher at
Grant Junior High School in Denver, Colorado, Mr. Buck helped
many insecure adolescents become self-confident enough to pursue
such heady objectives as high school diplomas and college degrees.

I was one of those insecure adolescents and have always been grateful

that Mr Buck was there when I needed him.



Chapter

I

II

II1

v

TABLE OF CONTENTS

INTRODUCTION

Need for the Study
Statement of the Problem
Purposes and Objectives
Importance of the Study
Research Hypotheses
Definition of Terms

REVIEW OF RELATED LITERATURE

Historical and Conceptual Aspects

Methods of Granting Credit for Prior Off-
Campus Learning

The Impact of Advanced Standing Practices

Needs Identification Methodology

METHODOLOGY

The Needs Assessment Model
Development of the Instruments
Selection of the Samples of Subjects
Analysis of the Data

Analysis of the Data

Validating the Needs Assessment Model
Testing the Hypotheses

Interpreting Related Data

Summary of Findings

SUMMARY, CONCLUSIONS, LIMITATIONS, AND
RECOMMENDA TIONS

Conclusions
Limitations of the Study
Recommendations

BIBLIOGRAPHY

Page

— O 0 0 - ;

—t

20

20

33
49
56

68

68
75
78
83

85

86
109
120
126
133
135
139
139

141



Chapter

APPENDICES
Appendix A
Appendix B
Appendix C
Appendix D

Appendix E

Page

147
152
157

159

161



Table

10

11

12

1IST OF TABLES

Page

Policies regarding credit for prior learning at

eleven Oregon community colleges during 1975-76 48
Four general needs assessment procedures 67
A model to assess student needs for advanced credit
opportunities 73
Statistics derived from pilot test data 77
Summary of participating educators 79
Summary of student respondents 81

Measures of entering students' demand for opportunities
to qualify for academic credits for prior off-campus
learning in seven curriculum areas

Measures of returning students' retrospective demand
for opportunities to qualify for academic credits for
prior off-campus learning in seven curriculum areas

Measures of educators' estimates of entering students
demand for academic credits for prior off-campus
learning

Measures of entering students' and returning students'
reported receipt of academic credits for prior off-
campus learning in seven curriculum areas

Five estimates of need for opportunities to qualify for
academic credits for prior off-campus learning in the
curriculum area of English composition and communica -
tion skills

Five estimates of need for opportunities to qualify for
academic credits for prior off-campus learning in the
curriculum area of social sciences

88

89

90

93

96

98



Table

13

14

15

16

17

18

19

20

21

22

Five estimates of need for opportunities to qualify
for academic credits for prior off-campus learning
in the curriculum areas of mathematics or sciences

Four estimates of need for opportunities to qualify
for academic credits for prior off-campus learning
in the curriculum area of physical education

Four estimates of need for opportunities to qualify
for academic credits for prior off -campus learning
in the curriculum area of personal health

Five estimates of need for opportunities to qualify
for academic credits for prior off -campus learning
in the general field of vocational-technical education

Five estimates of need for opportunities to qualify
for academic credits for prior off-campus learning
in the general area of other transferable courses

Five estimates of need for opportunities to qualify
for academic credits for prior off-campus learning
in any one of seven curriculum areas

Chi square (Xz) values and derived significance
levels measuring differences between proportions
of entering students indicating gross demand and
returning students reporting demand fulfillment

Chi square (Xz) values and derived significance
levels measuring differences between proportions
of entering students indicating strong demand and
returning students reporting demand fulfillment

Chi square (Xz) values and derived significance
levels measuring differences between proportions
of returning students indicating gross retrospective
demand and returning students reporting receipt of
advanced credits

Chi square (Xz) values and derived significance
levels measuring differences between proportions
of returning students indicating strong retrospective
demand and returning students reporting receipt of
advanced credits

99

101

103

105

106

108

111

112

115

116



Table

23

24

25

26

Chi square (Xz) values and derived significance
levels measuring differences between educators'
expected frequencies of entering students' demand
and the proportion of returning students reporting
receipt of advanced credits

Measures of students' demand for opportunities to
qualify for advanced credits in at least one curriculum
area cross-tabulated with six student variables

Measures of student awareness of existing policies
regarding the practice of granting academic credits
for prior off-campus learning

Measures of educators’' awareness of existing
policies regarding the practice of granting academic
credits for prior off-campus learning

Page

119

122

127

128



AN ANALYSIS OF OREGON COMMUNITY COLLEGE STUDENTS!'
AND EDUCATORS' PERCEPTIONS OF OPPORTUNITIES
TO EARN ACADEMIC CREDITS FOR PRIOR
OFF-CAMPUS LEARNING

I. INTRODUCTION

American higher education has demonstrated a long-standing
commitment to the goal of facilitating personal development. It was
a dominant goal when the first colleges were founded in America's
colonies, and it continues to command the attention of educators as
they plan for the twenty-first century. President Dunster of Harvard
emphasized its significance in the seventeenth century when he
directed his faculty to help all students advance in all learning
'""...according to their several abilities'" (Rudolph, 1963, p. 6).

Quite recently, the Carnegie Commission on Higher Education ex-
pressed a similar emphasis when it charged that one of five dominant
purposes of higher education is to provide ... opportunities for the
intellectual, aesthetic, ethical, and skill development of individual
students'' (p. 1).

Though commitment to the goal of personal development has
been constant, the context within which it has been pursued has changed
dramatically through the years and continues to change rapidly. Stu-
dents have become increasingly heterogeneous; the once stable and
classical curriculum has been replaced by alterable and complex

curricular options; career choices for college graduates have been



greatly expanded; and notions about the developmental needs of stu-
dents have been modified by the findings of the social sciences and
other influences.

Thus, colleges and universities have been continuously chal-
lenged to move in differing directions in order to meet the apparent
needs of their students. Today, movement is advocated in several
directions., Kerr (1974), in summarizing the beliefs of the Carnegie
Commission on Higher Education, has identified five such diréctions.
Two of them would seem specifically directed toward facilitating
student development. One would move higher education toward social
justice, which Kerr describes as equal access but not universal
attendance. The second would inspire ''a revolution of free choice, "
which can be effected through the introduction of more options,
greater flexibility, and acceptance of diversity.

Supporting movement in these and other directions is a theory
asserting that personal development can be facilitated through treat-
ments which recognize, accept, and foster individual differences
among people. This theory of individual differences gained promin-
ence during the first half of the twentieth century and continues to
influence education and the behavioral sciences. Promoted by the
educational philosophy of progressivism and the school of psychology
known as functionalism, recognition of the importance of individual

differences guided the development of several key components of



higher education in the twentieth century. Colleges founded to ex-
periment with the teachings of John Dewey and other progressive
educators have added a unique dimension to higher education and have
influenced instruction and other activities on many other campuses.
Student personnel work, which is based upon a point of view concerned
with the welfare and development of individual students, has become
a valued endeavor supported on most college campuses. The com-
munity college movement, which pioneered the development of a
comprehensive curriculum designed to meet individual needs of the
common man, has become the most rapidly growing segment within
post-secondary education,

This theory of individual differences continues to influence
developing educational programs. One expression of the theory
asserts that '"comparable learning in one situation should be recog-
nized in another' (Willingham, p. 145). Expressed in this way, the
theory is supporting the practice of granting academic credits in
recognition of prior off-campus learning. Advocates of this practice
believe that such methods as credit by examination, accreditation
of non-college training, and articulation agreements between colleges
and high schools provide a means of appropriately recognizing prior
learning, thus allowing students to maximize learning during the time

they spend in college.



Like other developments inspired by the concept of individual
differences, the practice of granting credits for prior learning is
not new to American higher education. For instance, the option of
meeting degree requirements by taking examinations rather than
classes was available to students at the University of Illinois as early
as 1895. Unlike such developments as progressive colleges, student
personnel work, and the community college movement, however, the
practice of granting academic credits for prior learning has not
been widely accepted and recognized for its contributions. To be
sure, an increasing number of colleges and universities are reportedly
offering advanced credit options to their students (Haag, 1975; Ruyle
and Geiselman, 1974), and it has been estimated that as many as half
of the people entering college feel eligible for academic credits for
prior off -campus learning (Haag, 1975). Nonetheless, it has been
estimated that very few college students ever receive academic credits
for prior off-campus learning (Kreplin, 1971). Thus it is ’hypothesized
that the number of students receiving credits for prior off-campus
learning is significantly below what it would be if individual differ-
ences were fully recognized (Kreplin, 1971; Haag, 1975; Carnegie

Commission, 1971; Vittuli, 1970; and others).



Need for the Study

The proposition that there is a need to expand the recognition of
individual differences by increasing the practice of granting credits
for prior off-campus learning is supported by a rationale and selected
empirical findings, but it has not been systematically analyzed and
tested. The rationale supporting this proposition of need suggests that
conditions exist which tend to increase the social value of college
credits, thus increasing the demand for them. The American fetish
for credentials is cited as the primary condition influencing this
demand (Carnegie Commission, 1971). Employers, graduate schools,
and '"in'laws'' all rely upon the college degree as evidencé of the
qualifications of their future associates. As a result, a large num-
ber of people enter colleges and universities each year in order to
earn the credentials which are so important to their future endeavors.
Many of these people have had prior learning experiences which are
equivalent to the outcomes of some college course work. In many
cases it would serve student interests to have these exf)eriences
recognized and applied toward desired college degrees.

At the same time the rationale suggests that other conditions
exist which tend to require students to spend specified periods of
time on college campuses in order to earn degrees regardless of

their prior learning experiences. The time-based nature of the
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credit system is cited.as the primary influence retarding the recog-
nition of prior learning. Time has always been the common de-
nominator of the credit system; indeed, it has been the genius of the
system. Since time is universally understood and uniquely measur -
able, credits which are based upon time spent in a college setting
are readily equated to other college experiences. Time, however,
is not directly related to learning and therefore does not provide a
direct means of equating learning in one setting to learning in another.
Although special means have been developed to make such equations,
they are not well accepted and understood by faculty members or
familiar to students. Thus they have had little impact upon the re-
lationship between time spent in class and the receipt of academic
credits. As a result, it is theorized that prior learning experiences
of students are more likely to be ignored than recognized.

The rationale, then, poses a dilemma. It presents a situation
in which an increasing number of people are entering colleges and
universities with meaningful prior learning experiences already
accomplished; but while theory would suggest that personal develop-
ment will be enhanced if these learning experiences are recognized,
conditions inherent to the American higher education system are
operating to withhold this recognition. Proponents of the rationale
conclude that existing conditions are counterproductive to the goals

of higher education and should be corrected through the expansion of



such practices as granting academic credits for prior learning through
one or more of the advanced standing options.

The accuracy of the rationale, however, has not been fully
evaluated. Some recent estimates do exist which confirm that a large
proportion of students entering American colleges and universities
plant to attempt to qualify for advanced credits (Haag, 1975), but
Kreplin (1971) has pointed out that specific measures of demand are
lacking. There are scattered reports concerning the number of
students qualifying for advanced credits through selected programs
or from specific schools, but Trivett (1975) concluded that truly
current or specific survey results do not exist to indicate the extent
to which academic credit for prior off-campus learning is being
granted. In short, neither measures of stident demand nor assess-
ments of current fulfillment are currently available in comprehensive
and comparable forms. Without such information, it is impossible
to adequately plan programs to meet student needs for advanced

standing opportunities or even to confirm or reject the hypotheses sug-

gesting that such need exists.

Statement of the Problem

This study is designed to meet the need for a systematic
analysis of the practice of granting academic credit for prior off-

campus learning. It seeks to resolve the following methodological



problem: How can the perceptions of students and educators be
assessed and analyzed to determine if current practices are fulfilling
students' aspirations for opportunities to qualify for advanced college
credits ?
The following research problems are addressed:
1. What is the scope and nature of student demand for
opportunities to qualify for academic credits for

prior off-campus learning?

2. To what extent are academic credits being granted
for prior off-campus learning?

3. Is the current extent to which academic credits are

being granted for prior off-campus learning meeting
existing demand for such credits?

Purposes and Objectives

The primary purpose of the study is to provide a technique for
the assessment of student needs for opportunities to qualify for
credit for prior off -campus learning. To accomplish this purpose,
three objectives are identified:

1. A model is to be designed for the assessment of student
needs for advanced credit opportunities.

2. Instruments are to be developed to collect data required
to implement the model.

3. The model and instruments are to be tested on the campuses
of ten Oregon community colleges.

In addition, two secondary pruposes are to be pursued. One

purpose is to bring empirical evidence to bear upon the proposition



that the number of students currently receiving academic credits for
prior off-campus learning is significantly below what it would be if
the demand for opportunities to qualify for such credits were being
met. The final purpose is to propose some possible interpretations
of the data relative to selected beliefs regarding the practice of
granting academic credits for prior off-campus learning. Three
additional objectives are identified in response to these secondary
purposes:
1. A review of related literature is to be conducted.
2. Working hypotheses are to be designed to empirically
test the theory that existing advanced standing practices
are not fulfilling demand.
3. Data collected on ten Oregon community college campuses

is to be used to test each working hypothesis and propose
interpretations of the data.

Importance of the Study

It is hoped that this study will make th‘ree contributions to the
field of post-secondary education. First, by providing a technique
for the identification of students' needs for advanced standing oppor-
tunities, the study should add a useful set of procedures and two
instruments to the tools available for identifying the needs of students.
Second, by bringing empirical data to bear upon the theoretical
assumptions supporting the practices of granting credits for prior off-

campus learning, the study should help to verify or reject the
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rationale supporting the practice. Finally, by administering the
needs identification model at ten Oregon community colleges, the
study should provide information of practical importance to decision-

makers within the Oregon community college system.

Research Hypotheses

The needs identification model and data collection instruments
developed for this study are intended to yield descriptive data capable
of resolving three research problems essential to needs identifica-
tion. In addition, three null hypotheses are designed to facilitate
statistical analysis of the data collected, so that the theorized need
for increased advanced standing opportunities can be tested. Each
hypothesis and two alternate hypotheses are based upon two assump-
tions. The first is that three groups of subjects -- entering students,
returning students, and educators -- are capable of estimating the
demand for opportunities to qualify for academic credits for prior
off-campus learning. The second assumes that returning students
can report the receipt of such credits and therefore indicate the
extent to which demand is currently being met. Thus each hypothesis
is designed to determine whether or not a significant difference exists
between an estimate of demand and the recorded level of current
fulfillment. The following hypotheses and alternate hypotheses are

designed to test for significant need in each of seven curriculum
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areas and in those seven areas taken as a whole:

Ho 1:

Ho.1(a):

Ho 2:

Ho 2(a):

Ho 3:

The proportion of entering students indicating gross
demand for academic credits for prior off-campus
learning is not significantly greater than the propor-
tion of returning students reporting receipt of such
credits.

The proportion of entering students indicating strong
demand for academic credits for prior off-campus
learning is not significantly greater than the propor-
tion of returning students reporting receipt of such
credits.

The proportion of returning students indicating gross
demand for academic credits for prior off-campus
learning is not significantly greater than the propor-
tion of returning students reporting receipt of such
credits.

The proportion of returning students indicating
strong demand for academic credits for prior off-
campus learning is not significantly greater than the
proportion of returning students reporting receipt of
such credits.

The proportion of entering students estimated by
educators to be capable of qualifying for academic
credits for prior off-campus learning is not signifi-
cantly greater than the proportion of returning
students reporting receipt of such credits.

Definition of Terms

The following section provides a glossary of terms used in

this study. The following terms are listed in alphabetic order:

1. Academic credits. Units of measure used to record the

progress students make toward college credentials, As

Warren (1974) points out, credits are usually granted on
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the basis of time spent receiving instruction in a college
setting. They may, however, be granted on the basis of
other standards.

Academic credits for prior off-campus learning. A

general phrase referring to those academic credits granted
to students for non-college learning achieved before
entering college.

Administrator. A person employed by a college in the

capacity of president, business manager, dean or as- -
sistant/associate dean, coordinator, or director (excepting
coordinator/director of counseling, financial aids, or
human services).

Advanced credits. Academic credits granted for prior

off -campus learning.

Advanced credit options. A general phrase referring to

methods available for granting academic credits for prior
off -campus learning.

The Advanced Placement Program (AP). An advanced

credit option developed by the College Entrance Examina-
tion Board (CEEB). The AP Program sponsors college-
level high school courses; standardized examinations to

assess the learning of students completing those courses;



10.

11.

13
and a record-keeping system for certifying students'
achievement,

Advanced standing. Academic credits granted for prior

off -campus learning.

Advanced standing practices. Advanced credit options.

Articulation agreements. Formal arrangements through

which colleges equate planned programs and practices of
high schools and other agencies with college credits.

The College Level Examination Program (CLEP). A credit

by examination approach to granting credit for prior learn-
ing. Sponsored by the CEEB, the CLEP provides pros-
pective students of all ages with a means of qualifying for
advanced credits in general areas of the liberal arts as
well as in specific subject areas.

The CLEP General Examination. The CLEP battery de-

signed to test achievement in five areas of the liberal
arts -- English composition, humanities, mathematics,
natural sciences, and social sciences and history. When
credits are granted through this battery, they are fre-
quently grahted in blocks equal to one or two years of
college work in each of the five areas in which successful

scores are achieved.



12,

13,

14,

15,

14

The CLEP Subject Examinations: Single-subject achieve -

ment tests designed to be equated to the learning outcomes
expected of specific college courses. In 1974, thirty-
seven specific Subject Examinations were available to
students and prospective students.

Departmental tests of credit by examination. Locally

developed examinations used by colleges and universities

to grant academic credits for prior off -campus learning.

Educator. A person employed by a college in the general

capacity of administrator, student personnel worker, or
instructor.

F.ducators' estimate of demand for advanced credit

opportunities. The mean percentage estimate made by a

sample of educators asked to estimate the percent of
entering students who would have a good chance of qualify-
ing for academic credits for prior off-campus learning if
all entering students were given an opportunity to earn
advanced credits in a given curriculum area. This esti-
mate is assumed to be an estimate of strong demand since
it confines itself to the students who could actually qualify
for credits rather than all students who might opt for such

an opportunity.
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Entering student. A person who is enrolled in a college but

who has not completed a sequence of coursework in any of
the following areas: English composition, social sciences,
math or science, and health and physical education.

Entering students' demand for advanced standing oppor-

tunities. A measure indicating the percent of entering
students who have received academic credits for prior off-
campus learning and /or who would take advantage of an
opportunity to attempt to qualify for such credits. Three
measures of demand were used in this study. The first,
strong demand, is the percent of entering students who indi-
cate that one of the following conditions is appropriate to
them: (1) They have been granted academic credits for prior
off-campus learning; or, (2) they feel confident enough to
pay $15.00 for an opportunity to attempt to qualify for such
credits. The second weak demand, is the percent of students
who indicate that they have experienced significant prior off-
campus learning and would like to receive credit for it but
would not pay for an opportunity to attempt to qualify for
advanced credits. Third, gross demand is the percent of

students indicating either weak or strong demand.



18.

19.

20.

21.

22,

16

Evaluation of "life'' experiences. A process of recognizing

key ''life'' experiences to be equivalent to college learning
experiences. Unlike credit-by-examination, such evalua-
tions equate the nature of the 'life'' experiences to college
course work rather than evaluating the specific competen-
cies an individual achieved as a result of the experience.

The Guide to the Evaluation of Educational Experiences in

the Armed Forces (GUIDE). Four volumes of evaluations

made by the Council on Education's Commission for Ac-
creditation of Service Experiences. The GUIDE provides
an accreditation option for granting academic credits for
prior off -campus learning.

Instructor. A person employed at a college for the purpose
of teaching specific courses as a part of the formal curri-
culum of the college.

Lower division collegiate students. Students majoring in

fields normally leading to baccalaureate degrees. .
Need. The definition of need used by Kaufman (1972, p.
49) is accepted for this study:

an educational need is a measurable outcome
discrepancy between ''what is'" and "what should
be.' If there is no difference between where we
are and where we should be, then we have no
"need. "



23.

24,

25,

26.

17

Two measures of need were conceptualized for this study.
The first, active need, was obtained by subtracting the
returning students reported level of demand fulfillment
from a measure of strong demand. The second, gross
need, was obtained by subtracting the returning students'
reported level of demand fulfillment from a measure of
gross demand,

Needs assessment. A systematic process of assessing

whether a discrepancy exists between ''what is'' and "what
should be' in relation to a specified set of desired outcomes.

Needs identification, A synonym for needs assessment,

Perception. An expression of awareness, such as a
response to a statement or question contained in a ques-
tionnaire.

Retrospective demand for advanced standing opportunities.

The percent of returning students indicating that they either
received advanced credits in a given curriculum area or
that they now feel that they should have received such
credits. As with entering students' demand, three measures
of retrospective demand were operationalized. Strong
retrospective demand is the percent of returning students
indicating that at least one of the following conditions is

appropriate to them: (1) They have been granted academic
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credits for prior off-campus learning in the given curricu-
lum area; (2) they took the courses in the curriculum area
but believe in retrospect that they should have been excused
from taking the courses and been granted credits for prior
learning; or (3) they have not taken the courses yet but
believe they know the material and would be willing to pay
$15. 00 for an opportunity to qualify for advanced credits
in the curriculum area, Weak retrospective demand is the
percent of students indicating that one of the following con-
ditions applies to them: (1) They have taken the courses
in the curriculum area but now believe that they should have
received some academic credits for prior learning in that
field but not enough to satisfy the requirements in the area;
or, (2) they have not yet taken the courses in the curriculum
area and would like an opportunity to qualify for advanced
credits in the field but would not pay for such an opportunity.
Third, gross retrospective demand is the percent of students
indicating weak or strong demand.

Returning student. A person who is enrolled in a college

and who has completed at least one sequence of course work
in any of the following areas: English composition or
communication skills, social sciences, math or science,

and physical education.
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29.

30.
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Returning students' reported level of demand fulfillment.

The percent of returning students reporting that they re-
ceived academic credits for prior off-campus learning
in a given curriculum area or set of curriculum areas.

Student personnel worker. A person who is employed by

a college in the capacity of dean of students, registrar,
student activities director, counselor, director of counsel-
ing, financial aids director, or human services coordinator.

Vocational-technical student. A student enrolled in an

educational program which is designed to prepare him or
her for employment in a vocational or technical field within
two years. Vocational-technical courses are not normally
designed to be transferable to four-year colleges as they
are not necessarily designed to correlate with baccalaure-

ate degrees.
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II. REVIEW OF RELATED LITERATURE

The review of literature is designed to present the basic con-
cepts, methods, and outcomes influencing the practice of granting
academic credit for prior off -campus learning and to describe the
research model used in the study. To meet this design, the chapter
is divided into four sections. The first section reviews published
works pertaining to the historical movements and rationale which led
to and continue to support advanced standing programs. The second
section identifies and evaluates the types of practices and the scope
of institutional policies which have been developed to provide stu-
dents with opportunities to earn advanced college credits. Thé third
section surveys professional assessments which have been made to
determine the impact which these practices and policies have had ’or
may have upon students. The final section develops the conceptual
framework supporting the needs assessment model used in this study.

Historical and Conceptual Aspects of
Advanced Standing /Credit Practices

[

The practice of advancing academic credit for prior off-campus
learning is an extension of the credit-hour system. In one sense,
it may be viewed as a logical expansion of the credit hour system's
capacity to add flexibility to the collegiate curriculum, for the credit-

hour system was once as instrumental to the development of today's
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comprehensive curricula as advanced standing practices now seem to
the development of non-traditional programs. In another sense,
however, the practice of granting credit for prior off campus learn-
ing can be seen as a reaction to the tendency of the credit system to
equate learning to time spent in the classroom. Regardless of the
perspective chosen, one must consider advanced standing practices
within the context of the credit-hour system to understand them.

Heffernan (1973) traces the emergence of the credit-hour sys-
tem to two nineteenth century movements:

The first was the break from the classical curriculum and

the introduction of the elective system; the second was a

move toward standardization of high school curricula and

their improved articulation with college programs (p. 61).
This first movement provided the impetus for flexibility which was to
be facilitated by the credit system. First implemented at Harvard in
1869 by President Charles Eliot, the elective system rapidly spread
to other institutions and throughout the various disciplines. The
second movement provided the force for standardization which led to
the time-based nature of the system. The growth of mass secondary
education, which gained momentum during the last half of the nine-
teenth century, led to demands for national standards by which high
schools and students could be evaluated. By the turn of the century,

both the elective system and the growth of mass secondary education

had become popular movements, and the pressures they placed upon
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the classical curriculum demanded a response. When the response
came, it was implemented quickly.

Two famous committees, the Committee of Ten on Secondary
School Studies and the Committee on College Requirements, had
powerful influence upon the development of the elaborate system
which gained wide acceptance during the early twentieth century.
Several newly emerging organizations, however, were responsible
for assuring that wide -spread acceptance. ‘ The College Entrance
Examination Board utilized the system in formulating admissions
standards. The North Central Association adopted it as a criterion
of accreditation. Most importantly, the Carnegie Foundation for the
Advancement of Teaching assured a place for the system by making
it a prerequisite to institutional participation in the Foundation's
pension program. The Foundation also formalized the relationship
existing between a credit and time by stating explicitly that ''... the
fundamental criterion was the amount of time spent on a subject, not
the results attained" (Gerhard, 1955, p. 6). Thus, as Kreplin (1971)
observes, '"...by 1910 the credit system had come to embrace the
whole American educational system above the level of the grade
school" (p. 8). Today, the system seems so firmly entrenched that
as Warren (1974) puts it, '...a system of earning a degree without
accumulating semester hours or quarter hours or some other set of

units is hard to imagine' (p. 116).
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Kreplin identifies two reasons why the credit system has be-
come so well established. Awareness that education is a commodity
to be valued has caused a need for an educational currency. In
addition, diversity in American education has made time the only
universal measure of exchange. By equating time spent in class to
educational accomplishments, the credit system provides measures
which are interchangeable among the many institutions in higher
education. By reducing courses to fractions of the four-year period,
which has come to be accepted as the legitimate, if arbitrary, period
of baccalaureate study, courses assume a recognizable value. That
is the genius of the credit system, and in today's society, it is
probably more important than ever to have a recognized and accepted
academic currency. Students need it to move freely from one college
to another. Faculty members need it to verify their own expertise.
Administrators need it to measure institutional productivity, and
bureaucrats need it to develop funding formulas or to obtain measures
of accountability.

If exchangeability is the genius of the system, however, the
use of '"'time' as the measure of exchange may be its Achilles' heel.
As early as 1912, Henry S. Pritchett, who was then president of the
Carnegie Foundation, criticized that aspect of the system and
advocated modifications to the Carnegie Unit in order to insure

flexibility. Since that time countless other critics have emerged,
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and most have focused their criticisms upon the fact that the close
relationship between time and credits tendsto obscure what they
believe to be the legitimate outcomes of higher education - competen-
cies, skills, achievement, or, in a word, learning. Until credits
become more closely related to learning and less dependent upon
time spent in the classroom, it seems likely that criticisms, such as
the one expressed by E. L. Chalmers, Jr., will continue to flourish:

The most revered nonsense in higher education are the
notions of class periods and credit hours. In their place
we must develop careful overt statements of course
objectives and equally careful measures of learning that
will enable us to make a reasonably dichotomous statement

as to whether further endeavor is warrented (Vittuli,
1970, p. 372).

The belief that careful measures of learning rather than of
time provide the key to evaluating students is, of course, an ancient
notion. To be sure, Socrates was not content to let time be equated
with wisdom. He is quoted by Plato as stating that ''...to work
wrongly is not merely an error in itself; it also creates an evil in the
soul.' It would not alter the meaning of that statement if the word
"work' were replaced with the words ''spend time.'" Wisdom to
Socrates is nothing less than ''clear, unconfused sight of truth..."
(Lavell, 1914, p. 362). Thus, it was his practice to question his
students relentlessly until they found their levels of competence,
recognized their ignorance, and were inspired to seek clearer

knowledge of the way things are. This classic method of instruction,
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the Socratic method, has allowed countless teachers to help their
students move beyond ignorance to higher levels of learning.

As long as formal education was conducted through an intimate
relationship between a student and a scholar, there was no need for
specialized é.dvanced standing practices. The close relationship
between the two parties and the Socratic method of inquiry guaranteed
that a student's abilities would be known and that learning exercises
would be focused at or above the student's temporary level of
competence. The need for specialized advanced standing practices
emerged as students became separated from their teachers, as
learning became equated with time spent in the classroom, and as
formal education became a commodity of value. In other words, as
the methods and impact of mass education have expanded, the need
for advanced placement/credit practices has developed and grown.

The University of London was perhaps the first institution to
formally recognize prior off-campus learning. As Lewis (1961) has
pointed out, external students at that institution have been able to
satisfy degree requirements on the basis of examination scores for
more than one hundred and fifty years. In America, the University
of Illinois may hold the honor of being the first American college or
university to grant academic credit for prior off-campus learning.
Students there have been able to take special examinations for credit

since 1895. For all practical purposes, however, granting academic
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credit for prior off -campus learning is a twentieth century phenom-
enon:

Granting credit to students for something other than
college classroom work was little needed before 1900
because college courses of study allowed little choice
within each curricular sequence. With the introduction
of electrives and the quantitative measurement of
subject matter in hours and credit units, "interchange-
able parts' became the basis for awarding baccalaureate
degrees. Within this framework, educationally valid
arguments could be made for allowing students to
demonstrate proficiency by taking a test, often the

final examination in the course. By the early '30's
almost a quarter of American colleges had made pro-
vision for credit by examination, but except at rare
institutions like the University of Buffalo, few students
braved the gauntlet of academic regulations surrounding
such ''challenge exams.' Studies over the years show
a growing acceptance of credit by examination, with
over 50 percent of the colleges responding affirmatively
by the mid-'50's and over two-thirds by 1970, albeit a
token acceptance at some campuses (Haag, 1974, p. 2).

The growth in the use of advanced credit and other course
exemption practices may be directly related to an increase in the
need for the purposes they serve. It has been common to suggest
two major purposes which are served by advanced credit practices --
enrichment and accelerat%on. Kreplin (1971) reports that before
World War Two, '"efforts to inject greater flexibility into the credit-
hour system were prompted primarily by an interest in enrichment
rather than acceleration' (p. 5). During the Second World War, the
concept of acceleration received the attention of American higher

education. The war simply demanded a more efficient and larger
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output of educated people. Advanced credit practices provided one
means of meeting that need. Enrichment, however, regained its
preeminence, replacing advanced credit practices with honors
programs or independent study. Only recently has the appeal of
""less time, more options'' regained influential support (Carnegie
Commission on Higher Education, 1971).

Willingham (1974) has adopted another approach to identifying
the purposes of course exemption practices. Though acceleration
and enrichment concepts are apparent in the objectives he identifies,
they are not identified as such. Willingham suggests that exemption
practices -- whether they lead to academic credit or not -- are
supported by one basic assumption, serve one major educational
function, and facilitate five fairly specific objectives. He finds that
one basic assumption supports exemption practices:

The general assumption here is that articulation refers

to the fact that comparable learning in one situation

should be recognized in another and that administrative

relationships among learning contexts should not be so

disconnected that students moving from one to another

must approach their educational goals de novo (p. 145).
Willingham believes the main function of exemption practices to be
curriculum articulation:

The position here is that exemption is the basic mech-

anism for maintaining articulation in the programs of

individual students who move about within the larger

education system and, as a corollary, such articulation
is the basic function of exemption (p. 145).
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There are several desirable outcomes that are served by practices
which exempt students from requirements already satisfied through
prior learning. Willingham identifies them to be (1) continuity,
(2) transportability, (3) opportunity, (4) integration, and (5) efficiency.
Continuity, the most important objective, ''is the obvious one of
recognizing what the matriculating student knows'' (p. 146). Trans-
portability exists when ''learning is not bound to a particular situation,
and when movement of students is facilitated within the total learning
society'' (p. 146). Educational opportunity is fostered when ''adults
are encouraged to reenter education by the knowledge that their ex-
perience will be taken into account...' (p. 146). Integration, a
subtle but important objective, '"is to encourage faculties to give
careful attention to what types of learning.. . should be recognized"
(p. 147). Efficiency is the conservation of resources -- the student's
and the institution's -- which results when students are not needlessly
required to repeat courses in which they are sufficiently competent.
The growing tendency for institutions to adopt advanced place-
ment and credit practices attests to the fact that purposes such as
enrichment and acceleration as well as Willingham's more specific
objectives are viable influences in American higher education today.
Nonetheless, the practice of advancing credit for prior off-campus

learning faces significant resistance from many faculty members.
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Meyer (1974) has identified four reasons why this is so. First, he
notes that many faculty members inwardly believe that "'if you have
not learned it from me in my classroom, you have not learned it"
(p. 10). On top of that, they often find the process of granting ad-
vanced credits to be too subjective. As a result, Meyers believes
that "many faculty insist upon using more stringent standards for
off -campus or experiential education than they would apply on cam-
pus, and employ even more stringent standards for prior learning"
(p. 11). Third, 'faculty do not like to view themselves as creden-
tialers or certifiers' (p. 12). Finally, there is concern that ''the
accrediting association will not allow them to grant credit for prior
learning' (p. 12). Kreplin (1971) investigated this latter concern
but concluded that the literature offers no specific examples of
opposition from accrediting agencies (p. 51). She did find, however,
that the literature indicates no fewer than nineteen objections which
are frequently expressed by faculty members, regarding credit by
examination:

1) Credit by examination, with or without acceleration,
poses problems for transfer students, since other
institutions may not accept such credit.

2) Credit by examination, with or without acceleration,
may conflict with preprofessional and graduate school
requirements or with state licensing and certification
requirements,

3) National programs of credit by examination (such as

AP, CLEP, CCT) arouse fears of an imposed national
uniformity in courses covered by such programs.
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11)

12)

13)

14)

15)

16)

17)
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When the better students are taken out of their regular
classes through credit by examination, the faculty and
students in the regular classes will suffer.
Credit by examination involves the sectioning of very able
students apart from the others, which violates certain
supposedly democratic notions about education.
Students could sometimes get higher grades by taking the
course rather than taking the examination alone.
Some students who skip the freshman year through credit
by examination and acceleration may not have backgrounds
in certain subjects which normally begin in college, such
as philosophy and economics.
College teachers frequently feel that work done during high
school or through independent study, or knowledge ac-
quired as the result of life experience, cannot be the
equivalent of college course work.
Lower division students are not mature enough to acceler-
ate through credit by examination.
College life involves social and emotional intangibles which
should not be missed through acceleration.
Advanced Placement and such schemes may undermine the
function of liberal arts colleges by blurring the lines
between high school and college. Instead of granting credit
for high school courses that are freshman level, the level
of freshman courses ought to be raised.
Certain disciplines and/or specific courses (most fre-
quently the faculty member's own) are sufficiently unique
that knowledge cannot be measured by an examination alone.
National programs of credit by examination may conflict
with the diverse standards and objectives of individual
institutions.
Acceleration through examination may unduly affect initial
choice of major or may make changes in fields of concen-
tration difficult, or result in premature specialization.
Acceleration through credit by examination may result in
sacrifice of breadth and depth of study.
By not attending classes, students miss certain things in
their general education, such as:

a) a systematic coverage of subject-matter;

b) supporting data, material not contained in a regular

textbook but furnished by the professor;
c) enthusiasm and deeper points of view through inter-
action with faculty and other students.

Credit by examination places undue emphasis upon the
certification function in higher education.
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18) Credit by examination undermines class-wide solidarity
among students entering in the same year.

19) Where standardized examinations for credit are used to
test the competence of large numbers of students, as in
certification for nursing or teaching, classroom instruction
and/or independent study may come to be oriented simply
toward passing the examination, rather than toward the
mastery of a body of subject-matter (pp. 44-45).

In the light of the scope and intensity of faculty resistance to
credit by examination, the fact that advanced credit practices are
not widely used by students becomes understandable. Enabling
policies have only recently come to most campuses. Students are
rarely encouraged to use options which are available to them, and
the options which exist often require assertiveness, effort, and
competence far in excess of what is required in the classroom.
Nevertheless, more and more students are asserting themselves as
more options become available to them. The number of students
positively inclined to pursue advanced credits has jumped by fifty
percent in five years (1969-70 to 1973-74), leaving the prospect that
in a very few years, more than half of the entering freshmen will
be determined to assert their eligibility for academic credi