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. Foreword

Finding ways to expand learning opportunities for youth is a

N ‘central aim of NASSP For almost a decade your Association

has sponsored, publications and conferences in support of ac-
tion learmng ptoviding students a learning: environment ind
off-campus settings as well as 1n the ¢lassroom. Schools were
alert to the times, résulting 1n the rapid growth of work experi-
ence ahd community service pr grams, of career internships,

" and of apprenticeships L)

The range of community resources sheuld be viewed vertical-

I'ly as well as honzontally Not only'should students have the

opporfhnity to learn outward"beyond the classroom, they also
should have expanded opportunities to learn .upward toward
hlgher ¢ducation: In today's world students are ready for this
step with support from their parents and the general citizenry. -

A number of forces are converging to make it sa- asmore
.serious student, the push to recapture befter Jest scores, .the
demand for accountability, the focus ogm&%mmm
inputs, - the total cost of schoﬁl'ng and a consumer-oriented
society withrits emphéxsns on ?esabxllty for the customer.

Teaching college courses In high schools to high school
students is an idea whose time has come Already.implemented
sgccessfully in approxlmately 100 institutions, ’ the program
promises important dividends to participating students. As was
pomted out in NASSP’s This We Believe; this.approach not
oply provides students with a new challenge to offset the
senior doldrums, 1t also gives students the oppertunity to try
their hand at the rigors of college course work while still in a
“familiat and supportive setting. It provides, in fact, the ideal
tranfition, laddet from high school to higher education—a lad-

- der in the past with too many missing Jungs. - X

This monograph gives the background of s¢hool- college co-
operative programs, dotumenting past efforts as well as pres-
ent needs. It then outlines specific steps that may be taken to

plan, develop .and evaluate these programs.

vii
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“,- The authors, richly experjenced, have written.\a practical
yet far-reaching document. We urge you to consider its im-
mediate advantage fpr students as’ well as its long-range impli-

. cations» College-bound seniors are seeking new challenges and

they will find those challenges either as a part of their high’
:school program or, elsewhere. ' '

Accessibility and quality are the watchwords in education

today A strong school-college codperative program provides
for both without adding significant costs. ) 5
"Owen B. Kiernan

Executive Director

NASSP
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' Iyatroduc’tidn

“As a secondary school princ{pal,-l hayve found it especially

* discouraging to see many capable high school ser)iors- }ﬁse in-
terest in school. Senioritis, as this combination of boredom and
restlessness has beeh called, is not new, but it seems to have’
grown dramatically in the. 1970s. High school seniors who
have completed ‘most of their graduation requirements by the

\end of their.junior year frequently idle éw’By. the last yeat of

school,'and thus waste time,and lose some of the keenness for

hard study that they will need for college work. Lo

* One traditional response to this problem has ifself creatéd

difficulties: as the high schgpl curriculum is enriched by offer-

ing more advanctd subjects, the likelihood of course duplica-
fon in the freshman year of college is also increased. Returning
. students have complained that their first college courses have
simply repeated material the);.had..alréady learned in high
. school. . S ) . "~

We at ‘Manhasset wanted to respond-to increasing student
requesfs for early grafluation, but we believed that an imagina-
tive high school prggram could provide the kinds of experi-
encgs’students weré seeking through early gradusgion. We de-
cided to investigate the possibility of *college programs that
could be taught. during’ the senior year “of high, school and
taught as part.of the "regular’” curriculum. .

As college programs availalfle in our region were discussed,
members of our guidance staff and department chairpérsons re-
viewed the, curriculum and procedural aspects of each possi-

< bijity carefully. Many questions, had to be answered. Was the
college anxious to bridge the gap between grades*12 and 13,
or was' it chiefly interested ip attracting more students to its
‘campus during the declining erirollment ' period of the ‘80s?
Were the courses identical to those taught on the college cam-
’ pus? Would there be adequate training programs or workshop
sessions for staff to disclss tourse content and standards
freely? What kind of rappott could our staff. expect fro/mr their
L4

.college counterparts?
l *

' .
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. Our guidance ‘counselors also cohtributed! importait ques-
tions_to the discussion that would be asked by students and
parents who, up to this point, hadsbeen accustomed only torthe,
Advanced Placement courses To be sure, we had no intention

.. of eliminating tht successful aspects of the Advanced Place-

" ment program We also wanted td make certaift that any course
. offered for college credreewould prépare the students to take -
the Advanced Placement examination should they choose that -
rGute. . T ?

Moreover, we were interested in finding a program_that ad-

- mutted motivated students. Much of our concern centered on
the A; and B+ students who did not qualify for programs for
‘the gifted. and talented but who h¥d completed their high
schoo] requirements by the end.of theirjunior year and weje
motivated to move on to the next'academic level <

i7 After considerable, investigation, we adopted Syracusé Uni-
versity’s Project Advance Starting slowly, we worked with the
freshman college Enghsh course during our first and -second
years Staff, student, and parent reaction .wére all excellent.
Graduptes of the program repgrted very positive results, not
the least of which was their ability to ‘tackle the tremendaus
writing requirements of college courses with relative ‘ease

Midway in our second -year .with Project Advance, we de-

“cided to add'calculug, biology,” psychology, and sociolggy
courses Our students have met with equal success in these
areas, R . *

Staff -members new feel that we have daken a giant step

toward eliminating “curricular discontinujty between our senior
+ “year and the first year of college. In addition, our own cur;
riculum development has benefited. All faculty members in
each’department ate now fuly aware of ‘th_e demands placed on
students_at the-next level of instruction. -T'hié perspective has’
helped to focus pur.curriculum improvement projects. Some
might call this"curriculum development %rom the f p. To us
the important factor is that new stimulation-and im rovement

™ are taking place with our currieculum. . b

Another positive featute of. our cooperative program is the
exchange of,1deas and materials ‘that has occurred between the
"secondarty school and unlyersity staff mgmbers. These contacts

ave been continuous and most h,eal'thy for all. Suggestions

»
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from the "Manhasset £3.culty for course improvement have
been weighed carefully by umversxty staff and frequently are
mcorporated into,the program .

Student respojtse has been very écsmve For students 1n the
ptogram—in-our case approximately one-third &f the senior
.class—the advantage of moving ahead with' their liberal arty
requirements and of learning to deal with the rigars of college
cqurse work 1s paramount. Ity develops confidence as well as
new skills. Waiver of requirements upon arrival at college, ad-

""""" vanced-starchng;-and;-in-many- cases;-credit-toward ;the- e

lor’s degree are additional benefits Few students, 1ndeed, have

. used these credits to shorten therr collegh program Rather, they

tend to substitute courses in their f7€lds of major interest: The
few students who do shorten their bachelor's degree- program
are anticipating earlier entrance to graduate school. .

High school-college cooperative programs are not without
their problems, however The major problem, in my opinion,
has to do with transferabillty of credit to other colleges.
Seniors who succeed i college-level sub)eets want tangible
récognition of their achievement in the’fdrm of transfer credit

s In-short, they want their credit to be accepted by the college of
- their choice @ellege catalogs and admissions officers are muc&

too ‘vague in this regard Students in the junior year, plannin
one or more college courses for their senior year, ,rl(,t:ld be
thorbughly briefed concermng the acceptance of .their college
credit.

While transfer credit i®generally granted, it 15\Rot consis-
tently granted, we have found " Collgges and umversl‘txes have,
of course, # right to” withhold transfer credit if they are nqt
satisfied that the credit represents respectable college “achieve-
ment, but some institutions seem to have an unreasoning prej-
udice against college credit earned off campus simply because
it haé béen earned off campus. Colleges have an obligation to
state in their catalog$, very clearly, the procedure students

must follow to have transfer credit acceptet:l for college-level ’
work -taken_in high school. Currently the American*Council of .

Education, in cooperation with‘the American Association
Collegiate Registrars and Admissions Officers 4nd the Co

study the problem ef transfer of credit at the &ollege level
: ’

-
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The program of college courses we have ado;;ted works well
for our student population’ Perhaps all secondary schaol ad-
‘munistrators should "cormsider new steps to increase the appor-
tunities.available to their students fdr‘cgc')llége:level‘.work as well’
as,initiate im'pr.oved schoob&llege:a‘rgi&;}ation in the curricu-
lum.'If they should do so, theis préliminyry work will be, con-
siderably reduced by \the‘)presqht."m“gr,\'c')'ngp‘}\.'Colieze Courses
in the High S_gbpofexylhin‘s :High' schotkcollege cooperative
programs- ‘how they driginated, how they %an be established or ,

jéined, Row they arg. r‘égl,ldtg‘é,arla‘;suk?vxsed,"mzshorf, most ,
of the things ;_h\a_t/'high '.sc'l:\"bol %di%iﬁistrators would want to
know about ‘thi's educational irfnoyé?xon. Moreover, the mono-
graph i¢ not simply one 'moge theoretical discussio}l of articu-
lation- programs, valuableas these may be. It has evpl\_red prip-

cipally out of the authors’ practical experjence with "ohe’ of
the most successful and carefully thought oJ_t coogfrative pro-

grams'in the country. | P )
- e Warren M. McGregor, Principa) -
. z . Mar*‘assetﬁgmor-Semor High Schdol
W -+ Manhasset, New York )
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1. .High School-Collége Caoperative Pr
” Scheol-umversity gooperation is typncal of edugational sacred
cows Everyone favors it, few practice it, and haMly anyone real-

istically described the result . . MMy, if not most, coopetative 4
ventmes eypertence ténsion, fruétmf'on and tltimate Falure.
: - —Alan Tom

-y 2

In R"ECENTQYEARS ther has been interest in high school-
“college cooperatnve progra but as Alan Tom'’s , quofation
idicates, there has been more interest than practice, * and more
practice than success’ This monograph has been written *to’
assist high school administrators translate their interest .in
articulaton programs jnto actual gyactice and to ensure, as far

* @ as possible, that their efforts succeed.

While the potential benefits are great, the—d(x;;culty of Z(
ted

turing schdbl- college programs shoutd no"t be undgrestim
Principals are notlikely to, be surprised, however; by di M
hat

ties they have been warned to.expect In the sections
follow, some of the problems that "arise in developmg )oxnt
programs will be ‘explained, particularly those of aefmxng and
maintaining academic standards,* financial, structures and the
new roles and" a‘nonshxps that emerge. N .
The high schqol’ principal,. probably mOre than <ny oﬂwer‘
official, can .most 4Ffect the quality and characteristics of €o-
operative_programs. He or she-is in the best position to involve

* school: staff, to demonstrate administrative support for the pro-

gram, to act as a liaison betwetn the school and' university or
college, and to, determine the quality of “the prograspy and the
academic relatLOnshrp it. creates. Without the active support-
and- mvolvement of fhe high school administration ¢ authors
feel that qooperatxve programxng has little chance of succeed-
ing. ’ . -
To.help- prepare hxgh school admxmstrators for their leader-"
ship rj,klfe}(‘l in the*following -pages we wilh disciiss ‘important
issues,
evaluative matf®rs, "and suggest howgto get started
ask for help. We will share some of ouy expenences during the
last f:ve _years iw developmg one such program—Syracuse

. ‘9 :

strate cufrent activities, réview sbme p&cfcedural ath’ .
andwhom to . s

.

.

»
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designs, but because it.is'a model with which we have had ex-

tensive first-hand experience and because it Mlows us ‘to offer*

" a specific context in which to discuss such questions as the
-following, | e )

«  ® What is ‘the historical basis for the prohlem of poor curricu-
lum coordination between schools and colleges? What work- "
able models of schogl-college cooperative programs, exist?

- (Chapter On¢) -. B © " .

~& . ¢ How éfn\iﬁch’prdgrams'pe funded during periods of ""tight

- money’'? What are the incentives for high school teachers

* and collegevprofessgrs'f‘d“make a cooperative program suc-°

ces®fuld How are respohsibilities and roles defined? What
kinds "of problems can”’you “"coumst on” and how can you
-prepare.to deal with them? (Chapter Two) o .

¢ What kinds c:)f evaluation activities need to be built into a

. Cooperative'program’ to address typical conceres of parents,
students, and collegg officials? (Chap'zer Three) T

® What criteria can be used to make )udgrhen‘g/abput the .

+ quality, of existing or proposed articulation arrangements?

(Chapter Four)

'I:he rest of Chapter One will feview some of the history of -
articulation programs and will consider ‘present thinking about
them. To establish joint programing, Pprincipals and superin-
. tendents usually have to begin by convinging fellow adminis-

. trators, school board ,members, teachers, and parents that the .
advantages of the program are worth the expense® and effort
of implementing it Here is where historical background is »
essential. It helps*us to understand how the problem began

"+ and how it migh-t be resolved. We need, in othep words, some
historica] perspective on_the problem, a rationale for taking
“action, andl “some idea of what, practices have proven to be
effective and why. .

N Background
From the mid-1950s to the present, secondasy schools have
generally encouraged academically capable students to take
heavy course schedules, primarily to provide them with intel-
" lectual challenge and to permit them to aceelerate through re-
2 "+ quited course work. Such programing has not been without
!
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certain drawbacks however. Students, for’&xample, may enter
their senior year with few, if any, course requirements left to
scomplete, and, although theoretically they can enroll in elec-
tives and other activities that may interést them, many'do not. s -
Instead they nray spend most of thesr senior year 1dly marking
time while looking forward to college. .. y
Leaving hxgh school after three or three:and-one-half. years
may be one solution to senior year boredom, but this option
may not be desirable for ther majority, of students. In addition,
it may actually be #njurious to the sec\s%:gj schools (Bowen,
& 1973). High school u?dmllmstrators, for ‘exaimgl)e, are not happy’
about losing many of their better students, a loss that can ad-
versely affect the academic climaté of the schools, cause stimu-
lating programs and activities to be eliminated, threaten teach-
ing positions, and even reducg state and federal ‘aid ) s
Many parents, moreover, prefer that their 16-year-old sons or , °
daughters not leave th® commumty so soon, and urge the high
schools insteag to - ‘beef up”’ the senior year so that the stu-
dents will be intellectually stimulated and at the same time be
able t6 enjoy important nonacademie*benefits of the senior ¢

-

year the extracurricular activities and camaraderie that tra- "
ditionally are part of the last year and wlruch are lost with »
early graduation. . . —

Responding to the reeds -bf . mgre %dvanced learners, hlgh
schools typicaly added courses that. once wer{stnctly the
domainiof the upiversity, e.g., calculus and .ddvanced biology.
'Paradox1cally thts initiative has treated a partxcularly frustrat- -~
mg situation for the student namely consxderable duplxcatxon'
of college worlg .. . .

5 Currkculum Duphcatnon

The first year of college f® many students is an eo(peng.née
analogots to that of a patient who has to undergo an ex-
pensive, complicated, and uncomfortable series of medical tests
because the physician does not have the results of earlier tests;
does not trust the results of earligr tests; does not believe the
patient has already passed them; believes that repeating the
tests cannot hurt the patient; and know¥ that he or she willbe . ___
paid,even if the patient is not. While some may doubt whether )
this actually happens in the medical profession, no one doubts

/3
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that it.is a frequent occurrence with college fresfm)en A good
deal of evidence suggests that more and mqge students are en--
countenng a frustrating Eunt of course duplication dunng
thelr.last two years of h]ZRschool "and first'two years of col”
. lege (Carnegle Commnssnon 1973; Casserly, 1965, Snyder
1975) ) .
" Duplication is prpbably inevitable and even desnrable es-
pecially avhen’the material is re-examined on a higher level, and
me may be necessary as more stﬂdentsg,needmg remediation
te admitted to college. Curriculum duplication, however, is far

.

with poorer academic records (Eurich & Scranton, 1960).
duplication often occurs completely by chance rather
an purposefully. : :

Osborn (1978) showed that 17 23 percent of high school
physics, English, and history were repeatéd in college. Russell
(1940) found that on the average a person with a B.A. in Eng-
lish will have studied Shakespeares Julius Caesar four time
Auring Kis total school progrgm. In 1953, a Study of curnculun‘\
in six high'schools and six eolleges sh wed evndence of ques-

tionable” duplication, wasted time, and damage to student In- -,

terest and acadentic motivatioh in the areas of hgstory, litera-

p:

for the above average and-superior student than for g

ture, and parhcularly in. the sciences (ngeral Education in °

School and College, 1952). ~ ¢ »
A more recent stpdy by Blanchard (1971) evoked cons:der-
able interest‘in the ‘educational community: He found in an

extensive survey of college and high school curficulum prac- ,

" tices that nearly one-third of the subject .matter during the first

two years of college was merely -a repetition of what had al-
ready been taught in high school. That is, one-third of the -
content of .the féur areas of the college .curriculum (Engllsh
math, science; and social studies) was judged by high school
and college teachets participating in the study to be nothing
-more than “high schoel Courses réarranged, into a college
course and then offered inder a nqw name, but unmistakably
continuing as hlgh school stibstance’ (Blanchard;.p. 17).

Until better channels of communication develop so that hlgh
schools and!colleges can arrive at sofne consensus on curricu-
lum planmng, such unplanned dupl;gatlon and mnsuse of timeé
and resources will probably contirtue.
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General Education—Whose Responsibility?

Increasingly, educators * are beginning te_ feel that high
schaols cin start to assume more responsibility for. the general
edutation courses which currently make up much of the stu- ¢
dent’s fir§t two years’ of college. This is partly due to the
changing nature’ of the student population Research suggests
that most students are more advanced physiologically, intellec-
tually, and academically than were their counterparts a genera-
tion ago and that.many entering college freshmen are often
fparticulaljly: advanced in the field of general education (Magill, - =
1973; Fleischmann Commission, 1973). ’ '

v Improvement {n many. atademic areas may actually have oc-
curred when schools, responding -to a more mature learner
and trying to strengthen their college preparatory curriculum, . |

. -radded courses that-wére once: strictly” the domain of colleges

(e.g= calculus, psychology, sociology, economics, statistics).

teachrers and students at both ‘the high school and

levels (Blanchard, 1971; Carriegie Commission, ].9]i-).‘
that the instructional-social settings offered by the 'sec-

dary sghools may be more conducive to the teaching-learning

process in. general ed&cation than those presently offered by
the colleges. - ' . :

! Crowley (1942) cites as reasons for_favoring such a shift the

_lack of interest among many college faculties particularly uni-

versity faculties™in this area of teaching (far too few “take .
‘freshman and prefreshman instruction seriodsly), the dominant
status of the research function, and the frequent emphasis on

Y special rather than general edycation. De Vane (1964) reported '

“that moving more of the rghponsibility for developing basic

competence in English composition and in foreign languages to
the high school would probably benefit higher education. A
. M;ﬁfeel that the needs of both the advanced college-Bound i

. learner And the student who needs remediation could best be,
served in’ the more protective, cajoling, and prodding high
school environment (Sizer, 1973) than in that of the college,
which often presumes greater student independence. .

. ‘ ' ¢

.

- *  Economic Considerations

Other factors dramatizing the need to'<reate better atticula-
tion are those that relate to&e ‘economic aspects of inadequate “~

\
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E instruction in college.
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coordination between school and tollege. Using 1965-66 fig-
ures, Blinchard (1971) calculates that because of overlapping

subject matter nearly, three million . freshmen and sophomores
J T ] p

cenrolled in public and private institutions of higher educatiqn $

are paying tuition and required fees of ower $420 mullion for _
course content for which their parents have already reimbussed
e state during-their child’s secondary éducation.

At a%neetlr‘\g of the Upper Midwest ssociation for College -

. Registrars and» Admissions Officers, Nelso (1972) noted that
legislators are becoming’ increasingly |conderned. about ‘the..
nsing costs of education and are' not app#- about any- waste
or slippage. With new forms "oflf\i er education gaining
recognition (e.g., University Without Walls, private: occupa-
tional degree), colleges—if they: dre to g rvive—must find ways -
to -serve .better the large student po ulation. that currently.
chooses these proliferating options (N lson, 1972, New York
* State Department f Education, 1974). ) '

»

\: In New York State, alone, in additipn to 215 ges and

aniversities, there jare 299 private occupational &chools, 46
* private buéiness'sc%ools, and 3 correspondence schools, with
total enrollments of more than| 250,000 (Regents of the Uni-
versity of the State of New Yo k,"1974). As%he cost 6f educa-
tion multiplies, state ari:federdl legislators are tending to view
education as a” surgle budgetaty package and’ afre demanding
more rational coordination of Varidus components of the sys-
tem. ! - R .

In short, there is growing support for- the position_that

" - college-level instruction sh be offered by'b'in§titutiqhs best

equipped to do so a When students are weady for it. Such
instruction shouldGecur dn the setting best suited to its suc-
cess and should be provided py those most interested in and
capable of doing i hen ingtruction im certain academic areas .
“is handled adequat ly by the yecondary school, it makes little
sense economically, tthicallg)o'r edicationally to repeat tht

In ligh;f of such obvious need ,to articulate secondary and
post-secondary education’, why, then, has such coopergtion iri
instructional planning been relatively fare? A

First, hjstorically there has been little incentive for, schools -
and colleées to work togéher. High ‘schools and colleges de-
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_ casualness @l out Verifying results. ngh schools, on the other

‘veloped as separate, ‘self-contaified components of the larger
educatipnal .system (Rincus, 1974). Even community colleges,™
which (Wwere, 1n many cases, eonnected ‘to secondary 9chools
have sought to separate, themselves from such ties in thelr "
quest fot recognition (Gleazer 1973) - &
Universities have traditionally- emphasnzed research tifat .

would extend the fund of learmng and have insisted that there.;

‘be no rompromise_of rigdrdus thinking and scholarly inquiry.
They have often faulted segondary schoolgmersonnel for what'

they regard as short sightedness irr handilhg problems and

hand, have tended to see yniversity people as mlmmlzmg many
practical - fons:dera‘tlo,ns inwolved ifi 1mplementmg q)qlphcated
theones These dl'fferer\t perspectives “have at least jn pa.rt
béen responsible for breeding mutual distrust... et !

Another condideratidn. is the m'atked difference in organiza-
?onal climate.between the university and the hlgh schoql adif:
erence which Has been’ destnbea as’, coq:l vs, infense’” (Tom ~
1973) .Umverslty faculty mem%ers generaﬂly have" mherrmttent

* teaching assngnm‘ents they often have cpritate sofficd spde€, ¥ -

"time, and tgs 7 do researsh,,and cons‘:deraﬁle cbntrol

over th\enr chedules... Public school tea-c}ters oh ‘the’ Other i
hand, usually have theit ;vorkday b.aol@d ‘to capacfty, have e
almost no privaté space, and seldom have’ oppoptumty for’ plan- e 2\

¢ ning and research. Problems of, coMumca. n between the .

two ofen-stem from differenges in thejr pr&'ess;o*nal, teacﬁf'n«g R
envnronments othercoﬂ}tderat?ﬂ;ﬁasndb < ©th -

N e . .

. De@elopmgntof New Opnonsv " .
- Educators have beén 'aware’ for some tnme\d the need fOI -
careful” sequencing of mstmctldn and of the’ varleﬁ( of ways 5+

™ in which curriculyny prachces can affect learmng ‘(Brungr, , ,'f

1960) The mstrUctn‘o!;aL au-tonomy that charactenzes Ame-r,\car}
educatlon _however, has resulted 4n’no smg‘le educa"honal seg-- N
tor taking respcmsnb.{hty for dealmg with’ gverall proble'n’\s of
instruetional contituity and plarmmg Only: r‘ecently have‘tb
means been developed’ to en rath dy student .moVemeht *
‘thhm\and among ‘institutigAs, aﬂd these have*been created. .
largely because of press fes frém “an. mcr‘easmi? 'dwerse stu- K
txght’enmg econdymic cifcumstances. - L

.
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" The problems <of §chool-c\ollege articulation are ‘not r{evy/

'neither is advocacy for reform The Carnegie Commission on

Higher Educatien {1973), for exémple, has recommended that *

¢

better. guidance s@er@tic'es be developed.and, that “there. be more-
individually tailored programs in tﬁe‘ freshman year of college.
The Commission has also urged that greater use be made of
advanced standyfig for qualified students. * . , . ., i

The Natronal Commission on, the Reform of Secondary °

Education (Brown, 1973) kas recommended a movement away
from the Carnegie Unit as a standard for acidemic' credit 4nd
has also urged that more credit be awarded for. experiential

learning. The Fleschmann Commussion Report (1973) also

discusses § variety of new options for high school studets e
These various commiseion reports, however, do not specific-.
ally address the considerable techrrotvgical amd logistical’ prob-,

lems igvolved in opera®onalizing their recommendations. :'fhe‘tg-

-do nok . for instance, ~consider very- closely how-=the recom-

mended activities ar® to be financed or how to assdss student

«achieberrent while maintaimng academic quality. ) -

"Neyertheless, there are programs and practices /developed
In recent years that do alter ttaditional timé requirements
for degrees, do award credit for experiences gained outside the
college/classroom, and do "allf% colleges.and high schools to .
work/together to develop transitional options of .t‘belr_ow-n.
Some of them are warlging effectively Within existing fiscal
2and procedural constrairits, Many of, them are also, 1n onefIWay

*_4r another, chﬂler}agu‘i‘g' traditional patterns and practices.
~Aime-shortened degree programs, credit-by-examination, and

various inter-institutional curriculum arjgeulation programs all
represent new relatiobefiips between 1ristitutions and their,

learners. . . .
¥

“Models for Curriculum Articulation ~

¥
" In light of. the arcumstances ahd forces that have worked
against cooperation, it is ex'lcouragmg to note a variety of suc-
cessful new joint scRool-college programs. A fairly 'récent
survey (Wilbur, 1975) reveals several interesting new articyla-
tion arrangements as w‘ll as a number of effective and imagin-
ative uses of options that have beefr available for some time.
”Cug?i'c‘ulum. arti]culgt,ion" is used in-this publication to refer
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to 'cooperative prdgra‘ms and practices linking, secondary and

post-secondary curricula.” The curriculum articulation pro-—)

grams sufveyed by Wilbur (1975) and noted in the review of
hiterature .can ‘be organized Withln the conceptual scheme, indi-’
cated in Table 1

A ‘ ! . e t#-
. , L ) ‘ Table1 N
{ - . Four Ceneral Models of School-College N
. Curriculum Articulation Arrangements p

«

Course Design .
\Teaching - ,
Responsibiity - . * . Special Design Regular Catalog

College Faculty o ’ A v B
maculty . C . - 'YD_‘

:Programs in all four cells of the matrix generally hav¢ at least
two characteristics in common-

e Récognition that some high' school students are capabIe
of real achievement in college courses. ‘

® Assumption that certain high school- students can and
should be allowed to earn college credit or eligibility for ad-
vanced placement by participating in Cooperat:ve school-
college programing.

The ‘r'irst categorJ of program desxgn, Cell A, includes pro-
grams in which college faculty, often in conjunction with high
school representatives, design special ‘ptograms of study for
advanced high school students. Faculty‘from®the college, as
indicated in the matrix, are responsible for classroom- tnstruc-
* tion. Among such programs are special cp]l g@;programs which

Jow .high school ‘students sxmultaneousf}" to complete re-
* guirements for graduation and .many of pheir initial college
courses. "Other programs are designed to operate int the high
school as part of a student’s elective program. - »

Cell B of the metrix .includes programs whose design in-
volves regular college catalog courses being taught by 'Conegg
faculty to non-matriculating high school students. Perhaps the
most common type of céoperative program, this design creates
opportunities for high school students to take college courses,

' 21 . 9
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either in their high school or at a nearby campus, for college

* credit while stll efirolled 1n high school. Often refetréd to as a
“split-day” arrangement (Bremer, 1968), this cooperative pro-
graming allows acﬁd.e{mcally able students to interact 'Wx‘th '
college professors, experience college-level coursé requirements,

. and earn credit applicable toward both high schosl graduation

. “and baccalaureate degrees. (For descriptions of various pro-

grams, see '‘College Courses A Twelfth Grade «Option,”
NASSP Curriculum Report, December 1975 ) ’

Programs falling in Cells C and D share a basic underlying
assumption that colleges recognize the ability of high school
students to complete college work successfully while they also
recognize the «apability of some high school teachers to teach
college-level ¢digrse content (Lindsay, 1965). This basi¢ prem-
1se seems to account for many of the differences 1n program de-
sign. Bremer (1968) argues that articulaton programs not
“high"school-focused”” dsny that the high school has the ability
to present a college-level'course The result, he observes, is that

.- the college, rather than the high school, ‘becomes the focal
point of acceleration and assumes the instruction-evaluation
role Secondary schools, therefore, serve merely to idennhfy
students whom they feel are capable of participation.

. A number of other programs are included inthe third area,
Cell\\ C High school faculttes are responsible for teaching col-
Iege—‘{evel courses. Standardized testing programs (e.g, College
‘Level\ Examination Program, Advanced Placement) often in-
volve\specially designed courses of study thgmresult in norm-
referericed scores or ratings for which increasing numbers ‘of
post-se\ondary Institutions are granting course exemption, both

» with and without college credit (College Entrance Examination
Boatd, 1974). Other cooperative experiments involve high
“school and college faculties. designing courses that are also
taught by the high school faculty and carry college credit.

Type D programs are by far the least common of the four
categories' of articulation practices, and represent a ‘major
breakthrough. in school:college relationships. In genéral, such
programs give high school students an oppdftunity to earn col-
lege credit for regular college courses taught in lhe‘ high school
by selected high school teachers. Usually, courses carry eredit
which is applicable toward high school graduation and is trans-

\
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ferable to post-secondary institutions for eredit or advanced
placement toward degree requirements Programs in this cate-
gory require special administrative gtructares and strong com-
mitment to evaluation if they are to succeed This type of
cooperative Venture—regular college courses taught in the ligh
school using existing facilities and staff but supervised by a

¢ ® faculty trom a sponsoring college or university—is the primary

ERI

focyg of this monograph

. This chapter presented a ratignale for having hlgh school
seniors enroll in college courses and for enabling high school
and college faculties regularly to work together. In the next
chapter we will discuss ways to actually implement school-
college cooperative programs and, further, to develop pro-

cedures, staffing, and administrative structures that will create

and _greserve successful working relationships among the
coop*ﬂng institutions. Chapter Two will use Syracuse Uni-
versity Project Advance as the primary illustrative miodel be-
cause it is a cooperative program of proven success_whpse
development has been fully documented

2’
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2. Establishing and aining Coeperative -
Programs e e .

-

" o YAN IDEA MAY SPRING from almost any source, but it is

[

AN

not likely to become more than an idea unless it answess a felt

fieed and receives the support of people who have the knowl-
edge and powero turn it into a reality.

" The idea school-college coopemtive programé has been
around for somé time, but most attempts ts.implement it have
either failed or survived only as transiemt experithents. If Syra-
cuse University’s Project Advance has so far met with a kinder
fate, it is probably because the program was created in response
to an urgently felt édu‘tzationa'l need and because it received
high-level institutighal “support from people- able- to ealist the

»aid of experts.

v

On several occadions diring the 972 summer vacation,
superintendents and principals from seven Syracuse area high
schools* met to discuss informally théir disconterit with pro-
grams in their schools for college-bound high school seniors.
They discovered that declining academic motivation and senior-
year boredom were problems common to %l schools repre-
sented, particularly ,among students planning ta' enter college.

They also found themselves under increasing pressiee to _

ameliorate the situation and provide some educational alterna-

tives for students who were either electing early graduation ’

or retrogressing academically. 7 .
With these common concerns, they approached John Prucha,

4

wVvie chancellor for academic affairs at Syracuse University,

described the situation B‘him, and asked him jf there was any-
thing the, university could do to help. Prucha agreed with
their observations and shared their feeling -that some- solutien
should b® worked out cooperatively. He asked Robert M. Dia-
mond, . director of the Univerdity’s Center for Instruction]
Development, to meet and work with the high school adminis--
trators, Out of these meettngs came a list of characteristics that

*Participants were Fritz Hess and John Vona of 'East Syracuse-Minoa

Sttiool District, Richard McGee and Rodney Wells, Jamesville-Dewitt; David
Darsee and Edward Pasto, Fayetteville-Manlius; Ted Wodzinski and Donald
Yates, LewistogaPorter; Robert Capone, Jokn Gunning, Emi_;t Rogkey, Pat-

* rick Spadafora, and James Zathiikal, Syracuse School District.

2 .
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a cooperative program would require in order to answér the
needs of the high schools. ' ..
_Among the characteristics were the following:

= & High school seniors should be able to enroll in college
* - credit courses that would be offered in the high school
building. Students couM already take courses at” a local
campus during the school .day, but the time and costs

. of commutmg and the difficulty in coordmatmg schedules

were among the disadvantages seen with this option;

hence the request to keep the courses, if possible, in the

high school.

® The courses would be taught by exxstmg hxgh school
staff. Again, it was already possible to bring the faculty
from nearby ¢olleges inta. the high school to teach”the col-
lege courses, But there were two problems with this: First,
it wag_unnecessary since many high school faculties were
already wel qualified to teach college courses (they were
experienced teachers, often with master’'s degrees plus 30
to 45 credit hours, and many had taught in the evening
and summer divisions of local post-secondaty institutions);
- second, bringing in outside personnel, especially when en- K
rollments, were declining and there were/pressures to re-
duce staff, might be resented by teachers’ unions.

o Credit earned in these Coirses should 'be widely tmnsfer-
able to colleges and universities around the country. How-
ever the Pegram might evolve, it couldn’t be just a feeder
program fot Syracuse University. Credit earned would
have to be certified and the program conducted so that it

, would be accepted at most other colleges andpunivetsities.
Transferability of ®tedit would be an important factor in

. motivating high schod] students academically and helpmg
them obtain. placement in college programs appropriate «to
their achievement.

Diamond and s veral members of his staff carefully con-
sidered the schools’ requests along with concerns voiced by
umversxty faculty who were asked to comment on results of the
_preliminary meetings. A plan for joint ‘programing ‘was pre-
sented to the high schools by' the univeérsity in the spring of
1973. The proposed program ‘was called Syracuce -University

’ EKC - ) ’ ‘ r25 N . - 13 .
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Projett ‘Advan'ce %ind had essentially the same featuses as the ., ‘
presént version® The number.of (Jistricts interested in partici-
pating in the pilot program expanded to six,-for a total of nine
high schools and approximately 400 students. Details"ef pro-
o d gram funding, staffing, administration, course development,
and teacher sglection and training’ will be discussed later in this

chapter.. o ' AT

Why should a university bother to enter into such a relaﬁg\-
- ship with the secondary schools, particularly when tHe institu-

tion will probably realize. no income nor any great influx of
* students? .

One reason.is that most colleges and universities, whether
public or private, are under a good deal of pressure to respond
to gommunity needs and in othergvays generate a favorable
public image. Particularly where a%roblem has received ex-
tensive publicity, university officials are hard pressed to “look
the other way” when secondary school officials or influential
members of the community make a well-articulated and reason-,
able request for assistance. .

‘The opportunity, for example, to directly influence the
‘quality of the English compesition program of high school
seniors, some of whom will arrive on campus the following
year, i one that many college professors interested in curricu-
lum development would eagerly accept. Moreover, if the joint
program is a success and the students and .their paredts asso-
ciate the .spongoring college or university, with an improvement
'in school prog®sming, then the institution may actually”attract
new of better students regardless ‘of efforts to ensure wide
portabi&ity of the credits. . -

Some readers may say, “Fine. It worked af your 1nstitution,
but, although the~people I've talked: with~at "the local college
acknowledge thé importance of the problem, that's about as far
as they’go. Few sygggstiér_\s and no action.”” !

If there’s one thing to be learned from the early history and
later success of SUPA and many_ other joint prqgrams around _
% the country it is that, from the beginning, there was administra-

tive support at high levels for the preject. People in- positions -
of power must-convince others at their institution that the b
concept is impoftant and that a program can be' developed that , -
will beriefit them. Such people have to rally the supportof the -.

’

»
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faculty, deal with their questions and concetns, and provnde
the necessary incentives for their assistance. Furtller (and very
important), their help and wisdom are needed-in selecting suit-
able college staff who-will ultimately work with the schools.

. Some suggestions for fdentlfymg such a campus advocate

foyow - e —— - T

\

+® Try to determine the reasons for the initial resistance and
" see if workable solutions have been developed by sponsors
of other cooperative programs (e.g., ways ‘of assuring the .
- maintenance of academic standards on and off campus,
\ effective methods of *selecting and fraining teachers, ways
to finance the progtam without additional expenditures by~ .
. the college). - . . i . . o
® Contact another segment of the college or university ad-
minstration (e.g., member of the'board of trustees or alum-

,

hi organization). . .

- ® Organize ‘support, among leaders -in surroundmg area
high schools to demonstrate to the cofege M extent. of
} - the prgblem and to explore all possib®lines of contacts

and relationships developed with members of. the college
community by members-of the school group.
o Attempt to enlist the support of a staff nfember on a col-
lege campus that is currently sponsoring joint instruction
- with high schools to speak ta some of the concerns raised
by administrators or teachets at yourlo¢al college.’ * )
® Seek assistance from the appropriate agency in your \’
‘ state’s department of educatiop’ Advocacy. both in the
form™ of position statements éncotraging high scheol-
coll.ege cooperative programing and seed monies for pilot
efforts from the department of education have béen’very
-1mportant in New York State. . v

. Wlthout sohd. administratfve” support for cooperatlve‘ pre-
grams 1n both the school and .colleges, little hope est s for
gettmg bgyond the dlSCUSSlOl’\ stage. . .

. .
. f

< ' Legal Conslderatlons

s '

Once there is a preliminary commitment to go ahead with de-
.« signing a cooperatme program, many details ‘have to be worked
out that will-determine the quality” and durablllty of the. rell’a-

’ . - ) W
O oo 2 S N
EMC . ot Ngy .. -t \ ‘ »n
ommm, ; . . . -
[ i 4 ¢




a

, tionship. One of the very first matters; that must pe checked is
Me Jegality of various aspects of the proposed college program. .
Under state guidelines is-it, for ingtance, possible to’ charge
students tuition for instruction offered in high school build- -
ings? Are the high s#hools obliged 40 supply instructignal ma-
terials for ~students participating in 8uch college-credit-bear-
ing courses ‘'or may the students be asked to purchase various -
items? May. students earn dual credit, that is high school as”
well as"College credit for the same course? Mugt the college
courses be open to students who are only interested in‘eceiv-
ing high school credit? Can the: high school or college estab-
lish admission prerequisites for these cQurses whethér or not
+ the student is seeking college‘c)redét? How are the tuition mon-
ies collected from students to be handled? <
In each state and’for each program both the legal questions
ked and the answers given by &fate department legal counsel -

4 il] probably differ. In the case of Projectme, Thomas
':Sheldon, then députy commissioner for primagy, secopdary, .
and  continuing education. in the New York State Education °
Department, advised that: : ' d

* Fisst.and foremost, courses offered through Syracuse Uni-
; versity Project Advance were to be considered regular high
school course offerings and subject to all the laws pertaip-
ing to such coprses including the obligatidbn by the high
school to supply necessary instructional materials at no ;
cost to the student.. o ) ™
® It was legal for *students who wished to enroll in the
courses to pay” tuition to Syracuse University, $roviding
there was a direct financial relationship between Syracuse

Univeérsity and the studépt (i.e., checks for tuition were

, yable to,Syracuse University).

igh schoo] student with the. proper. Subject prereg-

. uifl¥s must be allewed to enrol ip the college ccl)urses'

.. .- whether or’not he or shé chooses to seek collegg .credit;

% . gtudents seeking college credit may receive separate®coljege g

- » and high school grades and credit.” . FEPS

.* ® The .official status of Project Ady#ice participands-would

_ be, full-time high" school students for all legal” purposes.
As far as their university status, they would be considered . =
- part-time, nonmatriculating students.

R
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Try t@ anticipate all important legal considerations before
launching the program. Document in'writ? all legal matters
and work to establish a good contact in yollr state’s education
department whom you A regularly turn to for opinion
advice. v

»

Funding and Long-Term Plannin

When Syracyge University Projec¢t Adva
vague concept, we tried*to determine ho
@sograms typically *got started financj at patterns
of financing were associated with su@cessful £fforts and with
those that ultimately were termipated. We found that most
prejects were assisted at the begifining with "'seed mortey” from .

.a foundation or state or federdl agency. However, we observed
that, while the availability of such monies was an important
incentive to begin joint programing, Interest waned and pro-
jects faltered when such funds were no lopger available. >,

Both the university and high school representatives working
on- she "project ided, therefore, to try ® establish a self-
supporting budgdt base that was not dependent upon the uni-

versity for funds or the changirrg priorities of outside SpOnsprs. - .

Not requiring a continuing financial commitment by the uni-,

versity.also meant less worry about reallzmg a retyrn for its

dollars invested (e.g., proflt from student tuitions or sizable
numbers of new applicants). If the mam inyestment of the
sponsoring institution is its reputatlon then the faculty and
administrators of the program can ‘turn their full attention
toward establishing “ag maintaining good rel§tionships with
-the schools and communities and erisuring that the program is
academically excellent. .

'E.his is not to imply that grants from various sourges are not *

. usefu} or welcomed. Indeed, during the pilot yeat of Project

Advande the. New York State Education ‘Departmeént assisted irf

the cgsts for inservice training for. teachers, mstructlonal?na-

terials, and program evaluation. . <

. New York’s Board “of Cooperatlve Educatlonal Services (to
which ‘many of the state’s ‘public schools ]omtly contribute
support) also assisted ‘with some costs of evalugtion and
teacher preparation. The university itself contributed man-

« power, (administrative coordin&_ﬁ\d secretarial -assistance ~

' ’ )
[l{[lc - 2J ¢ 17
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{H ) A Table 2 ) Y 2
) ‘ . »
- ‘ - ) ’ t ‘ ) -
v Budget Categories To Be Considered-in Determinjpg the- o .
® . . \ Financial Structure’of a School-College * * s - . .
. - . Codperatjve Program P ;
~ . ’ ! ¥y .
. Possible costs for - 4 , ' .
participating high schools v ' .
~ 4 . . ’
s Major Categories Subcategories Comments .
1. Inservice workshaps Shated costs by districts ¢ Costs involved with insegvice teacher
. Teacher salaries training including salaries of - college
. * ‘ . faculty, overload .compensation to teach-
" Te .ers, instructional materials, administra-
‘ ’ Cor .- T tive coordination, etc.
« - 2. Instructional materials Initial purchases - Textbooks, audiovisual equipment _and
e e . p . Expendables and replacements suppli‘es, laboratory material's, evalua-
. tion instruments, gourse syllabiy etc.
~ 3. Travel , e .. Mileage . s Travel costs to a‘nd*rom periodic meet-
w : ) o Train or air fare ings, seminars, and workshops
- ’ L Meals and lodging ~e
" , . .

4. Personnel costs : Substitutes Substitutes for teacherg atfending dem-
v b - ° " Load adjustments inars of workshops, costs ef possible

feaching/duty load adjustments for fac-
ulty responsible for certain college
courses.
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Cant

Possible’ costs for sponsoring
' college or university

1 Salaries and benefit costs, for
administrative personnel

<

A

3

2. Regfstration and transcripts

.
-

-3. Printing, duplicating, and
mstructlonal Mmaterials

prep'aratlon
: 4. Tra‘vet * ’
' , ' W' ’
5. Scholarships <,
. o
6. Office L
. .\\
i
- , ¢
[€) ‘ ) -

Program director .
Course development and evaluation.,
Secretarial '

Student records clerk

Record keepmg and reproduction
N .
K
Photocopymg
! Printing apd preparation
Audiovisual services
Graphics and editing

. Traip, car, and air transportatlon f ‘Travel édsts for program supervision fors .

Meals and lodging

Telephore ¢
Rental of office space and utilities |
Equipment renta@ychase and ..

maintenance
Computer and data pjocessing /
services

Office supplies 3
S 1

. .

4;‘ / . \" ' ©

. - ’
Program coordination and palicy forma- < e
tion. Course and program development, .
evaluation and revision, +material pro- >
"duction and correspondencg, manage- ' |
ment of student reco;ds liaison with -
- college or university registrar -

) Grade réports, and transcripts; payments *

for college or Wniversity administrative
_services .

Services for instructional and prog'l'an/
matenal design dnd productlon ’ '

4

administrators and Taculty ..

A}

Tuition assnstar(ce for- needy students,
provnsnons for student tuition assistance

General mlscellaneous expenses

el

et

PP
o e
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ora part-tim¢ basis) and instructional materials: offfcials also
made available telephones,” meeting roomis, and printing facili-
ties. Such- assistance, particularly durmg the conceptual stage
and, pilot period, is rmportant since many schools fack the extra’
resources (outside of, carefully budgeted cétegone purchase
a large bldck. of new instructional materials for a single eourse
or céntribute to regional training institutes for'teachers.

.The point is that a program should not depéngd too muth on
such continued assnitance even if it 1s initially available.
Schools should not be diverted from their’ goals because of the
“chance for outside cash IPprmcnpals depend too much on out-
side funding, they will ssmply find it more dlfflcult to aclueve
self-reliance ‘ ’ S

The type and size of budget that is cdnstructed depends$
_upon the’ characteristics and size of the Program. Some of the
possible budget categones and'thenr 1ust1f1cat10n are indicated

. in'Table 2 . -

Many of the cate§ories fe.g., Jfaculty dupervision, administra-
tive support services) shdwen in Table 2 are discussed further: *
in later sections of this ehapter You can obtain specnflc assis-+
_ tance in bydget. development from current administrators of
_various cooperative projects llsted 4n the Appendix.

Courde, SelecQon aqd Development . *'

-

When considerigg the type and design of. college courses to
'be offered in hig échopls it is a good idea to keep mind the
basic objective joint programmg A high schoot ollege*o:
~operatwe PL should provide ngdents with “an instruc-
that w111 stimulate them academically, give -
1d an reallsﬂc college experience,.smooth the transi-
een high schogl and wllege, and offer them academlc
“credit that is trgnsferable to a wide variety,_of col\leges A coop-

erative progra’ilke Project Advance enjoys.an additional.ad- _
_ vantage over programs less intimately associated with, hlgh
+ ~school teachers. It requires high school and college faculties

regularly to work together on cumculum miatters of mutual

concern, a, collaboration that fosters a sense that Project Ad- A

, vance is not something apart from %heir schools, .but "bme-

thmg that is a part of their schools. Keeping these ends in

view, the high school’ pnnmpals and aniversity officials who o

e -
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" established Pro;ect Advance decided to’ concentrate on’ general,
education courses, (e.g., math, sclence social studies, and Eng- .
lish) that had undergone several years of systematxc instruc;
tional development on caimpus. . ' .

These courses were chosen for several 'reasons: First, res
search -has shown that courses such as English,- calculus, bii-"
og¥. and history are the mqggpoorly articulated academic areas /

- ,between high school and cqllege; that is, they “contain the
greatest amount of unplanned duplication of content, which’
represents a poor use of student and institutional time and re-

- sources. Second, since they are foundation courses in nearly
all college programs, students are eager to take them to -help
ensure their success in college’ and so that they may-take more &
advanced and challenging courses as' college freshmen. Third,
there -are many more acade ically qualified and -experienced
high schoql teachers who can teach the general education
coursés than can teach courses of the professnonal school or |
elective type. - 4

Over the years Project Advance has also offered courses,put-
snde the stanflard general education core. A music course focus-
ing on brass instruments, a course on comparative rehglon b
drug education course, and a commumcatxons course for pro-
spective. joyrnalism majors are. some of these offerings. Our
mmal observatxons about student interest and teacher prepara-
_tion were confirmed when the religion, drug education, and
communications courses were dropped because of lack of stu-.
dent interest in enrolling in _them and because it was difficult

_ to find experiegged and qualiffed high school instructors to' -
“teach thém. ‘ ‘

Another cominori &:haractenshc of Project Advance courses
.is that they have undergone extensxxe on-campus instructional
development, a process’ that efabled us to transfer the courses
to the. high school setting without too much difficulty. The
Center fdr Instructional Development, mentioned earlier as the -
parent organization of Project. Advance, has worked with  °,
variouss departments and colleges on campus to improve inss
struction by redesigning university courses. This instructional
devélopment process, in'simple terms, asks a cpurse insgructor
workmg thh an mstructlonal developer to do the followjng: .

-

-, . * by * “' 21‘
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* Specify to the exfent possible the learning ob;ectxves of
- the course ) . .

® Selett or create ¥ course design 4nd instructional materials
that will fulfill the learning objectives;

® Produce tests and other valudtion mstruments fo mea-
sure learning, student attitudes, etc.,

. Resﬁlﬁe logistical problems of teaching the course;

v o Pilot test the course and field test mstruchonql materials;
' ' ® Revise the course'and instructignal materials where neces- ,
, o sary, and C ‘
* Continue the process as cifcume¥ances change in order to
maintain course vitality. -

The instructional development p(ocess originally applied to
improve campus course instruction, later enabled us to transfer
these courses to y highschool setting and at the samge time pre-
‘serve college standards. It enabled us to validat s made
. for the cqurses that are.implicit'in’the fact that the/Peuccessf
completior) earns Project- Advance students college credit fe-
ported on a regular university transcript

.

What exactly al{hese ¢laims? ) B
Project Advanccourses are college courses 1dent1cal in every
important respect to their on- campus counterparts thﬂearnmg
objectives, tests, instructional materials, course work® and
grading standards are the same, and the course design is com-
parable. Research and evaluation have shown that Project Ad-
vance students perform as well as, if not better -than, on-
campus students taking. the same courses and Teceiving the™
ame ‘grades. In other words, universities asked to accept
! Syracuse University Project Advance credit can “be assured that .
P.A. students who have earned passing grades in these courses
will have earned at least those same grades on campus. - .
, Since the instructional development process is so important
to the validation of Project Advance courses, we should per-
haps take a closer look at it. The Center for Instructional De- .
- vélopment employs a number of highly quelified d'ev’ldpment
) and evaluation specialists and various support services and -
- personnel (eg., printing, editing, graphics, photography, and
audiovisual) in redesigning courses. These resources dre util-
ized ‘during the instructional developmeng process (see Figure

e 34 S
EC




- Figure 1
‘ Process Model for Instructibnal Developmentt |
- 5 3 o ° )
/ \_‘ - : - \
// /f/ - — . Basic Design Inputs | - Facilities ’ i
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, ¢ N / l T o ;
. 1 ° ! *§ ./ Preliminary Operational | /° .
ﬁ?roiect Selection «  Component Component *: Phafe H }-‘b
N m Sequence Sequence
. ’ v 4 < /
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. i Design Evaluation i / .
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Objectives Design Existing . Coordination . N
/ . 4 Available i[-and Revise
Format* Materials -
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& From "Syracuse Umiversity A Systematic. Appreach to Curniculum and Fa-:ulty,Developmgm".by.Roben.M Diamand In New
\ wactions for Higher Education No 15, Autumn 1976, A Comprehensive Approach to Institutional Development (William H.
E lk‘l‘c ergquistand Willlam A Shoemaker, 1ssue eds ) San Francisco- Jossey-Bass, Inc , 1976. Reprinted with permission. *
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1). This model helps’ ensure that important questions and con-
{ siderations are' addressed before and during the development
process. Examples of such concerns are listed below:

® What coursgs seem mﬁt in need of mstructlonal rede- -
sign? (Identify priorities) ‘

® What faculty members should be most heavnly mvolved;‘g

the redesign process?

V- e Ideally, what should the curriculum or course desngn look
like? Reallstlcally how closely can we approxnmaté the
. ideal?’ oo .

® What are the characteristics of the students served Lthelr
entering skills, needs and attitudes)?

° Generally what _are students supposed to learn fi the

?
COUI’SE o

® How important is it that the course be confined to the
normal semester calendar? Can we allow time to vary while
achievement remdins constant?

® Can we diagnose entering skills and def;cnencnes of stu-
. dents and start the students at different points in the’
course sequence? . .

.

® What kind of management system can we construct to
monitor individual student progress. through the course?

® Can we use our-facilities, teaching staff, '%\d community
* resowrces more ef?ectlvely in the new course design? .

® How_can we build“an evaluation system to gather feed-
2 back from students and teac.hmg staff .about what aspects
of the new design work or do not work? -

Although the instructional development’ model used to re-

_ design”all ¢ rses is the same, each course has unique fea-
.tures. The i uctory calculus coursé, for .example, allows
students to progress™at varying rates, depending on thgir per-
formance on unit examinations. Students are expected to dem-
onstrate mastery'of each calculus unit before proceedmg to the

xt sequentially ordeged unit. Students are not penalized for

ing to pass any particular examination. Instead, the instruc:

tor examines whe work of students who have done poorly,

: explains the concepts that are troubling them,, gives them addi-

Q 24 .0
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tional related agéignments: and lets them be retested at a later

- date. Testing 1s viewed as an integral part of the learning-

teaching protess, not simply as a means for assigning grades.
The rationale for this apptoach is based on a desire -to keep the
level of achievement constant while al10wmg the time needed to
reack that level to vary. The course instructors spend more
time assessnpg and tutoring students than in giving group
lectures : .

“Following the same development process; ‘the freshman Eng-
lish compositign course has design features adapted to its own
specific conditions. For example, because the course serves
such a heterogeneous population the fAculty believes that it is
importafit to assess students’ entering skills and to start them
with appropriate work. Based on the tesults of a diagnostic
examination and a writing sample, students are assigned to

_advanced or basic writing units or eyen to remedial work (for

which no credit is given). Students™ are required to eomplete
certain basic units (material tRe faéulty believes every student
should know) and then are allowed tq, choose literature upits
(ca)led minicourses) and research paper topics from a wide vari-
ety of options. ’

Certain features are <common to nearly all courses developed
by the Center. For example, wherever possible, students are
allowed to move through the course at their own pace, rather
than being forced to accelerate prematurely or hold back in ar+
der to keep in step . with the group. Course objecti¥es, grading

'standards content coverage, options, and’ basic requirements

are some of the matters carefully specified and fully explained
for students in "their course manuals. For courses in which
there are more than 12 teachers there are also instructors’.
manudls that- prov1de the teachers with’ examples and critiques
of model student papers, group-endorsed grading standards,
instructions for keepihg student records, supplemental content
material, and so on. In addition, all courses and course com-
ponents are contlnually reevaluated to determin€ how and
where improvements should be made. In other words, evalua-
tion is built in and development is continual.

-1t is not essential thatlone/pecnﬁc instructional development
model be followed during course development (2% process, by
the waythat n®ver really ends); but it is. vital that all college

S -
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courses 1mplemented in the high school through a cooperative
program have a_well-defined rationale angd learner objectives,
publicly stated criteria for judging. learning outcemes, and evi-
dence that mgterials used in the courses aré reliable and valid,
High school administrators have an obhgation to ascertain,
for example, that what the student s expected to learn, read,
and do, and how the student will he evaluated have been care-
fully thought dut and communicated to ghe student; that In-
"structional matenals us’ed are really’ eff?.ctxve and that gradmg
standards are cleat enoughffor “the high school teachérs to be
able to apply them. High school administrators would be wise
to make sure that these data about each cdurse are available
beforethe.gourse is implemented in the high schobl. Remember,
the college course should’be judged on its own merits, its
worth should not be presumed solely because 1t is assoliated G
_with, or certified by, a college or.university

@

Teacher Selection and Preparation

In coopeérative programs whera high school teachers do most
or all of the instruction, teacher selection and preparation
should be among the most important concerns of the school
admunistrator. The college, courses offered in the high school
*are usually mtroductory freshman’ courses designed to prepare
students for more advanced courses, but they may be the only
courses the student will take in these particular academic aréas.
It is essential that these first courses be of high quality—a
. responsibility that falls largely on the instructors.
. High school teachers in such asprogram face another exi-
gency not usually a problem when the courses are taught on
campus by collegeﬁaculty, that is, to maintain credibility with
outside colleges ahd universities that may be asked to accept _,
the credit, there must be assuranc® thut high kchool teachers -
are qualified 4@ teach college courses. That there is at least =~
some bias in this credentials challenge must be admitted, es-
pecially when we congider_that many high school teachers are
better qualified to teach introductory college courses than \’
. some college teachers to whom the job is usually relegated.
Graduate teaching assistants or new Ph.D.s (who often teach
these ‘courses) may .have little or no teaching experience and
" minimal interest in teaching a freshmagp course, yet, because
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they are “college”” teachers, their credentials are not\;1\allenged
as readily as those of high school teachers. Whether or not this
should be the case, it is the case, and participants in a coopera-
tive program must be prepared to meet.these challenges.

There is another very important reason to have careful selec-
tion and preparation procedures. Such procedures help avoid
later having to.remove unsuitable teachers from the program

’

" a course of action that 1s almost always painful and embar-
-rassing for everyone involved.. When cooperative programs are -

just getting started there is a tendency for both high school and
college administrators tos keep teacher selection procedures re-’
laxed and informal. College personnel do not want to seem_

* distrustful of the judgment of their high -schogl 'Counterpa’rts,

and high school administrators may be under even more power-
ful «constraints since they have to work regularly with their
-tgachers and would 'not want to offend them. When teacher
selectiBn is left largely to the discrefion of the high school ad-
ministrators, it actually makes their jobs harder by permitting
them to choose on a basis other than individual merit. This
administrative dilemma recalls Abraham Lincoln’s misgivings
about political patronage: for every job in his gift there were
at least 10 applicants; whatever his choice, he ustElly made
nine enemies and one ingrate! L

~~ Whatever the reason, lack of attention to teacher ‘selection
' . almost always results in problems that are difficult to correct.

During the first and second years of Project Advance, we relied
almost entirely on the recommendations of high school princ¢i-
pals for teacher selection. We found that some teachers were
chosen chiefly because of their seniority in their departments.
Occasionally, and usually .in retrospect, we’ discovered that a

. principal felt obliged to ask, for example, a department head

over a more qualified teacher because it would have been em-
barrassing to pass over the former. Political reasohs were not
the ,only cause of occasional unsuitable choices, however.
Sometimes the principal simply did not have_encugh back-
ground information about the prospective courge to mille "

appropriate selection: As a result, same téachers \vere askegd to -
. LA
5

teach cogrses for which they felt poorly prepared. .
Two ﬁars' experience with the program taught us how un-
wise it is to treat so important a process casually;’so; beginning °
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. il the third year of Project Advance, we established the follew-
ing steps, for selecting and 'preparing mew teachers and scﬁ&}
~diskricts to ‘énter thé programe (Figure 2 summarizes these-step.
and relatés them to the academic calendar. ) v . -
L Ceneral informational theetings are held in a relaxed set-
tmg to acquamt school personnel with each of the course'
designs they are gpnsidering,: the/asspcnated mstructno,nal
.Materials, the nature and duration of summer trakhing -
sessions ®for, téachers, the type of student each course i
designed to'}rve, and so on. It is a.good ideasto éxpose
participants to the basic characteristics ofthe program .
. ¢ before this first' meeting through written materials. W
strongly urge that in addition to teachers and $chool ad- ,
ministrators, guidance "and ‘other supervisory«'staff be

pté§e §rly meetinigs . to develop a sense of propne-\ oy

»

. tary_p tion“in the program, should it be adopted.*
These 'm s alfo "enable all p’ﬁtnes (e.8., tedchers, °
college faculty, administrators, board .members) to get to "+

- know one another and to decide whether working togeth—
er would be enjoyable@nd bgneficial. | - ’

2. After the high schdhas had an opportunity to consider

* the “merits, of evarious college .cburses and to?e ide ,

- whether it cap meet conditions. requnred by’ the un erdity ¢
to offer the program, it is then asked 1o subﬂ applica-

. " .tions.for interested teachers who seem to have the aca- = =
deic qualifications and’ teaching. experience stipulated byvees#
- , the university. -The applications must- be accompanied by
copiessof teachers’: college transcripts and by, letters of
recomrqend‘atron from subject arga‘superwsmts and {mcx-
" pals. In reviewing this - infor-matlon faculty committeés .
. from the appropriate u érsnty Jepartments leok for ex-
tensive teachin'g eXPEIIlCE in the specific conter(?\area
(usual[y a minimum -of five years); - undergraduate and . .
) master $ degree in, the content area’ (sufficient to gualify

-
*Thei#uccess. of cooperative pregrams im the high Bchool is n%e‘em -
among pthgWthings: on- thoughtful student selection and advisement, the
teachefll havin ~the negessary, Hime in their schedules for preparation and
admsmg, nsdistance in the schogl from other teachers not directly involved %-
in the project, and clgss scbeduIt g. If the program is identified with a single =~ - .
admunistrator or associated with a small group ‘of feach‘ack pf 7upport

» and even resistance are almost always®ncountered. « L
ARSI - s
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the instrugtor to teach at the college or university level); *
.and, in some cases, particular kinds of .course work in the
. teaching of writing. After the committees have-reviewed
~ credentials, .the high school is notified of their applicants’

standing‘—”app:oved,”“”‘con'd'i.tignally approved,”’sor “'not
; approved”’—for, participation in the 'ﬁmal preparatory -
workshop. - ’

. Principals ‘usually submit at least  three ‘names in’ each
course area to the university for réview so that\gberé will
be some flexibility in choosing among qualified staff
send to the-summer workshops, assuming that the teafh-
ers are appfoved and that the courses will be taught. Even
if not all the teachers who have been selected and trained
are immediately involved ‘ip teaching the course, they can
provideé the teacher who is actual]y teaching it with-mosal R

" sapport and gbrve as back-up staff, should the teacher, for
varioygffreasons, be unable to continue in the program.

S “Altfough _the criteria and procedures for judging
_ teachers’ cr;ntials are established chiefly by the sporn-_
soring university, the ‘high school principal retnains a

Cos very important participant in ‘the teach election” pro-

cess. The principal, usually whh the a iate Jepart-

#_thent chairperson, is in-the best position” onsider.sig™

v - .7 rificant factoss xbougapplicants' which not al\;vays‘//\

apparent fro'xn’”ea(aminét_k}n of “paper’ ‘credentials. They ¥

may, for example; help answer the following queﬁtions: a

—D&Es the teacher understand the need; for, and -wd’#)»'
- -or’ she be comforsgle swith, contifiving outsi e’

R supervisfon of the program by 'céllege' faculty?e ~

~Does th’e’te‘acher “Work well with, and have'the respect

-of, other Aeachers within his or her d@:p.aljtme'nt?"L (km;

(portant for eliciting their support for the ﬂogr.aﬁ and

, o for promoting desirable spin-offs within the deparfment, -, )

-
P

~

o . . X -
R curriculum.) » o )
v—,;‘\ ’ - - *

; "Olr experience hag.been that pnma donna *teachers althost never work
well” in the- program. ‘Often very competent and effective in their. own
classrooms, they usually relate_well to only a few colleagues and strongly

. resent.any intrusion into their cldssroom activities. Both characteristich
. fovedoom necessary university superyision and ‘harmony within’ the high
. 17 school department. ' R $ A
‘ . - . . . - - RV
- _ ) s 134 . ‘ ot I 1 B ',(
oor  J 42" < . ‘
CHy @y ST



+

) . ¢ - .

L.
* + =Given the $pecific course “design, learnipg objeétiveﬁ, )
_and ‘evaluation procedures that will be used,:is the

"= teacher likely to enjoy teaching, and Be effective, in the .
program? " . : '

. 3. After the university notifies’ the ‘high" school principals
which teachers have been accepted for the summer “train-

ing program, all conditiorm that must be provided to offer

» ‘the courses for college credit are téviewed. These guide-

lines, like the teacher selection process jtself, have been

¥. .7 . developed after several years of trial and error. They spec-
, ~ify maximum class size, teacher lpad, required facilitjes,

« '« instructional materials, and class' schedubhg. Later in this
- chépter,. we will describe in detail the administrative

o guidelines .for Project Advance course offerings and ex-
i plain how they evolved. . | : Coe
"~ Students and their parents should be counseled well in

advance Ppfstudent -program scheduling for- the following
academi@year. This usually jncludes inforhation about

* course designs, prefequisites, grading, credit transfer,
:_ gosts, type of student th'e}ograins designed to serve,

- <and’so on. : 7 i
* 4 The next step is an all-day course orientation ‘meeting for
high school teachers<and uq/ersity faculty in each con-
’ tent area. This meetiné is to review the course design in- _
detail, describe the summet training programs (e.g., daily
agenda, -writter\f‘.proposaI. requirements, readings), and

7 .

[

[~ consider preworkshop activities (e.g., planning orienta-
", _tion meetings for parent®\gnd students, ordering instruc-
b tional materials, class schedWling}: T\he\rpgeting also -pro-

yides an édditional opportunity for “high school and
a. "o college.faculty members to get to know each other better, -
' " to understand _their respective teaching milieus, and ‘to
begin bpilaing mutugl trust to ensure successful collabo-

' ration. ™~ 4 .
+ 6. The final step before actual imp'lementatipn of the pro-
gram is the summer workshop for all participating teach- **
» ers. Each workshop (usually seven to 10 days long) is
v » - plapned and conducted by#he university professors who

;' will-be supervising the Particular course in the hi?’u

) school and who are themselves teachiq& the couse dn
:§: - N .

’ SN : ' 31




-

~ : e . " .
- campus. The emphasis in the workshep is on The peda-
- gogical problems 'of adapting.a campus-designed course

to the high ‘school - setting. For example, the SyraCuse
University fre hman English eourse. has design features
(self-pacing, alternative instructional tracks, minicourses,
remediation, diagnostic, testing, etc.) whichtan be accom-
modated 8 camipus without much difficulty but which
& - do present proBlems in a high sc'hoq'l setting where.one or
two teachers may be teachmg the course to 25 or 50 stu-

dents. -
In addition to these logistical considerations, the uni-
versity and high school faculty must agree on procedures

« and standards for evaluatmg student papers, an especially
“difficult task-in 4he English compasition course. The
_workshops also give teachers time to consider how school
facnlltles (such as laboratories, llb:agnes, media centers,
andy- seminar rooms) and community services and pro-
grams .(such as theater productions college libraties, and
research facilities) Xxan be used to' benefit the program.

+ The time can also be’ used'to work out solutions to such -
problems as lacku.qf flexibility in -student “scheduling,
‘widely varying entr skills of students, and heavnly used =
classroom space..” '

A carefully contelved, and detailed adaptatmn plan is
N produced by each workshop partncrpant and ‘must re”
ceive university. approval before the" course s offered for
college credit. “Generally, the plan 1sYsubm1tted late in
July, which allows the bﬂwers:ty, four or five weeks +p
study it and to request appropriate clatificatibns or.modi-
. . -fications. wfomay
The summer wor‘kshops and orlgnta'hon meetings with
university and ’hngh school personnel ‘enable evéryone
involved the program to.build relaquE}qu of trust
and’ profeilonal egard that aw "needed to mafe a coop— )

. erative program\ka They also. preparg mstru

. teach courses that" are, in é\’e,ryglmpVortant respec (gg,‘.‘
" content, instrultional ‘Seqyrences, . gradmg standatds);- .,
g 1dent1cal with thgr«oarqp&,; Cq_t;ﬂterparts - ' , .‘.\

.

.

Administrative Per’sdhnel ond Sup(rwsory Faculty
\‘ ) Although high schqol‘admm rators max. have little or no
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direct influence on the seléction of specific supervisory.staff
at:the sponsoring’college or university, it nevertheless may be

o

helpful for them to know how the university staffs and oper-_

ates its ceoperative program. This information can aid them by
giving-4hem some idea of how committed the sponsoring insti-
tufion 15 to the program and_how wellrprepared it is to serve the

high schools. If. # sposfsoring institution relegates its high"

school program to recently hired or hired-for-the-occasion
*instructors and if- its program is supervised by- campus ad-
ministrators who are busy with other duties, its cooperative
program may not outlive the interest of the partlcular college
. professor assigned to work with the high school. On the other
‘hand, if the university has established a special erganization*
whose primary function is to service the codperative program,
then it has manifested a very strong commitment to, the pro-
gram and probably places a premium on its success. |
Two types of eollege personnel are usually involved in the
cooperative program: administrative staff, who will rovide
overall coordinatlon and delivery of program services, and
supervisory faculty, who atﬁesponsnble for majntaining aca-
@mic standards and* continuing ' course improvement. First,
let's consider the administrative personnel. Although in very
$tall cooperatwe programs. (150 to 250 students in five or six
hlgh schools near the. sponsoring institution) it ‘may be possible
r. one or two college officials to coordinate supervision and
‘mlmstratwe Wsks patt time, we have found that as the pro-
gramr expands (number_and ggographic dlStl’lbUthn of schools,
students, and course offerings) a full:time staff is needed to ser-
vice the program. The following are brief descriptions of staff
positionis and responsibilities for Syracuse University Project
= Advance currgntly serving 60 high schools.

: e Pos Program director .

: ’ Reﬁlsibiliﬁes and functions: Chief liaison betweery the
schodls and academic .departments of the university. Pre-
-pares and,mfanages the bydget. Hires and_ supervises ad-
ministratjve: office_staff, Develops program policy. Coor-

¢ - dinates ultytravel .to schools. Chief spokesman for

: . *the ram to all outside groups and institutions (cal-*

leges and universities, state education departments, ac-
grediting” agencies). Determines priorities for evaluation
. :

‘E.‘llC . 45 33
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and research Works with high schpbls that are preparing
to enter’the program. .

v

e Posifion: Ewaluator . . ' _ .
Responsibilities and functt'gns: Develops and coordinates
research and evaluation-fer the program. Provides data on .
the effectiveness of course materialg, (i.e., their utility,
rehablllty and wvalidity) and helps faculty interpret the

" data so that the materials may_b# fevised appropriately.
Deévelops ‘methodology and collects data to determine the
quality and- cmnp%abllvty of.en="artd off-campus®high
school) instruction. inates datdi processing and
analysis. Prepares written reportd of major research and
evaluation flhdmgs for in-house and public dJstrrbutron

® Posifjon: Instructronal developer . .. ~ -
Responsibilities and functiens: Works directly with uni-
versity faculty to design and improve courses. Prepares
new courses for inclusion in Project *‘Advance. Travels
" with faculty to assess the quality of high school pro-
grams Helps faculty " plan and operata teacher seminars
and workshops. o -
® Position: Records clerk
Responsibilities gnd functions: Coordmates the collection
and processing éf all, student registrations and grade re-
porting for the program. Serves as liaison to all student
records offices at the university. Develops procedures to
integrate accurately and efficiently Project Advance stu- 4
dent records into the larger university system. Answers .
all questions (written or by phone) that students,- parents,
school officials, or representatives ‘of other colleges may
have about Project Advance student records. Designs writ-
teh materials which explain (often translate) university
procedures and legal policies for handling Project Advance
student records. _
¥

® Dosition: Secretary -
R'é?ponsrbrhtres and functions: Types correspondence and
-coordinates mallmgs;o school administrators and teachers
concerning program precedures, sitexisit evaluations,
seminars, and workshops, and handles general corres-
pondence. Makes travel and facrllﬁes arrangements fog, *
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faculty and adminjstrative ‘site visits, seminars, and work-
shops. Prepares typed-copy for printing instructional ma-
terials, such as student and teacher manuals, evaluation
forms, student record sheets, ‘programed. booklets and

. descnptlve literature. © . -

Py

s ‘ ‘e ¢ '

In addition to the preceding staff -positions, other personnel

‘and -services are necessary at least on a part- time or ‘shared

basis. For.example, a skilled, editor is needed to proof and édit
instructjonal materials and other items for public dns&nbutlon
The aszlstance of graphic artists is needed to preparg illustra-
tions, design charts, graphs, etc., for printed or visual ma-
terials During peak work periods (e.g., fall and spring regis-
tration) patt-time clerical help can be essential. And finally,
we have found that outside ‘consultants can bging a different
perspect®e to bear om 3 particular evaluation and research
problem making it very worthwhile to budget for their, ser-.
vices,

What factors seein to cNiicterize college faculty who have
been- successful wo:2<1ng in Pro;ect Advance? In our view, the
most important attributes seem to be. the Following.

* 1. The faculty member skould be well established and stable

in his or her position at the university. .
Since cons:derable time ‘and effort go into cultivating
good teacher- professor relationships, it is important ‘that
- campus - f€eulty members involved with Project Advance
plan to remain at the university for at least three years.
This means that it is more desirable to work with tenured
senior faculty than with untenured faculty. We haye
used  the* phyase "well established” in our description
bet?ﬁs&‘we eel that the faculty responsible for supervis-
“ing coursed’in the high school should know .their ‘col-

leagues well and should be strong enough polmcally to*
defend the cooperative high school program against vari-.

ous attacks and criticisms from witkin the  university if

, qr when theydo occur. -
2. Faculty members shduld be well respected within their
departments for their subject matter expertise and te}gh-

&

kill. . ‘
%aculty member in charge of-thé off-campus imple-
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mentation of a university course is serv‘i;g,’ in effect, as
spokesman for the university and for his or her academic
department to a variety of~people such as school officials,
faculty at other colleges examining transcripts, students,

view of the curriculum, gartiCularly in the introductory
course area, should be suppogted bz the .majority of the
department’ faculty Because it is neeessary, to handle
skillfully problems* and interpersonal relationships on
and off canﬁs, this faculty member shoul(.i have a repu-

tation for m®urity and fairness

¢ .
® -

N

‘ . The faculty m’eimbe‘r should enjoy teaching and cgntact'

with students. ,

Success in, and enjoyment of; teaching and working
with students seem to be iméortant factors for successful
faculty supervision of an off-campus program The col:'

lege faculty member must be able to empathize with the .

intense demands made of high school teachers and, at the
same time, ensure that the services and instruction pro-
vided students are never compromised. Given the choice
between strength and interests in ,sesearch or teaching,
the teaching orientation is.'preferable because it is rhore.
suited to the kinds of deggands faced in a cooperative

Sprogram. . - .

4. The faculty ‘member should Show a h€althy curiosity
about the teaching-learning process and should view in--
. .structionaldeveloﬁ.mentasatontinuing process. e{, .

el-

Our experience has.shown that, although a well-d
oped, validated course design is a necedsary starting point
for joint high school-dvllege ‘programs, the university
faculty membe -myst expect, indeed welcome, comments,
criticjsms, and }u’ggestioﬂf?or change-and improvements

in thescoursé from the adjunct high school faculty and

students. Examples of “changes that have been made in
the Syracuse University freshman English program as a
direct result of intefaction with the high school. instruc-
tors are the addition of experienced teachers of composi-

tion to tutor on-campus students with various skill de-

ficiencies, greater flexibility in student movement between
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v certain writing units; improvements in diagnosti® and
criterion-skill examinations, refinement of course manu-
als, and the creation of teacher manuals and inservice
* workshops for new instructors. . : .

’ .

Careful attention to staffing at the sponsoring institution
ean the difference between a long-term, quality program
ing to all involved ‘or one that:will not weather the first
crisis. Clearly articulated services and well-defined staff and
.faculty responsibilities will also help to minimize problems
when a change of, personnel occurs, Top level administrators
at the college or university can best demonstrate their commit-
ment to the joint venture by doing all in their*power to see
that an able, sensible, and responsible group is at the helm.

Developing Policies and Procedutes

What do you mean my daughter {5 not going to earn any
university credit? We paid tuition, didn’t we? PP
. o —Moﬁer of a Broject Advance student

As th? above quote suggests, a new and different educational

needed to prevent rhisund(erstandings, clarify roles and rela-
tionships, establish™ beforehand a consistent way of dealing
with problems, promote efficiency, and defire cpnditions
and serviges.  © . .
Because relatively few people haye had any experience man-
aging high school-college cooperative programs, policy has had
* to be formulated, to a certain extent, piecemeal and in response
to various crises. This has been true of Project Advance as well.
On the following "pages are some examples of policies and pro-
cedures developed out of our experience. -

Prggrarp Evaluation and Maintaining Academic Standards
Sincd the institution sponsoring the cooperative program cer-
tifies thy college courses taught in the high schools for college
credit, its faculty is responsible for seeing that the course in
each location meets. established grading standards and that an
‘appropriate instructional environment is provided for the stu-
dents. Academically the' high school offering is considered to
be simply another section of a particular course described in
’ the institution’s c&{:se catalog. If any high school in th

o 49 37
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cooperative program awards studemts grades that are belied by

students’ subsequent college performance, then, the reputation

of the éntire program will be tarnished. ‘ T
During their supervisory visits to the high schools, Syracuse

University faculty members read papers and tests that students

had written for their Project Advance courses. Occasiomally, the

grading standards applied by high school instructors seem to

. be inconsistent with those explained in the student and teacher

manuals, the workshops, inservice seminars, and in written °
communications. The criteria them have to be reviewed with
the teachers to clarify any misunderstandings. Where disagree:

- ments in grading standards are 3 continuing and serious prob-
lem, the grades on student papers may be adjusted after the -
university has reviewed them. As a matter of policy, wheie

~ differences cannot be resolved, the decisions of the supervising
faculty afe final. If basic or continuing (or unresolvable) dis- -
agreements about grdding criteria are encountered, courses
may be withdrawn at the option either of the school or #¥e uni-
versity. The high school principal will be notified if such a,
situation is gnticipa¥ed. . o
The previous sentence deserves some elaboration. Sirice the
high school principal is held responsible for ‘the success or fail®
ure of instruction, he or she must be kept informed of the

. status of all college courses 'offered in the school; but this duty.

+ may conflict with the obligagion to Jigh. school teachers to

“maintain the confidentiality of their inteMctions with the super-
visory university faculty. )

Project Advance has moved in the direction of 1imiting con-

* fidentiality. This policy change was made to prevent minor

problems from becoming major ones. Although it is a rare oc-

|~ currence, sometimes a high school teacher will persistently dis-

. regard agreed-to procedures of the program. If the dereliction is
shielded by a policy of complete confidentiality, then what
could have been limited to a relatively minor problem may be- .
come a very serious one. In other words, if the. high scheol-
principal were informed earlier of what had been going on, the
situatio® could probably have been corrected before it became
too serious. '

Whatever policy is followed, it should be made clear right
from the start, and, if any modification is later requised, it too

Q A » . \\
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should be cla;ifle(; to everyone affected. The candid and trust-

‘ing relationship that ust exist between the high schools and

'

university for the cooperative program to succeed requires
some forms of evaluation to be shared only with the teacher
(e.g, student attitude sugyeys, pedagogic suggestions). Others,
usually more general judgments about the ‘program’s status,
ways to improve the programe.g., improved student advising,
chadnges in teachers’ schedules.and teaching loads, the need
for additional résources, different use of facilities, the need to -
train addittonal teaching staff), and particularly continuing .
academic disagreements .that could affect the future of the
course,” must be dlSCUSSEd openly with hlgh school adminis-
trators. .- .

On a number of occasions in Project Advance, our desire
to prevent a deteriorating situation from reflecting poorly
upon a teacher has caused us to minimize difficulties in com-
municating with principals. Only when a long series of cor-
rective ‘measures failled to produce results was the principal
brought in Experience has taught us that it is inadvisable to

" keep principals in the dark until a cnsis develops; rather, there

is- a need for their ontinuing involvement. Hence the following
policy toward progragevaluation. -

A vanety of research and evaluation activities reflects our con-
tinuing need to assess the effectiveness of instruction in university *
. courses, the maintenance of academic standards, the quality of in-«
.structional matesials, arrd the impact of the program upon students
_and curnculym Such informatisn is not only vital for continued.
“codrse improvement but also 15 necessary for colleges and universi-
ties 1n the process of evaluating the university transcripts of
participants Syracuse University maintains a high level of security
on all student data, such as student attitude measures, and their use
15 strictly limited to the teachér and the Project Advance staff, On-
site Observation reports of academic standards are designed to,be
" shared with those teachers and supervisory personnel in the public
school and the university who share the responsibility for the
success of the program. . .
L

‘

Transferring Academic Credit
Credit transfer amon} colleges and universities is a complex”

~ progess characterized by considerable inconsistency and often

seemingly capricious and'ilIogigal acceptance policies. Accep-

O ‘. ) ; ®. 51 . -~ 39
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tance of transfer credit for course exémption, advanced place-

ment, or toward degree requirements varies considerably among

. (and even within) institutipns, even whe_n the credit is earned
by a matriculated student on a college campus, let alone when
there is the addeds complication of off-campus instruction.
Transfer credit, in other words, cannot be guaranteed.

The best posture for Wesigners or administrators of a coop-
erative program is, first, to anticipate questions which other
institutions might raise about the program (e.g., teachers’ cre-
dentials, sufficiency and effectiveness of course design, meth-
ods of supervision, comparability with campus instruction) and
to prepare convincing responses; sécond, to help prepare stu-
dents to handle skeptical or negative responses from college
admissions gersonnel (e.g., provide them with course syllabi to
take to thé®colleges, tell them how to explain their college

~ experiences, offer. them the assistance of the sponsoring college™,
- or university), and third, tq. conduct on-going research of how
cregdit earned by ‘students in the cooperative program is received”
by theTolleges and universities that admit these students.

We feel that Project Advance credit has been well-received
over a documented three-year period. Of the approximately 75
percent of Project Adxance students who’ returned question-
naires, about 80 percent reported having received credit to-
ward their degrees and exemption from comparable required
courses, 96 percent of these students reported receiving credit.
However, credit transfer has hardly been problem-free. Even
‘where the credit has been accepted at an institution for years
without question, new freshman advisers or a change in ad-
missions officers can alter that situation. Such’ uncertainty in
credit acceptance is«cw to a lack of clear policy at the institu-
tion. At other colleges and universities transfer credit accep-
tance may depend on a student’s high school-record, on sep-
arate decisions by-the appropriate academic department in the
course content area, or -on how badly the institution needs to
attract new students. . , - ) )

Some colleges go out of theft way to seek necessary informa-
tion from the high school or sponsoring university if they have
questions about recognizing the credit. Others’simply place all
the burden on the student to explain and justify such nontra-
ditional educational experiences (something most students are

Q) -
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hesitanit or unprepared to do): Still others may refuse to accept
the credit becaus? the couf§t was not’ taught on a college cam-
pus or with regular colfege staff, ‘refusing fo consider the
course on its own merits. ) , . ’
We have'found that, with pe'rsis/tence and patience, it is fre-
quently possible ta get officials to regonsider an initially- nega-
tive decision.”No college official, however, can fosce any college
or university to accept transfer credit, so it is unwise to oversell
credit transferability to students and parents in promoting in-

terest in the cooperative program. Credits, 'of course, are always -

accepted by the sfiensoring university. . , .

Over the years, we have made a concerted effort to document
the extent to which Project Advange credit has been recognized
by other institutions and the type of-recognition accorded it.
We have compiled a list of colleges and universities which
Project Advance students have attended and which have or
have not recognjzed Project Advance credit. At the' top of that
list appears the K)leowing qualifying statement:

’ ) Important—Please Read Carefully
This is a list of colleges and universities that have recognized credit
earntd by Syracuse University Project Advance participants during
the past three academic years.The majority of schools have granted -
both credit toward degreectequirements and exemption from similar
required courses, other Eve recognized, SUPA course work for

" credit or for exemption
or university is onathis list does not mean that'it has a policy of ac-
cephing SU redit or that it has' a future commitment to accept
SUPA dre thér, it indicdtes that the institution- has honored
#8LIRA credit in the past. Evaluation of SUPA or any other type of
trarsfer credit is always made on “an individual ba€is, usually in
conjunction with the student’s high school record. College officials
usuélly will not commig, themselves to a decision before they have
received an official Syracuse Univetsity transcript.

JIn a separate list following the first, institutions are noted which
}o not appear to accept SUPA credit or do sq only in very limited
ways.. As” with the first group, this does not imply permanent
policy, but simply reflects present policy; as we understand it.

Many students will be going on to colleges and universities which
have not previously received students with SUPA credits. Please
-be patiént. Wé offer the following suggestions in explaining your,

. \

transfer credit: :

-
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"1 Make sure that ‘younve'req\uested, and that the college s
received, an official Syracuse University (ranscn& of ‘your

cougse work. . . .
2. Let them e@ne -your “student manual or course descriptions
from the Ufiiversity. A brief description' also appears in the
pfficial Syracuse University catalog,
3. In describing your expenence, emphasize that all SUPA »
. courses are regular Syracuse University courses -(e.g., same
textbooks, “assignments, testing) and coufses are taught by.

. high school faculty who hold appointments with the approp-
g " riate academic department at the university. Py .
- 4. If, after you have followed the preceding steps, an official
A atacollege has questions that you do not seem to be able to *+ —
"+ . deal with, then feel free to request assistance by writing to: 3
Director v
PROJECT ADVANCE '
Syracuse University
759 Ostrom Ave. I - 7

Syracuse, NY 13210

* . N . N
7 Include in your corresgondence the name, title, and address
. ol .
of the official we should cortact and the nature of Ris or-her
questions. . *

Although it is probably not possible to eliminate completely
the confusion and frustration® attendant upon credit transfer,
it is possible to document the process accurately as it occurs,
prepare students for encounters with people unfamiliar with
their college experiences, and see that one or more officials at
the institution sponsoring the cooperative program are willing
to go to bat for students frustrated in dealing with ether college
faculty or administrators. . - '

Apother topic related to credit transfer is the actual pro-
‘cedure s'ﬁ:den}s. must use to have the record of their college
course work transferred to colleges and universities. These
procedures “for obtaining transcripts must be carefully ‘ex- .
plained to students, parents, and high sc guidance officers.
For ¢xample, they must be told where and students should
request a transcript, how much it costs, to whom it should be
forwarded, and” when during the school year students should
"7 ‘request the transcript. It is also advisable to explain the right
of access to transcripts. Project Advance’s policy manual states
. the following: , ' \
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Acces§ to, student records is protected by AUniversity pollcy “and
+ fedéral law. Only the individual student may reguest copies of
hls/her_,transcnpl In oMer tosafeguard an individual's right- t

privacy, no transeripts Will bg sert when the request is made by *
, te?ephone, kelegraph cablegrarp or by an&r\fhhdual other” thah
d the stud -~ ‘

. .

4
- Other procedura‘l’ and policy ns:deratrons ste frg_m the
' _geographic didtance~of the high schpols from tlz(ponsorin'g’__
+ universufy, differences in academic calendars, and the dual sta-
+ tus (high school 4nd college) of -participating students. In coor-
+“dijatirtg the two. Systems, special attention must’ be® given to
such areas as the Iollowmg, «<ourse registration, payment and
‘refunding * of - tuition, scholarships, dropping; and adding
. courses, making' grade changes and handlmg&ncompletes .
i lxbrary -privileges for students and teachers, and Randling in-
*uctxonalhmat’enals-effl j . RN )
~ In this ‘chapter,” w iliscussed the necessary steps to
1mplementmg‘ a ceoper ogram, paying. particular atte
tion "tg_initiating, relatio , selecting’and preparing ¢ es
-, and s}% a,nd"d!velopmg senSIble financial ‘and. administrative
policies. $yracuse Umversnty Project Advamce, was used “to
1ll‘.15trate these matters and fo sharpen the ‘reader’s aw ess
" of ‘the range of vartables which can affect schogl- college coop-_
- -erative programs. The nextChapter wiflgcus on program eval-
" uation, that is, on ways to gatheér information systematically
f’ for continualy improving courses an rfé)rograms Evaluation
’ .ab) unplnes a commitment to course arid pregram validation, -
40 ¥xamining what.is being’done; whethet, it -js workug,and
. wirether it-is worthwhlle : eE g
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3. The Role of Evaluatjon Withina. . . - o
Cooperative Program - S ) o
EYALUATION NEEDS TO BE 4n integral pﬁt of any highy
school-college program. Well-sonceived and carefully conductet]
evaluation can ensure quality”and contribute t he -efficie . s
of a program. It cah help reduce ffustrations by identifying - -
ploblem areas early S : ) '

Y

N '

Evaluation is the systematic process of- collecting, analyzing, $-
and preparing information regarding educational pregrams for =
the purpose of description, determination of worth, and foster-

,ing better decisions. Within a high s¢hosl-coltege cpoi)erative
program eval?n sefves thre*\eefi's' * . 4

information for course and program improve-
1

» [t provides 1Waflon ‘for descrﬂ;mg jand'Justlfymg your - '
program to otheag.‘," . ",

o’
\

" o It provides information for stugent azivlsing

5

All of us are-evaluators. Wé make jhdgrﬁents daily about the
worth of things and events“that tofich our lives Ultimately, the
judgment of whether 40 sponsor,” support, day for, e:{\roll in,
of accept credit from ‘anh articulation program rests with the - °
individual. Progm “pessonnel cannot make ‘those fudgments
for others The -'g*ar\,,énowgver, help collect amLf;\ake available .
information relevant t3*those judgments To do this, a proggam
i's»houj.d have someone on staff whose primary responsibility is..

coordinating and conducting evaluation activities. Evalua‘_si_gn
should be' an ongoing process within:the program:- ' .
Evaluation, however, is pot thg exclusive domain of a singl"

’ﬁrsoq. Evaluatiorr activities can and must be conducted by all

‘program -admigistrators and faculty as they -~

the project staff—
visit schoals, teachets af they work with the *material, and = _ -
studentsas sthey do the course ‘work. Each, contributes a slight-
ly different view and combination of inferests. The evaluator
needs to encourage, coordinate; and help piece tdgether the in-
formafon from colleagues as well as_ personally gathered in-

5. .

v
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ile the articulatiop program,may ge the primary sponsor
of thé evalyation, it is only one of the.audienceq Many people - .

. “t 4 *
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make decisions that affect the success of a high school-college
program. Their needs for information differ widely. Students
must decide td enroll in the courses. Officials from many col-
leges must decide to accept the credit students wish to transfer.
»-The sponsoring college must decxde periodically whether to
Continue the program and program personnel must make de-°
asions regarding the organization and operation of a program,
If evaluation 1s to be effective, it is necessaryeto assess care-
fully who the audiences are, what decisions they face, and
what Lnformatlon 15 relevanteto those decisions. Table 3 sug-
gests some of the groups who are the audience of evaluation

and some Qf the decisions they will make
3

‘ Table3 - *

-

- . Primary Audiences of Evaluation of High
School-College Cooperative Programs -

Audiénce - Decision(s) they make

Sponsoring college " To support and write the
i . ‘ - +  program
Program admuinistrators To organize and perate the
. Jo. : . program; course offerings,
Y ) petsonnel degjsions
High school administrators * To offer the program, beneflts to
- - ) the district
- High school teachers To teach the courses or ailow others
! to teach the courses >
Students ’ Taen?Bl in coursEs
Parents . ! ‘ To pay for cOtirses
Other Colleges - ‘To accept the credit students-earn .,

In deciding what should be evaluated, the effectiveness of the
program in achieving its intended outcomes ggust be consid-

- erede However, most school-college frograms involve a large
number of people, a web of complex relatxonshxps and a diver-

| sity of intentions. It i$~wot enough-to examine a program in
< terms of its ongmally stated, objectives. A great number of
-things hap@®n during a course and in the pverall program that

¢ are not ant1c1pated“buf that are an integral part of the experi-
ence of participants and need to be considered in making. de-

" cisions about the program. An evaluation- needs” to consider
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transactions as well as outcomes, intended as well as umntend- -
"ed ends. - B u ‘ . -

A number of qﬁeshons can be offered that might help orga-
nize an evalugno‘h effort Moreover, 'they are questions that
“high school teachers ard admmlstrato[s should ask of any pro-
‘gram proposed for their school.

.

"1. Are college standards maintained? Thls issue is essential

~ to the credlbnlnty of a program, the academic integrity of
< the spapsoring institution, and the transferability of “the
. credlt students earn. - - I

2. Is the callege credlt students earn easnly transferabﬂ to
other colleges and universities? - . g

3. What is the impact of the program on the sponsoring in- .
stitution? Institutions differ, widely in tl}elr motives for
\s‘pryhsormg- a cooperative program, but few are likely to
tolerate a program that yields nega)ve conseguences. .

4. What is the ‘long-term impact of the articulation program
on high school students‘ eventual college experignce?

5. Are the mstructional materials used 1n the course effec-
tive? Does tﬁelrgpattern of use in the course facilitate _
‘learning? .
6. How effectlve is the teaching? What teacher 'b’ehavxors
and course characteristics contribute to desired outcomes

of the progra?h7 e ' e
7. Whnch students are méstJnkely toearn colge credif? L, .
8. What is the long-term xmpact of the . p,rdgram on the high .
school cumculum’ a

The next section discusses eac}f of these questlons and
descnbes evalpation strategles to respond ta them.
N

-

[ . ® e
-

Are college standards mmntmned?
The essential claim of a cooperftive pragram is that the work
students complete in high schoof*for wh l'Q'i‘they receive college
credit is imleed college level work. A student recelvmg exemp-
tion and going #ito a more advatced coursegin college is ex! ¢
.pected” to have covgred the basic matenal from which he or she !
' was exempted anc? to he able to handle the more advanced
work. If the student cannot Mo %o, the whole program will suf-

o3 -_




fer and may eventually be discredited. An e.'xamp@i.llustrates
t.
hen several Project Advance students asked tos have their
credit accepted at a $hidwestern university in 1974 and 1975, - .
they wegre refused. In the early 1960s, this umversnty had
agxeed ta acéept college credit which high school students had
. earned through a cooperative program in-the midwest. When '
students_from that program encountered academic pro\blems, the W'
university’s officials became concerned and determined that ’
they would not accept cfedit earned in this fashion—fram this'
cooperative program orf any other” Over 10 years later, thgj
one bad experience tinged to influence policy*and affect
- students from other pgograms. C
The most common way of assuring: that college standards are’
maintained 1s to compare the performance ‘of hlgh school stu-
dents with that of “college students who have jist completed -
the course work. Thxs may be a “comparison with college stu-
dents at the sponsoring institution or it may be a comparison
with college students more" generally; that choice depends on
the claims of the particular articulation program.
When the same course is taught at both the high school and
< at the collége, designthg a comparative evaluation can be fairly
. straightforward. ‘If the content coverage of ,the course is the”
same both on and off campus, the evaluator will need to find a
. valid, rehable, and fair measure or indigator of that achieve-
ment It may be an achievement test carefully developed by the
collage faculty member and the evalua may be a nation-
ally standardized test relevant to the :)‘.n-t&mvg;age of the
course It need not, however, be a formal test. ‘A ‘comparative"
evaluation. might 1nvolve putside judges eValuatmg student
. portfolios in an art course or comparing student writfng sam-
‘ples in an English course. Exgmples will be offered later in this
chapter ' , a ..
Sometimes, however, students’ in the high sc
taking a course that 1s different from the course
campus. It may be a coursg specially flesigned for the high
school or a course designed by someone who no'longer teaches
_on campus. This does nok mean that the high school, caurse
. may ,not .deserve college credxt but only that .a ¢comparison of

a

B

hlgh school and college student achievement needs to be sensi- ©
ENY ) . ' . .
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tive to the differences in the. courses. If the content covgrage
and emphases of the high school and* campus offerings are

cleagly specified, it may be possible to compare students -gnly

ose ‘elements which are common. Alternatively, it might

- by Rossible.to identify a set of 'campus’ courses which, "taken

-+ together, covers the same or similar. content and then_involve

as a comparison group the students who have been through
these courses: b e

Another approach is to assume “that both the course taught

- in the high schpol and the one taught on the campus are rep-
"\ . resentative samples of a larger content area, such as chemistry,:

and that, regardless of the particular intf8ductory,, chemistry
courSe students took, they should be able to compare favorably

" on a nationally standardized test of introductory chemistry.

L 4

Articulation programs that have high school students going
.-to nearky colleges and enrolling in Tegiilar campus courses or,
alternatively,' that have the professor teaching a section of the

" “course in the high school, appear to_avoid the issue of col
. $tandards. Unfortunately, “that is ot -the case. It is com

to_hear representatives of these ‘programs argue that . e

s Standards are maintained “because college faculty -teach the

“eourses.” This is not a valid argument .because it confuses an
input into the course (the person teaching) with an output
ow much students have learned). The issue of whether col-
lege stMdards ave maintafned should be considered in terms of s -
how much®tudwats in this roufse have learned compgged, to
%ther collg(ge studehts‘cbmpleting similar courses. . .

It*is es#énitial to the future of high scheob-college cooperative
programifl that the work for which students receive college
credit béof college quality and that sponsors of these programs

" be able to demonstrate and verify that quality. . LT

Following are examples of comparative evaluations. The TFirst
compares high school and college* stident performance in
freshman English. It was selected as.an example; because of
the fethodology employed: Outside judges were asked to read,
‘discuss, and compare student writing samples. The second
example compared the performance of _\psycho‘logy stydents in
one articulation pfogram with that of college student§ complet-
ing relevant course work at a number ofcolleges and univer-

sities. a . & ot
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» A Comparison of the Quality of. Papers Written by Students in
) , Project Advance Freshman English with Those Written by
N Studenfs in Freshman English at Syracuse University

This study was designed to serfe two purpo\se§3 first, to om-
pare the quality of student writirjg betweeh“the ' Project "Advance
and campus ‘courses, an ond_Jto describe the charadenstics of
passing and failling papers 4 n by Project Advance students.

In companng the quahty of pypers, the study answered two ques-
tions Were p’apés written by Project Advance ‘students which
recéived passing grades as good ‘as passing papers written by stu-
dents on campus? And, Were failing papers written in Project

a -Advance English as poor as papers which were considered failing

on campus? RS .

To‘answer these questions, three judges were asked to describe

. and compare passing and falling papers wrgen on and off cam-

« = pus This procedure was conducted on.ce'ﬁ papers at Level 1l
'(Combﬁ'flon) and -repeated, for papers at Level III (Literature).
The judges were not 'told whether the ‘papers, they read were con-
sidered passing: or falling or whether the student®ayghiors were from
Sytacuse University or Project Advance. The thrﬁxdges partici-
pating in this study all Jad experience with the t€aChing materials
"and procedures that were used by the Syracuse Unuversity English
- Department-to teach wnting ' Two of the three judges were familiar’
with the goals and designs,of Eng]xsh‘instructior\in Project Advance:
In this study, the evaluation staff collected essay$ from  the

. Syracuse University English Department and the Project Advance
- teachess At Both-Level Il and III; papers were collected in each of

v

.

. the following gsoups  © -, . . .
. Sclool Passing + *Syracuse University Passing
. High School Failing Syracuse University Failing

Twenty papers were randomly selected from each of‘the&ro.ups.
The fandom sampling helped ensure that the results woyld general-
1e to-all the students’ efforts. Howewer, in exargining the sanfples,
ohe change was found to be needed. The passing papers colfected
6n campus at Level I during the second semester were primarily
fiom tutor secfions which were degigned to. serve students pro-
gressing more slowly. While these papers were “passing,” they

'ing papers overall. To c_)ff,.set this, five of the strongest Leve!{
campus passing napets” were selected fratn the 1974-75 -Englis
evaluation and “replaced by the five weakest, passing papgrs from
the tutor sections. With this changet the new on-campus passing

.

]
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were'not judged to be representative of . quality of campus pass-
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- set of papers was judged to be representative of on-camipus passing *
papers in general. ° . P
Each group of 20 papers was then randomly separated into
two piles of 10, papers éach. One pile from e group was pre-
sented without identification to each judge examination. The
Judges rqviewed the papers to decidengow the essays in each group
were similar to one another and different from thosein other
groups. They wef allowed to use whatever critefia they wishefl.
At-Level 11, the judges established eight criteria alogg which the
papets were constdered These included Grammar ani Mechanics,
“Language -Competency, Style, Organization, Support, Topic and
Thesis. Logic,.and Depth of Thought. Judges’ comments describing
each pile of papers across these criteria are reported elsewhere
(Chapman, et al., 1978) but a one- page example is mcluded (See
Table 4.) N
After the descriptions of each pile were complete, the three
.~ judges were each. given a set of 40 papers consisting of the remaiti-
ing 10 papers from each group (passing and failing, on- and off-
campus) These papers had been randomly shuffled toggther.
Agair, the source and authorship of these papers were not known
by the judges %Ehe judges were asked to sort these 40 papers into
four pHes according tosthe earlier descriptions

Interjudge reliability coefficients were computed, and thgereliabil-
ity of the composite scores (i.e., the sum of the scores assigned by

U all three judges) was -estimated to be .68 using the Spearman- .

Brown Prophecy formula.  *
The same general procedugé®was used in examinirtg Level III
papers. These papers were céE::al literary revnews rather than the
+ mdre personal writing used Level II. Since these pépers were
much longer than the other essays, fewer of them could be read in
the time allocated for this st@dy. Conseqliently, the judges were
each. presented with five papers from each of the four sources.
Only papers from thi'current year were used in this. pomon of the
study. -

The judges established six criteria to use 1h. descrlbmg Level lll '
papers. These included Topic and Thesis, Support and Logic,
~ Grammar and Mechanics, Diction and Usage, and Qtyle and Or: ~
ganization. ¢ | o * .U§ ) o

Again at Level III, the charqcteristics identified the judges
after reading this first set of papers were used tq sort gggecond
of 20 papers. The interjudge reliability’ using all three judges was
.57. However, the ratings of one judge correlated quite low with the *
ratings of the othet two. Since the ratings of the other two judges -
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had a rather high intercorrelation, the interrater reliability was re-
" computed using only the other two judges This yielded an inter-
rater rehability of .83 Again, this indicates that confidence can be
placed 1n these deScriptions as a basis for making decisions abott

groups of papers.. % . -
A Comparison of Student Achhyement in Psychology '
‘ Between Project Advance and Sef¥cted Colleges ~"
and Universities-Using the CLEP General S
, ‘ Examination of Psychology

The study investigated whether students earming college credit
in high schgol through Syracuse University Project Advance
(SUPA) psychology demonstrated a level of achievement equal to
or greater than that of college students in " psychology courses at -
six colleges and universities around the country. The information
wad thought useful to all cilleges asKeds to accept transfer credit
from this SUPA’ course, because it could assure thém that students’
level of achievement in SUPA corresponds to the achievement of

" stadents at their institufions :

At the end of the fall semester of 1976, 698 college students at

six_institutions and 371 high school studénts enrolled 1in SUPA,
" psychology in nine high schools completed the CLEP General
Examinauon in General Psychology :

The cc:hks participating’in the study mcluded C. W. Post Col- |
Iege (Long Island), College of St. Benedict (Minnesota), University -
of Georgja—Athens University of North Carolina at Chapel Hill,
State University of New York at €ortland, and Syracuse Univer-
sity. At the same time, students’ psyc Iogy course grades were

*  collected and matched with their CLEP sc >
: The CLEP Examination of General Psycholo,gy was ‘designed to
" cover the amount of matenal ysually mcluded in a. one-semester
college.course Thus, test 46 proba fost widely recogmzed
natxonally standardized measure of achievement ia psychology.
The CLEP exam seemed appropriate to ‘this study because over
1,800 colleges and universitieg already use studentsscores on ‘this
exam as the basis of placement and/or exemption.
Moréover, CLEP is the only exemption program’ that offers na-
tional norms (Wilhngham, 1974'. Op the other hand, beyond these

T

norms, relatively little empiric rmation on the test is available.
Before the primary study was Undertaken, a side question was in-
vestigated |§ the CLEP Examination in, General Psychology a vali
and reliable measure of student achievement in psychology? Resulti
of this aspect of the study indicated that the examination is psycho-

) ) —~ . ,
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M Table s . R a
Example ofjudgegﬁ)escriptions of Project Advance ad Syracuse i
: “‘University Papers Written at Level 11 , - .

* v L]

. Organization )
(Development and progression; consistency,
agreement présent angl well done, paragraph-
ing, transitions) . <!

.

&

Support .
(Presence; type, sufficiency -appropriateness)

\ I3 .

. -

.
N '
-

Project
Advahce
Passing

~ Project
Advance
Failing
Syracuse
University
Passing '

"Generally good org'anization (tRrough the

use of sophisticated modes of organization),
Clear beginning, middle, and end.” Clear

sense of what 4n argument is Arguments are= * “port is generally snfficient and appropriate.
“convincing  Good progresgion across para-*. - ’ T .

graphs and good transitions. Good and var#
ied paragraphs, intelvlly well organized.

Papers are organized (but the range is poor
to good). Paragraphs are in the a”ropr'bate
order, but the organization within para-
graphs 1s ®ffen lacking. Transitions ate rec-
ognized as important but not well handled.

R .
.~ .

Major problems ‘\vith{o’rgal:\ization. Develop-
ment is weak or non-existent (often repeti-

Assertions_a'l.most always supported by a va,riety
of types of . support—authority, facts (some ir-

" relevant), opiniops, emotional appeal, etc. Sup-

1

=
>
-

. Assertions generally supported by a number of
‘Support is generally suffi- -

* pieces of evidenc
cienf.. Types. of support include mostly facts
(though they may be incorrect), opinion (but
sekdom used exclusiT¥Wywmggpport is generally

appsopriate to assertion).

Support is present but .frequ.ently insufficient.

Evidence is pften opinion and cliches.

- » .
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Syracuse

. University

Falling -

-

tive), not c\iear_ly divided into parts. Little

ordering between _ paragraphs. Transitions

were inappropriate. Students seemed to have
littlecor no grasp of the lodical structure of
what the argument should be like to con-

‘vince the reader.

Organization was poor. Papers were serially

-.ordered (series of unintegrated statements).

Generally no beginning or end, or the end is
“forced.” There is a concept of “para-
graphs,” but it is weak (sometimes too

* much in a paragraph, sometimes Yoo little in

a paragraph). Little ordering within and be-
tween paragraphs No transitions.

(%)

" -
Some aftempts at support; no formal distinc-
ions between types of evidence. Restatement of
“assertions offered as support. More frequent. use
of unsupported opinion. Support is sometimes
inappropriate, generally inadequate. Writers ap-
pear not to know how to support their assertions.

<
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metricglly sound, has respectable reliability (alpha .83), and
correlates moderately well with college stydents’ grade in class (r
= .61). . .o :

The results of the comparison of high school and college student
performance indicated that the high school students who com-
pleted a.college psychology course through P.A. scored significant-
ly lower on the CLEP examination than gid the college students as
a whole but the same as college students®n the Syracuse campus.
Of more serious concern was the low correlation between CLEP
scores and grades for the SUPA course (.30) compared to the col-
lege courses (.61). It appeared the differences are due to the prob-
lems in the point distribution for material in-the SUPA course
rather than to the high school students. .

While the study had several purposes, one of the most valuable
was the external validation of the course. Previously, the course
stood up well under logical analysis and it was traditional in most
respects in content, scope, and sequences. Additionally, students
previously templeting the course-had scored significantly higher

“®on course-specific tasks than had students completing other intro-
~ ductory psychology courses. The low correlation of grades to
" scores was a surprise and a disappointment and required immediate
changes in course design. The experience was necessary, however,
since only through public and objective ‘assessment can the quality

of such course offerings be verified. )

[s the college credit studrts earn 'easily trgnsferable to other
colleges and universities? . ’ 1

The transferability of the college credit } regarded by many
students as the single most important criterion of a successful>
program. Indeed, many of the potential advantages of these -
programs to the student assume the willingness and ability of
colleges to~accept the college credit generated by these pro-
grams. , . /

If students earn spllege credit but cannot transfer it to the -
college of their choice, it does them little good as college credit
-and eventually undetmines student confidence in the program.
‘Unfortu'nately, programs’ frequently lack "information ‘on the
experience of their students. While many colléges and universi-
ties acrosthe country are presently involved Jin somé\form of
high school cooperation, thesé programs have often §merged
as local initiatives_agnd ‘served a primarily’ logal clientgle. Few
locally based programs have had the resourtes to undertake

. ~ fﬁ ‘
a . e 6u . ’
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follow-up studies. Moreover, until recently, few programs made -~
any claims that their credit was transferable beyond the spon- .
soring institution; ‘transferability, then, was a peripheral con-
cern. : .
One way- to determine the transferability of credit is wnth a
mailed questionnaire (sent to students after they have gone on
to college) on which they are able to indjcate the treatment their
- credit received. A sample questionnaire of this type of study is,
presented in the Appendix. A recent article (Wilbur & Chap-’
man, 1977) describes how such a study was designed and con-
ducted. ‘ .

a~

- -
. e
0 -

What is the implact of the program on the

"sponsoring institution? .
The motives for sponsoring an articulation program vary .

widely Even when the incentives arg primarily educational

-
and emerge* from a genume interest in expanding opportuni-

~  ties for students, it.is not unreasonable that ‘@ coflege realize

sqme return. Likewise,- the value of a program is seldom so ~
self-evident as not to warrant periodic reassessment. Indeed,
during this time of declining resources in higher education, a
program that only “breaks even’, may be held in suspicion by
the Iarger institution. Moreover, the power and the presence of
persans concerned with these outcomes are keenly felt by pro-
gram administrators. . -

It is important, then, that programs keep good records on
institutional impact. The consideration must go heyond just the
profit-Tos# statement or number of high school students at-
tracted to the sponsoring institution, it must, consider the im-
pact of the program on the\academic quality of the students
and their retention at the institufion.

- For example, a study of theenrollment and attrition of Proj-

ect Advance students coming to Syracuse U’uversxty showed
. that the number of students applying was about what it had
always been from those high schools. However, a more careful
‘analysis. showed that of those accepted a larger percentage
actu&lly came. The financial advantage was not initial dpplica-
- tions, but eventual yield. Moreover, it appears that Project
Advance students tend to have a lower dropout ta‘g_t_h:n Syra-

o ) - 67 s
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cuse University students as a whole—again resulting in pOsitive
X financial tmpact on the sponsoring instidtion. .
Collegé admissions offices typically keep records of appli-
“cants from each high school each year with their test scotes
and other pertinent information. The registrar usually has
~ . records of student attrition and reasons for attrition. However,
-the.résponsibility for keeping track of the particular enrollment
.. and attrition figures for students entering from an articulation
©, program usually rests, with the program administrator unless
special arrangements can be worked out. »

-

|

~ .
What is thé long-term impact of the articulation program A

on high schoc%léﬂﬂnt's evenpual collegefexperience? = -
We often Taud these programs for their impact on the stu-
dents’ college experience—to shorten it, enrich it, oM®oth. But
we often forget to check. Did students who took an imtroduc-
. tory college course itt high school do well in the, next course
~ in that area when they went to college? Was their college course
> in high school ‘good prepa¥ation? What do students themselves

" say abeut their articulation program aftér théy have gone on to

" college and are looking back? ’ )

- . The unsolicited comments you may receive will tend to be
from unhappy students who have a bone to pick, or from
overjoyed students who just want you to know. But what is
the typical .experience? To 'know that, you probably have s

. ask. A follow-up study of Project Advance students who had
gone on to college revealed that they had indeed ‘done well

- . ‘academically, but what they #hlued most was that they had
learned survival skills needed in college. Their experience with

- a Project Advance course in high scho d taught them how
to organize and managg their time, and it had taught them how

to study. -

Are the instructional materials used in the course effective?
Does their use in the course facilitate learning?

In considering g, new course, most attention focusesfon cost
—>——and usability, ﬁhers and school administrators often do not
[, -~ ask for evidence that course materials are instructionally ef-
fective; i.e., that they produce desired ledrning outcpmes. Yet
this is an essential element of sug:essful_‘eaching and learn-

o«
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. The.spohsors ‘of a school-c

.

-

ing a goyrse has a duty to provide o ma‘f conditions. for suc- %
-, cess or poth teachers and students owever, thi§ whole issue °
" has bee eep source of frustratio [he aetivities that
Uesc fectife” teacHing ate many and complex. Few sghool- =~ *
» cbllege gﬁms Rave any stgategy for monitoring th'e*gfﬁee»"r
tiveness of instructors’ teachmg beyond an occasional super-
. : \
oo b\i T ) o 57 .'~.
” . * ’ kA
» ° ’ . ’
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Ing. Often the quéllty of, the matenal'ﬁ\ﬁ\:d perhap‘g be-

camee of the -emunence of the ayther or beca ‘It's the same

material .we tise on campus.” It may be the safne mater@l used:

"on campus, but that by itself i®hot evidence of its effgetiveness.

aﬁge program should be able to .,

@ answer the followmg questions” about, fheir course materials: ~
Do they cover the content the’y are supposed to cover?.This
questlon mlght be,amswered tbrouéh a content analysis show-
.Ing th&'t the iues and contepts covered in th material arg™
snmllar to those eved in other muterials, purporting to teach ,=
the same or snmn?content Do studen®know mére after using
“the {fnatenals than they “did trefore using them? This may ba
determined by testing students before arid gfter they*have used -
‘the materials. Another concern, &osely related to the issue of
effectlve material, is the appropnaten,ess of the materials within,
“the course Are they~ ced at'the right times? Are direc- <
tions for their use-clear’J¥ the faterial correctly targeted and
paced? Overlooking these questidns ‘cafi cause frustration and "
“lack of interest ihstudents and teachers alikes

»  Most oftén these questigns are best answered by the students
and teachwrs actually using the materials. Offe way is to ask
students to complete a brief “miniquest’ (Figure 3), br a_similar”
" questionhaire; on which they rate the clanty; pacing, and se-

' quencnsof the mqtgrral . . .

»

effectibe is s the teachmg7 What teacher behavioss and

, tourse characteristics contnbute o hred outcome’s (the ,- “ R .

program7 . . . ~
, While many school- college programs al“employmg PSI or.* %
audlotutona\teachmg technfques’ whd a few are usmg newer
e/Xpenmenta fechniques, rhost still rely on an instructor to
Sresent theymaterial or at least to mgdiaté the leatning activi-
_ ties. Teache ‘want'to khow that their ,teachting activitie® ha
- impact-on sMudent learning. Likewise, the 1§htut10n SpOnSC




' ® ‘ }. \' -~ , i . y‘ - . .
® i \ o : \ f'n' * ' Figure 3 oo LT o
v - . ¢ - il = P [ Miniquest ’ ’ ) ‘. X ’ ; e b ’
B :!i ’ ’ € Student Evaluation of Materials . .ot ce, -}.’;” ’
, - . . , N , - . . ‘ o : -
e~/ Date v 4 L ‘ ___*  Material” Mtle __ L - —
Coursé Title > - ~ Instructor N S —
Please circle the most a'pprppnate akernative. - e RN
z . o
- . s&quence of material was: * 2. The material was paced 3. Ilearned v
. (1) "extremely, interesting (1) much too ) (1) a great deal
{2) interesting . (2) a little too s - (2) some T
(3 ewhatinteresting ’ © (3) wstright (3) not very much
. . ) . . .
{4) unigteresting - . (4) a hj'e too slow ’(4) nothing
¢ (5) bating ‘. (5) muych too . - )
. 4., This sequence ‘wai: 5. What I lez ’ 6. Gaperally, this sequence was:
c L .« (1) veryclear . (1) verd ’ , (1) excellent L )
. (2) clear ) (2) §mportant v 12) gpod - y
- (3), slightly confusing ~ . (3) generally unimportant .. Q) f‘alr ) :
© T (4)° very’confusing ;  (4) awask . (4) poor .
/ Y Please v_'vrite at least one specific comment here® T&k you. ) . : y
' Pledse indicate any questions raised by the seq uence, . Ll .
- . . ' ~— - - -
.lc » : . * | J " . ’ - -
Q - -, MINI-QUEST © Center for Instructional Development, Syracuse Upliversity, 1972%
. : . - ' ' ’ )
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visory Visit during:a class period.

Many colleges and some high schools have tried to respond”
to this concern by collecting student ratings of instruction. But
these.data are often tied more closely to faculty advancement

‘than to course improv t The statements students rate are

more often global expressions of effectiveness— -

- .

o Owerall, this teacher was (excellent/good/fair/poor)
réfher than specific descriptidns of course related activities—

— This teacker gives big ,assxgnments,, on short notice.
(strongly agree/ agree/undeaded/ disagree/strongly dis-
- agree) s

The problem, then is That mformatxon collected on global rat
ing forms may not be specnfxc enough to suggest a means of
improvement ‘ ’

One [ecent response to this problem is the Classroom Be-
havioral *Survey, or CBS Naprﬁanj Helloway, & Kelly, 1978,
Kelly~& Chapman, 1977) The CBS consists of 66 statermemts
whxt form eight subscales representing major aspects of class-
room activity and teacher behavior idennfied in previous litera-

ture on student ratings (Rosenshine & Furst 1971) These in-
clude the following X -

Business-like behavior of the teacher .o
2 Teacher clanty . "
3 Difficulty . . .
4. Practical valtie of the'course .
5. Teacher @nthusiasm - e U
6 Excitemenf ., ~ d .

7.- Dullness : P
8 Qpportunity- -{o practice cntenon behavior -

" Psojeét Advance offers one example of its use.At the end of
eath semester, student?s in every classroom complete the CBS

‘on machine: scorable answer. sheets .Fach- teacher receives a

summary of his or her students’ responses and thoge of all

_students combined The items are specific enouﬂ( to suggest

ways to. imprave in weak areas.. For example, if a "teacher re-

‘ceives a low rating int “teacher clarity,”~ the teache‘can re-

pond)o that 1ssue by Ce ‘.
T Using more exam.pﬁes to illustrate ideas; + * ’
1\/"‘ Y . . . ‘ ‘
S ‘ . N - - 59°
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‘-i 2. Using fewer words that stadents are fot fikely to know,
: and/og” | . . .
3. AsKing students to comment on what is~happening «in’

1 4
”

A cla's's_: ets? . - . N . /’
. .. 4n ad&ipon to Yeporting this information direct!y to teachers,/
. it can bewused in a program of research to provide futuresteach-
é *ers m° the.;ﬂog}'am with a descripyon of®vhat works and wKat
< doesn’t. Eor example, Project Advance found that students’
perceptions of theit teacher’s enthusiasm was a significant. pre-"
dictor: 'of Student aghievement in.a PSI 'psychology- course »
(€hapman Holloway, & Kelly, 1978). The | pact and influ-
ence of-tHf instructor canmot be assumed nor'can it be over-
looked 1n désignipg -a school-college program—regardless of -
whether thos€ instructors are. college teachers at -a nearby uni-
versity ar high school teathers. teaching in ‘their own classroom.
" 'Examplés of statements used Rt a recent.form of the C'lassropi!} )
Behavioral Survey appear in th,e ‘Agpendix. . .

, ’

- ) ¢
Wihich students are most likely to earn college credit? .~ ¢
Before students enrolly ift a «college credit cougse, they fre-,
quently want to b¢ assired that they ""have what it .takevs" to do
™\ the'wérk~ and@arn the credit. Teachers and guidance counselors’
also want a set of standards they can use in student a‘dvisin'g.
", Many “asticulation programg, "or the ‘other ,hand, are reluctant .
or unable to" provide_this typetof information .For“erie.thing,”
.~ good 'pr:edigtiveisures are few;, and it would be unfair to the.
student tg'rely #0F a selection” measure wigh marggnal reliability”
or validity, But equally important, college ctedit courses in
. the high s¢hool are oftenan opportunity for students to “try
/ out”’ coileg'?;\vel’work. These wg may provide academ-
¢ fcgll'y average students with a testing, ground for their interests
and abilities. Motivation may, well be a more important factod
thari aptifude in 4 student’s eventual success. '
. Yet ther&‘:s still a need for good advising. Perhaps descrip-
tion is more likely to be valuable than prediction. Through
_ careful thought and systematic data collection, a program can
-develop a composite description of students who have suc- . .
ceeded and those who have'not. This deseription might include
previous \grade point avetige, test.scores, and personal demo: °®
. _graphic dyta. Stydents qyondertng.if they can “make it” have
. ,

0.72.
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A
something to compare themselvegsagamst——a descnptlorv of the
academic and personal charactenstlcs of. those wha have gone | "
before vl . V) e,

]
»

What is’the long rm xmpact of the program.on the high s,chool
cumculum7 ‘ .

* As high school- college programs have developed most atten-
tion has been directed. fo the academlc outcomes accruing to

" the individual student or the benefits to the sponsoring lnsh- .
tution Little, if any, agtention, has been given to the impact of
these programs on the curricula of the participating schoals.

Yef it seems reasonable jp expeM\at the instructionl of colleg!
course§® would have some far-reachirig impact on the high’

+ school™Brogram. HigK school 3ersonnel are concerned and-
under considerable: pressure to ensure that fheir college-bound -
students can do: college-level work. Participation in a college .
program serves ta clarify the demands and t#e standards of: “*

* vollege vprk. This in turn, may have repercussions on the

earlier preparatlbn of students who enrolled.in these courses
One example of impact, on the high school tumcula is the

\Freshman Engllsh course offered, thrbugh Project Advance. Evi- |

dence of the-course’¢ impact on the high school @ufricula comes . *

L~

primarily in three ways- the schoolgvisitseby P.A. staff-and

facalty, the one-day teacher seminar® held each semester, and

. =~ the fall report supmitted by each teaches each year.

. SUPA English has' had ‘a demonstrable influence an the hlgh

"' ¢chool Englisk'program in"18 of the 45 schools in, which jt is

" currently . of fered However two of those Schools are offehng .

+ i} for the %:t nme. Its influence is more realistically Stated, as -
‘18 out- of 43 achools. Jn exammmg thase 18 cases, three pat-

s terns‘or levels of, 1nfluence can be discerned-

T“.‘Th‘eapgpggn of SUPA Eﬂglnsh- has led hlgh school \-\
v rg-examirie, their E'hgﬁah “efeetive:program as a prepsra
. '@ for college compo’smon Snpeclflcally it has led’ some‘
" schools to identify, early in the tenth year, students llkely

to benefit from a college erener)ce during lhen’ ;emo: N
year.and.direct them through an qppropnate ' serequn- v !
site program (five gghools). - .. "

.'2', Severah schools have mtr’od'uc?g ;st'n_xctu’red comppsntlon'

R IS o, ' ) -~ \. . o ,
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- the schools {s an important
- - the school-college cooperative movement.

. ".begmmng at grade 1 .v"é,s a means of strengthening the
entire compositio uence (nine schools).

<

3. Dissatisfaction with student preparation for SUPA En-’

glish has Jed some schools to redesign the ‘entire English
. .- Curriculum., along * lines suggested by the apparent

strengths of the SUPA course (four schools) .

) -

Why should a sinjle college coursé offered often_to only a
hagdful gf;tu(fents in each school have this kindvef influence
on so many high school programs? It- might reasonably be
understood &s a fortunate accident of history. The impact of
the SUPA ‘English course was heavily influenced by fthe social

and political context in whiefy it was intsotduced. It came to the ,

‘attention of the sthools at a time when they were faced with in-
creasing demdnds for accountahility, public criticism of more

~imaginative humanities-inspired elective prograrhs; a decline in -
- SAT scores," and a ‘widespread feeling that the schools shoul
" 80 "back to basics * Its design, its confent, and its vocabulary

provided tdols which schools coujd use in responding to_these
other problems ) % : —

As teachers came under fire, the blicly defined criteria
of the SUMA English Qourse provid teachers, ‘and.5chool ad-
ministrators with a language and a conceptual fgamework for

. talking about good writing, and tangibly related those criteria

to college credit for work in a college course. The willingness

" of the university .to state the components of good college wrjt-

ing provided a language and a legitimacy ta hj schools try.
1ffg, to-describe and defeng the components of. \eir OWn pro-

., gram. T s . ° ¢

t . .,
* One area of concern, then’ iff the evalaation & a high school-

..

;j

b

&

college program is.the gnpact of that program on the hig,h..

sch®8l curriculum. In addition to. the .example provided by

SUPA English, where a college program ”legitimizqd” and pro- "
vided a langudgé for curricular changes, a program might in-

flyence a schoel curriculum through. its insetvice tradbigrg of
high'-‘sch_ocﬁ teachers. The impdct of articulation programs on
ﬁ:ctor in the long-ferm dgrability-of



< ‘ 4. Questions You Should Ask Any College or

»

Umversnty Wantmg To Work with YourSchool
T HE GROWING NUMBER OF?aprograms ffering hxgh

school students an ?ppogtumty to earn college credit has
-given 'many schools some 'choice in selecting programs best
-“suited to their students-and their gchool district The differences

_in programs ‘can be ynportant even when they are subtle. Such
_variations, for example; may involve costs-to students and
‘schools, required facilities, transferabilitygpf credit, and location
of instruction. What f"110ws 15 a series_of questions that can
Aanfy the distinctions among programs and help array infos
m~jon that school personnel may need to make decisions. The
Iist ¥ not exhaustive: it 1s intended only to suggest areas of
concprn We expect thatyou will expand the llst to meet your
own|specific requ’lrememé

¥

" What type of student1s the program designed to serve?
e Primarily the‘academically gifted?
A broad range of college-boundstudents?
e ® Open enrol ment of 'students?
2 Who s to dofthe teaching? oo
’ ngh schopl faculty? - ) 4
"0 College fdculty?
o Teachmg teams of college and- hlgh school faculty"
'3 Where 15 the instruction to take Pace?
- '/ ;e In the highmachool? , ‘
® On the colldge campus? o !

N e * Ata combinatjon of high school and college facilities™

A What types of courses are offered?.: °
. ¢ General edukation (e.g., English composntlon caku-
. - {us, bialogy? . p -
® Elective (e.g., psychology, sociology)?-
® Professional (e.g., communications. ‘brassyinstru-

. ments)? . ;
,5. Are therengoc predlctors of studgr\t perforq\an\hm the
'coupse« R -

<

‘e Has reseqrch shown cermn f,actors to correlate “‘with

C e §uccess in the program or in particular courses (e.g.,

" " reading ablllty prevxous wlated course work)?

) - 63 -
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® How does. the de;ign of the course affect the teacher's -
role? . .
® Are specialgciliyes required?

® Are there'recommended -procedures for student ad-
‘visers? oo e -

Is the participating district committed to a specified
number of courses or students? :

® Can schools add or drop courses or expand or reduce *

eqrollment 4s interest and other Wctors dictate?

® What financial @bligations are involved?

Are standards of performance for each course in the

program clearly established? .

® Are these critena easily understood by students and
teachers? -

®-Have course manuals for students, and teachers been
.developed?

® Are these standards generally in line with those of
other colléges and universities?

" Have the iﬁstructional materials been validated?

® Do they present content widely’ regarded as appro-
priate to tHe cougse? -

® Are the matetials effective in communicating the
condent? ., .

+ ® Has the course‘ma\terial been developed through a sys-

tematic process? .. - .

Does sthe program regularly undergo systematic evalua-

tion? | . '

® What kinds of questions are asked? A

o Have adequate resources beer provided for the evalua-
tign? . . :

® Is there an epportunity Forkchool officials‘to.r'equest
that additional questions be added? '

¢ How are evalulition data processgd? To. whom are

+they made available? WRat use is e of the data? ¢

Is 4 particular pedagogy or teaching strategy employed?

® Does it use, for example; the Keller system oraullio- .
* [ 3

- tutdriab methods?

~

1

-

] Wedures and resources are used for expan-
sion and reduction? . N v



L]

o N P

~
11 What are the costs .of the program 4o, students and the R
school district? '
® What does. it cost the district to n‘nplement the"pro- . .,
~ gram (eg 1nstruct10nal matenals teacher *ﬂammg )
travel of teachers)? - ) .
& What are the maintenance expenses (e.g., struc'honal
‘. mdferial teplacements, substitute costs wl%ule teachers ‘
attend penodlc seminars)? . -
@ What, if any, costs fall to the students who *tmpate
(e.g . tuttion for college registration, instructional ma-
terials, transcript feg)? . .

LY

"?_

’

12. What are the critenia for teagher selection (in programs
where. a high school teather hias_ the primary responsi- ,
bility for the instruction)? '
® What kind of teaching’ experience, or academic prep-

aration 1s required? .
® What is the sclool's role in selecting or nominating
teachers? )

3. Are there established procedures for preparing’ hlgh
school facalty to teach in the program7
® Are these formal or informal? ) .
"® Do they involve out-of-school time for the teachers?
° What are'the costs to the school district?

14 Are there provisions for students to earn high schooﬁs
well as college credit for work completed in the pro-
gran7 .
® If so, are there separate gfaﬂlng system§7
' * May students entoll only for hlgh school credit w1th} o

out paying tuition?

\
-

15. How widely transferable js the credit students earn?
® Is a regular transcript isstied by the sponsoring insti-
tution? (
e Has the transfefablllty been thoroughly documentdd?
® Does the sponsoring institution have stafftespensible
for helping students explain the program and credits -
» to officials at other institutions?
16. What ik, the relgtionship of the high sclfool. faculty (in
cases where they are teaching the college courses) to the
‘ qcademlc departments at the sponsoring institution?

\) ‘ ‘ . 7.' - ' 465
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2 Location of instruction?

~

1

Pas

Table L4 ‘ S

Sample Chart for Comparipg" Features of Two or More School-College Cooffrative Programs

Question

1. Students served?
Y

3. Courses offered?

11. ‘Costs to student?
. district?

- mat

Program A
Top and average college-
bound students with
mum verbal and math
SAT s usually in lower to
mid-500's.

High s}_bool

Freshman English, biology, Wide selection of general

calculus, chemistry, psy-
chology, sociology
Y

$17 per credit hour

$450 for initial teacher
training; $20-30/student
for igitial instructional
als; $5-15 for re-

placement of expendables;
costs of occasional substi-
- tutes for semi-annual
faculty seminars, pgssible
teacher load adjustments

Program B
Top academic group, top *
6-10% of SAT scores for
college-bound students

Program C
Top and average college-
bound students. No data
\Tegarding typical SAT

nationally scores of participants.
- ‘ * - -
‘(h - . 5
ith school \ High school ' .

American history, calculus
education and elective and sociology

course

$28 examination fee -
$20-30/stlident for initial
instructional materials;
$5-10 for replacement of
expendables

» $67 per credit hour
$20-30/student for initial
instructional materials;
$5-15 for seplacement of
expendables




12. Teacher selection?

13. Teacher training? .

w2y

High school nominates in- - Selection made by high
terested teachers who have school.

academic and teaching

background specified by ’
university.' Approval by

committee of university

faculty.

_Formal two-week work- _ Occasional workshops
shopsg and continuing available. None necessary.
semi-annual seminar series. A

. -
‘
»
S -
\

7

M + N
None. Instructors from unic -

versity teach course in the ¢

high school.

None. . - .

"y
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* Do they hold academic appointment?
*® Is this appointment subject to periodic review;
® Are there continuing requirements which the téacher *
must fulfill to retain the appointment (e.g., attendance -
at seminars, filing annual written reports)?
* What are the respansibilities of the high school .and .
the sponsoring mstitution in maintaining acagdemic

standards? - . P

17. Have all legal and procedural problems with the pro-
gram been satisfactorily resolved? ) ) ;
* Have they beengteviewed by appropriate state educa-
tion departmenffagencies? - ] N
- af Are there apProved methods for handling,tuitioq or
.instructional materia{s monies?

18. Has a solid administrdfive structure been established Ey .
the sponsoring institution to ensure delivery of quality.
services®md, to the extent possible, longevity of the

program?
® Does the staff have the needed interest and experience
to do this? . oW

* Are the participating college teachers staple in®heir
positidns and interested in a long-term relationship
with secondary school students and teachers? '

® Are "procedures regarding registration, transfer of
. creduts, site visits, and faculy training sessions clear?

' ® Are the obligations-and responsibilities of both the -
school and sponsoring institution thoughtfully” de-

. lineated? ' : N '

The preceéing questions should help you begin to establish
* youf own criteria for judging ‘an established or developing a’
school-college cooperative program. We encourage yau to in:
corporate liberally ,othersquestions rais'ed by members of. ydur |,
faculty, school board, and community You \qust .decide what
features are most impdrtant or feast degirable for your district,
Table 5 suggests a way to compare ‘two, ol}more programs
‘that may be available to your district. . .
> In evaluating programs, think in terms of the long-range.
"benefits and problems; remember, adoption is usudy the easi-
est part of ‘the process. A. hastily cbnceii{d andacgually ad- _
* - t PR
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ministered program will probably ‘fail to produc the desired
results for the district or the college. Many, schooi administra-
tors ssmagterésted not only. in the opportumty for their stu-
dents tovearn, credit in representagive collsge courses but also in
suth outcomes as promoting the contmuedptofessnonalgrowth
of theur staff) thrqugh the college affiliation, shating education-
al resources. with area colleges ¥nd universities, and merovmg
the ability of the high school to respond to the changing needs
of students. It may also be useful to contact school"admin-
istrators and college officials in other areasof the country
.that have had experience in dealing with quebtions:that seem
particularly "crucial (See the Appendix for a llst of contacts

throughout the country. ) - '
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5.- Summary and Cqnclusions K ~

IN cHAPTER ONE WE began our discussion of cooperative .

programing by briefly reviewing the history of poor curriculum

Eoo;'dinahon between high schools and colleges, and then con-
sidered the educatjonal problems caused by this diggontinuity.
Most of these pyojglems have Bwen recdgnized for some time.
However, their infensification in the past decade has led some
institutions to try to resolve them by devéloping new coopera-
tive programs or by finding new applcations for old ptograms.
Chapter One concluded with a brief consideration of four
workable models of school-college cooperative programs, their
characteristic a&:;antages and disadvantages.

. IniChapter ¥wo we dealt with a more difficult aspect of our
subject—how to implement a cooperative, program. The blue-
print presented related g» a specific articulation program—Syra-
cuse University Project Advance. We chose a specjfic prograi

not ohly because it is easier to illustrate generals statements -

with specific examples, but also because we wanted.to describe
more than just & theoretical model: Theoretical models are

1

notoriously free of difficulties that are inescapable when theé~ .-

. ideal -becomes actual; they are too geod to be true. We selected *

a model that has imperfections and that has undergohe almost
continuous ghange in responding to problems, confident that

~
.

administrators aglly principals would rather be guided by a *-

scout who—candidly tells them about the dangers in the wilder-
ness as well as the treasures to e found there. The difficulties
of implementation include firpacing, staWing,“and administra-

>

tion*‘5 . . .-
Cofisequently, we explained how to fund an articulation pro-

".gramg what incentives there were for high school and college
- faculty to collaborate, héw.to/dgﬁne respohsibiljties an~P01€S,

.what problems to anticipate, and how to resolve them. ?

Chapter Tﬁr‘ee dealt with the importar®ole’of. evaluation in
? cooperative‘p'fbgram. It, discussed the kinds of evaluation ac-

tivities that must be bui into an articulation program'to ad- .

‘dress characteristic concerns of parents,” students, and college
. ' ¥ ¥ . . . . . .

officials. Evaluation, like medical diagnosis, tells us when the

organizational body is healthy and when- it is sick; how it can

be kept well, and how it can be made well.

-

» .
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In"C'hapter Four we, offered gu1delmes in ¢he form of ques-
. Hons for judging the quallty of existing or proposed artitula- -
. tion programs. The questions represent an efficient - way to
assess a cooperative program and are the fruit of our own ex-
.perience. .~ . S :
The first four %lapters of this monograph. have tfed to":
"answer the why, hoW, and what of cpoperative programs, but 1t~ .
1s impossible to discuss in detail gvery problem that may arise.
We therefog recommends to the reader that he consult the, v
. *references listed at™the end of the, .monograph“for further infor-
« ' mation. The &eader\quso find it helpful to refer to.the dnrec-
tory of some of the high schotls, that have-been involved irr .
. cooperative @lege proglam¢ (see Appendix). Compiled by -
" NASSP in the summer of 1977 the list-provides the nam’e and -
ddress of each high school prif¥ipal, indicages the courses
offefed in each location, and identifigs the affiliated college or "3
* university” Although far fromsomprehens;xe the ligt provides )
a good selegji®mof programs by _type, size, and loeation of N
Kigh -school and, contsnt;‘qééjs The ad‘mmlstrators ‘at these
schools should be able to £ questions about the’ ' programs
‘and offer views Hcm'f\ys dlfferent pe, i
In hngh school-cdllege coope ograms the key word is
coopenamVe “«if pegple-in bo utions are not willing to
/T)?R\ together,, drawmg on a ¥eserboir of fnutual trust &nd re-
sp ct. joint programing will not/work. The difficulties in such
nture; particularly in a SUPA-type prcgrqm are so' numer- *
st'and the structufe so mherenrly fragnle that, iffthere is. not
strong commitment on bojh sides, the venture will probably fail "
fro'the begmmng or collapse when, the first.serious problem _—
_arises. For prob!ems wilk- arise. There is ro way to ensure
+  trduble- free “experfence; 3“ that can be dope is to plan care-
- fully and be prepared to meet trouble CSurageously. - .
.In .addition to' the specific pr(#)lems discussed in this mono- | |
. sraph, tharé are general ‘problems that attend any significant ,
- pchange. There will be registance from pegple afraid 'to part with - :
the familiar, from people unconvinced that change will mean .
needed 1mprovement or from peoplé who ay feel threitenec{' -
po’lltnca'ﬂy or economically *All-6f these suggest the importance . ,
', of proper dellberatlcm before embark&g on so compllcated an -
v énterpnse

',_. ”‘
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But despite the difficulties encbu-ntered, we have found th?,
cooperative venture to'be well wagth the cost. In addition t
benefits originally anticipated and whick were ‘the chief motiv
for establishing joint programing, we discovered, other bepefits
that we had not expected Working with high school teachers
and administrators and with enthusiastic high ‘school seniors
has been not only enjoyable but educational as well.. b

When SUPA: first began, for example, some campus faculty

. members’ expressed misgivings about the capacity of high
school instructors to, teach the courses and @ high “school
s§niots to handle them. The first year of the program guickly .
dispelled these fears. In fact, 1n atleabt one ﬁ&ersity depart- 9
ment several changes in the On-campus course structure were"

" made a$ a result of improvements manifest in thedmeh schools -
~ & Arfulation, in other.words, was se aW as an oppor-

tunity for the university to ‘inflaence the high schao! curriqu-

.-lum. This did h’:,pi)en, specia.l,ly in" hjgh schools &at adjusted -

-the earlier high schogl Years to accommodate college ‘expecta- -
_tiens seen cﬁ* uw’fhe‘bpposite also happened as the high -

"+ “.schoolstinfluenced.the university curnculum. - ro -4

#' « SUPA students-also discovered advantages to the program’

. they ’w}\not,ent'irely'l expectéd. Participation in the program’ .
-enabled T em"to develop academic” survival skills which were
extremely .u;efyl to them later.when they wesg off to eollége: )
Odr experience with joint programim@has also demongtrated .

that it is possible' for traditionglly disparate school systems to
* collaborate, eagen on’ a large gscale. This alone is valuable kfowl-

edge. Perhap® the most’ utgent ' need now for cooperative’ pro-

\ ~ graming is to have tKose groups around. the country currently

: wo’k‘ing}in‘ isolation get together at national and regional meet. .

ings or indtitut®s to exchange information and ideas. Additional
documentation of cooperative programs and greafer publicity .-
“should enhance public understanding and facilitate program®
dissemination. Her‘ strong support from state education de-
partments, national organizations- and foundations vyoyld do,
much to assist high schoql-c'elk&e articulation, IR >
‘At the same tigne, we must rémember that there if a Gresh-
am’s, Law of Education: poor ‘cooperative programs can drive
good cooperative programs’ out of ‘circulation. This highkights
the need for standards ‘to ‘ensure that articulation programg

'
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“opportunities fo§ 1gh s o“studgnt; so/that they

maintain academic excellzc)ce As Lthe knowledge spreads’ that

it is possible to have cooperative programihg consistent wi
_the Exghest standards of academic .excellence, unthmkmg/ﬁgI
posmon particularly ' from institutions which autoratically
o7 capnmously withho recOgmtxon of college cred??rned
through non- tradmonal pfograms, w1ll dlmxms

informed ch®e ablishing “oé jdining a high

College cooperatxve program. ) N R
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Appendnx -

Dnrectory of Schools Cooperqlvely Sponsormg
Programs w1tl1 Colleges and Universities’

"The "hst below was complled by the‘research.and evaluahon staff ’
of NXSSP durmg the summer of 1977 It 1s not meant to be exhaus-

"+ tive, but rather a first attempt to provide you ‘with contacts at high

schiodls with “cooperative college’ programs in different® parts of the

tountry ‘In each case, ‘the courses are offered in’ the high” school
bunldmg . . . )

N _’We request yQur assistafice 1n .updatmg and expandmg thxs lkt

Please write to the, Resear(‘h Office, NASSP. 1904 Aswc:ahannve o
Reston, ,Va 22091 to inform us of cooperatxve programs in your |
?

- ared ! \ - ) . {‘

nncipal) - y Fses ’ Afflllated College(s) .

* Address and Telep&(one Offered . or Umversxty(ues)

.

Ballard Mem ) :‘ o Pohhcql scrence Pad ommuniy
{Chester Anderson) , Philosophy College
Route1

Bard®, Ky. 42024

" .502-655-5151

4 ' - R

" +School * ; Religion

(Sister Johl;\ Cricis) Physical educatign . .
60th St & Bay Parkway  Englsh’ . '

Brooklyn, N Y. 11204 _ History - ’ *
212-837-6005 , . " ‘

Blshop Kearney ngh . * Health i . St Joseph_'é Colle%

. ' ‘ s
!ambndge-South " College.biology .~ Salisbury State College
Dorchester High School Western ClV}llZBthﬂ o
(Ms Walter) | i Calculus *
ple Dy Road” “English
*© Cambridge. Mid. 21613 ’
301-228-9224 ’

-

(8 » . .
Colomal Central ngh &, E'ghsh - @enna State University
. History . >, + .Syracuse Uruvgrsny
* Advanced psychology “
Advanced sociology

86 -




‘ B P - - . 7
. | C o .. A . e
Fairport High School = E‘nghsh,‘ . Nazareth College of * »
. . (Mr Lyman € Cook) . Chenustry » Rochester )
1358 AyraultRd . M.a.th. o g
Faifport, N.Y 14450 o FThree foreign ' ; \
. . 716-2'23-58‘58 s lan'guage.courses. . S BT B

» N O & s PR ., -
aWm ‘ Hall High School * ¥ « '.Unlv_ersxty of Hartford
. (Dr Robert E Dynn) '+« + « .. Central Conn' State

975 West Main Street . o H;rtfon:d College for .
- West 'l'-larff'og Conn .' L Womgn A
. 06117, ¥ T . ! o (¢
. hd 203-2?2-4§6i “ o . ‘ . - . . P
A R . ;‘/ rl . N v
. Hauppauge High School ,” Calculus ° .~ Syracuse Usimersity SN
. (Kichard N. Supring) ' Panciples of biolpgy”  C W Post College ’ ’
e ﬁ\coln Blvd « mpdoology, | . AdelphrUniversity ¢ &

Hauppauge, NY' 11787 €ollege accountind®  Dowling College

516-265-3630 , . _'Adva,nc@d Spanish_ ) :
! - Advanced-French s .
0% 2 ' . College freshman .- - ' .
{ . : English .t ) \ L, "
- * * * Enghsh comic*vision . .
. . ) literature ‘ v e
- : . . English tragic Mision . o < el
\ Jiterature: )
- ! Religiots of the world
.o “ - CoNIIege psycfmology_‘ , - . . ' ] )
. Hayden High School English composition St Mary College -~
Lo (Thomes Santa) - Western cnﬁh;a’h‘dn Benedictine College  * ,
- 401 Gage Street L ., o L T L
Tapeka, Kans 66606 . L -
© 913-272.5210 . T o, :
. * . " °\ .
Lindbergh Sr High . _ Caleulus .. St Lows University
* School-* - oo English composition \ University of Missoun
4LeRoy Amen) - - Ame'ricgn history L
4900 South Lindbergh ,  Four foreign  * . .
- WBIvd. © . . language courses . -
St? Louis, Mo. 63126 Lo ' »
314-849-2000 WA . .
] N N

. "
. o '

, R . . ‘-
. J_‘; . ‘ " n. . .. ..e' R
*Churse o f&ings‘change wearly or information was no provided on syrvey *

. instfuntent . R ) ) '
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i 0




- . : - .
Liverpool High School | Biology . . ‘Syracuse University
{David Kidd) "~ ‘. English C . SUNY—Oswego
) v Psychology ., Adelph Um\ieréity , "
« Calculps . - Onondaga Communty S
The ez of the Collége
¢ -American Revolu- .
' - - tion, 1689-1789 Loy
ro, » - North Ar'nenca Indian s
. history P ¥
. Sociology * , ! v ) :
. - . French . " . !
Spanish , | ' ’ ‘
) Mal’keting . 9 ’ ’
Manhasset High &hool  English Composmcn Syracuse Ul\iﬁl}slt‘y"
{Warren McGregor) Biology v d - ’
Manhasset, N Y 11030 Calculus > .
516-627-4400 Psychology - >»
' ) Sociology . 7 - y
Plattsmouth Hj Scibool English;hiterature and P.u: State College LY
{John ] Beck, colnpgsition. Do .
Plattsmouth, Nebr* 68048, lmroductory math LI .
102-26-3322 Caleufps . = . .
] Bnoloq . s .
Poca High'School -7 _Freshman English West Virginia gate
(H#¥old Carr) oo . , College ’ s
Peta, W Va~ A . .
399-755-5001 \* . A T S L '
'P?o'wdence High Schogl Englxsh composmon . Indiana Unuversity— g
§obert Larkin . @ _Enghsh Itterature Southzast. L B
797 W lihway 13t Psychqlogy— . o
Clarksville, Ind 42130 Sociology Aw * .
3 512-9_45-25@ ’ B 4 . .
Roy High School | * - Weber State College
(Darrell K. White)- - L. p} o Umversnty of Utah
- 2150 West 4800 South - ot , )
* Roy. Utah 84067 - \ ) : i ) S0
,sovesoes D v T L. T, T
Saint Schblastica - ?ience‘ »University of Colorado /‘ ,
Academy panishg Y,oov e -
Karen Blund) _+ * Mathemgtcs = T ;.
615 Piké Strget * A Yot R
" ®Canon City, Colo 81212 < - ’ g :
303-275-7461 . Tt , .' .
*Comwse offerings change yearly or mfzmwhon wak not promded an survey A
instrument. to -, r -
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* . Shaker Hhgh Scheol
" _(Arthur E Walkes)

45Shaker Rgad

Lat a{n,"NY 10

518-785-5511 o
- " T .o

Swarthmore High' School,
(M1 Lichtenstem)
Swarthmdre Pa 19081
215 544 5700 "

Tuppgr Lake High Sch(‘)ol

(James‘.'E]hs) )
Tupper Lake, N'Y 12986

. 518-359-3322
. ’
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. Socmlogy

4 4

‘ . ~

Ca]cu]us. - ° -

.” Americem studies
French seminar

TR oS

English = .
"Biology,
ﬁconomics

" North Couptry * *

. SUNY—-‘Plattsburgh o

"'SUNY>Brockport ~
SUNY—Fredonia - -,
SUNY—Geneseo’ o
tHudsop Valley " fﬁ )
Cbmmpmty Co]lege /
Widener College .
t ‘&g?: v - -
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Sample Credrt 'I'ransfer Survey lnstruments . ‘.
SYRAQCUSE UNI\(ERSITY CENTERFOR STRUCTIONAL: e
* DEVELOPMENT ¥ . -~
Pl’OjeCt Aavanceﬁ o . .
v "o

Queshonnqrre completed by

* Part A~ This section.of the questionfaire to be completed only by .
students who have not yet trq;sferred— therr SUPA credittoa . \
colkge or university. . -

]
1. Ar& you now attending a college, university, er professional
scheol?

[Jyes [Jno : </ :

. If yes, please indicate the fofowing:

Name of college, university ‘or school — —

Address : R

- street _aty - , State ‘ : z1p cole
N , \

If no, do you plan to attend college within the next 3 years7 s

L] yes E]no - . T

t

2 If you, enrolled at a collegeor umversrty and decrded not to trans-
fer ProjecttAdvance credif, please indicate why not’
] My grade(s) in Project Advance were too low to transfer
. [ College sdid they would not accept the credit so I didn't bother’
. request crgdi) transfer * -
T Or at I would benefit by repeating a simtlar college
course(s) as a college freshman.
D 1 didn’s know that-! was supposed to request an offrcral Syra-:
" cuse Uriiversity trapscfipt. —— - e
[3 Otber (Explam) . . s

; 7y -
-, Al . -
- s

— o — e

€

3. e you found' that Syracuse Umver‘srty Project Advance credrt
- was noj acceptable at another irfstitution, how'did you dlscover

visit 16 institution v - . o e
letter fromi institution . -» U L
speaking with institutional representative ' ot
(ipdicate the okfice or individual below) - - a ;
’ admissions e Cl MY :
registrar’s office "« . Y e :

[] advisor < . Y ~ g




. . _ .
. [] dean’s office . . ot .
(] academic degmrtment i . v
. U other (eig, student, college-night representative) -
. ! : : L .
LJ

v Pa < =

4. Please Feel Fxee to add.additional comments that will help ug
understand pfoblems you may have encountered in transferring
or attemptinglto transfer Project Advance credit. ’

«- Return this questidnnaire in "the pre-stamped envelope pro-

v ovided. ' . oo

Part B: This sectiop is to be completed only by students who have

. transferred SUPA credit to a'college or university. . + . oo
Please check the appropriate £0x or supply the requested
information. ' . .

5., College major or area of concentration - .
(] check if not yet selected : o . s
9,' What dégrge are yoy workihg toward? (Che.cfé%'rp) L
[] Associate [ ] Bachelor’s [ J-other

: . S ¥
7. When did you ask your college to make a-decisioy about your
' Syracuse Uni\'rersity{roject Advance credit? .
. D‘Bgfore Accep- ] After Accep- [} After Accep-+
) tance—Prior t¢, tance—Prior'to tance—After
' -Registration  * " Campus - Campus . °
- Registration , . Registrati ’
. L) - - 4 " R . .
8. When were La informed, at least tentatively, as to yéur’colile s

or university’s decisjon regarding recognitidn of your Syracuse
. University Project Advance gredit? ’

—- Before Agcep- - [ After Accep—. - [ After Adcep® .

tance-Prior to ‘tanice—Prior to tange— After
v "Registration Campus . Campiis
) ' " Registration Registraticn °

’ . ‘ 3 . ., .
. 9.. Does "your college or yrirversity haye _written policy” related to
T theilj recognition of credit earned at other colleges by their enter-
in‘}fréshn‘\cn? ] yes & e D don’t know -

. . . :
10. Who informed you of the decision made at,your college or’uni-

versity regarding- credit earned in Syracuse University Project
«  Advance? v ’ ’

~

' [ Advisor (] Admissions Officgp . R
£_] College Dean Ce [J Registrar's Office 6, .
i Department Chairman [ ] Other (specify) :

. o, .«
. ., d . . -
\ i
t, . N
. .

y 7




.

.-‘l. T N

11 Were you told that your choiee of major or area, concentratnén'
affected the number ‘of Syracuse Umyersnty Proyect A,dvance
crednt—s recognized at your college or ﬁmversnty7 o ..

"Uyes Ono .+, *

 12. What information, in addition to the college tra'nscnlipta, did .your ~
college request before making a degaon on the tecognition of
, your Syracuse University Project Advance credit? -.
[} Check here:f you are not-aware of.any. - s

1

A}

-

PR .Please feel ¥ree to add addmonal ments that will help' us dn-
derstand an{ problems you may haVe encountered in transfemng
Syracuse Unlversnty Project Advance ;rednt .o L

’
'

After fnishing. part B of the questionnaire, please comp}ete your-~
Student Transcript Data Form according to. the accompanying ditec-
tions. Returdt both the questnonnalre and data form in the enclosed,
pre-stamped envelope \ . LN

i "PROJECT ADVANCE Student Transcript Data Form .
lmportq!lt« Please complete your enclosed Transcript Data Form \
usgs Phe followin rocedufe . A

-

In the section of the form ed lnsﬂmtwnal Actron, check only

¢ one of the-five columns for each of the course grades. Foundations bf

Human Behavior involves only one grade and the tradnt:qna?.’»'eredlts
reshman Enhghsh is a variable credit_ course involving¥ up to six -

¥ tqurse grades. Please indicate to the best of your- knqwledge what

action the college or m;uversny you arg’now attendmg has taken for -

each coutse grade.. . » .

1. Credit Only. Check here if you réceived-credit toward your de-

gree requirements, but not exemption from a similar requu'ec_b
T ¢ .course "o : ), ¢ -.'
2 Exemption Only. Check hererf you received” exemptlon froma, .
_ requirement in youf degree pragram but received no, credit. ]f
you fegelved an exemption but were told that creeht will berde” - °

ferred"until after completlon of 'an ad ed course also check

7

- this*column and makg asote on the f your data form to
thls effect , ’ . .,
3, * Crédit and Exemphon Check if both were gien’, ' '\ '

4. Neither Credit nor Exemption, Check if neitherwas given.
5 Ofher Action. If you theck this column, -please give a brief ex-

<92 et ‘817

<y

L s



‘ - A
planation on the back of your data form, i.e. granhng of
credit or course exemptron is against co-llege policy,”” or specnal
degree requirements,” etc. *

6. Number of Credits Accepted. In this colﬁmn Jindicate, the num-
ber of credits accepted by your college or university for each
course or, in the case of Enghsh each :portion of the ¢

At the ﬁbottom of this colum‘n “indicate the  total nurlso
credits accepted” .

&

£

7. We ask that you respond as soon as possrble and forward both
‘the questronnaxre {Part A) and your transcript data.form (Part
B)in _the return envelope provided.

=" ___Thank you again for your time and assistagge.

Forward to: Franklin P. Wilb' . '
" Associatg in Development i

Project Advance '

759 Ostrom A\fenué\? . o <

Syracuse, Néw York 18210 ; !

?‘ . . R Lo
‘J t ~d < .

. ‘
- .
" .PROJECT ADVANCQ ..

{To be' completed‘ credit transfer was requested) ~ - R
Student Transcript Data Record Form 5-1A (1975)

S
[N

)
1 Please mdlcate the high school you attended’ last year. and the col-
lege or university that you are how attending which has evaluated

your UPA transcript: . . .o
1 o i .. K
- High School __ L g -
., High — bty — - —
' . - .t ' . ot “ . '.‘ ,
College/Universisy e
' . ‘ ‘\v L * : *‘
Address of Co”ege i ) . -
o " sum ) . . ity
2 v ) - . . '
: . . Ll Gl ' X zrﬁcode

our SUPA cr!dlt was
d:gg Be sure to foﬂow

‘2. In the spaces provi ;déaég‘i
recogmzed by the college .you -are now”.
- the  instructions given on.the prev:ous 'Page

»
.»‘

» .

P o . - .
a . e W . CT - LA '
A € ‘ .

.\3



.__:ENG 101-102 Freshmap English ‘ ; »

2 Essdy -
Y

Fiction «

Course |

—

-

—PSY 205 Fc;undationsr of-

0

Poetry

Minicourse 1

"Minicourse 2 -

lnde\pendent Study 1
Independent Study 2

Q .
Human Behavior

................

w
.
.

u

suU”’ SuU
grade, Ccredit ,

3

. . 4

[ 3 R )
v -
. . -

. ' &

e : i

~ Please return this Data Record with your questionnaire in the self-addressed étamped envelope provided.

”.

»

: ’:94 X '.a ) . . ( -



&amples of Questions Used on the Project Advance
» Course Evaluation (PACE) Form (1976 revised edition)

The following statements _may describe your class and teacher.
Please -mark the appropriate place on your*answer sheet to indicate

how well you think each statement describes your classroom accord-
- ing to the following scale :

(A) Strongly Agree .- ,
(B) Agree . L )
- ~ (©) Undecided ~ ) , : ..
‘ (D) Disagree ® v
(E) Strongly Disagree ) T
- Do not skip any of the items. It is important that you respond tgefy
statement. '
1. This teacher explains complicated ideas and relationships clearly. ,
2 In this class we never cover all the materials we are supposed to,

3. “Compared to other classes I've been in, this one deals with very  w
, complicated ideas. /- .

. Do
4. I have trouble seeing how this class relates to other things | am
studying. .

1

. This teacher enjoys teaching. o
. This teacher asks questions that really make me think.
- In this class we cover the same material over and over again,

. When this class period ends, 1 usually know ‘that the most im- °
portant material has been covered. L, vy

9. Ifrequently don’t understand what's being discussed in class.

10. In this class it is hard to get your homework done by the time it
is due. - - . :

® 3 o0 w»n,

11 This class has very little to do with anything that’s important to
know. ’ - o

12. The course materials provide #ood practice exercises ° for\ the
things I am tested on. .. L .
13. I would like to take more cou rses d‘esig.nedolike this one.
14. This teacher speaks in a monotone.
15. Several of my best friends are in this class. ' . -,
* 16. This teacher never knows when to stop answering a question.

17. In this classroom I am given m\énce-tojear&lhings Befote | am
tested on them." ' T

1y

-

5

3 [ ]
18. Generally, this class Bores me stiff. i N )
19 In'this class I uswally underttand why I get the grades 1 do. .
- ) L
o . -

~




-

20 1 feel as rf I am competing agamst the other stugents in thrs%ass

“21 Inshis class we léarn things that are very practrcal a’

22 This teacher E&quentlx embarrasses students whe make is-

takes 5 o

23° 1 feel very free to express my opinions in this class _
24 | already know most of what is being taughgun this class
- 25 Generally, I feel that Students 1n this class have a good relation-
shrp with each other " . .
26 1n this course the tests and papers correspond well to the study
* materials . -
l27 When answerrng question, tlmteacher gets rrght to the pornt
28 Thss teacher gets confused explaining the’ subject matter

29 This cdurse 1s more deémanding than other courses | would have
., taken if it wete not avail ble ' v

30 This course 1s giving, me good background lrfthrs sub]ect
Thus teacher makes me feé] that 'm an important person

32 %eacher doesn’t really teath anything bec8use.of the way
th

v
1

arse 1s set up ¢ }

33 " The teacher doesn’t involve the studed{s in drscussjons

34 In this class, ~discussions are sbmetimes so excrtrng that I am
“sorry they end. % .

.35 There are so many different thrngs gomg on that it is drffrcult
for me to learn anyiung

36, This teacher usuglly gives good examples to illustrate 1dea§

37 - M I muss ‘this class I really get behind

38 [ have used what T am learnifig in this course in others l am
taking’ . ad

" 39, In this class | am encouraged to practlce those thlngs on which [
*  am tested ' - ‘

, .

40 Thus teacher i?enthusrast‘zout teaching.
41. The teacher reads to us out of the text. ,
42. This teacher brings all the materials needed to teach the clags.  —~

43 When I don't understand the reasons for my grades, I feel free to
ask this teacher to discuss them.with me. . . .

44. This is a very dull clqss -t

45, In this class, what Fam tested on corresponds, well towhat [ have .
* had a chance to Jparn. ’ . . Tmv

46.. Although I undeggtand whit is Being taUght ity this course I fre-
queritly have tro& applylng |f .

Aruitoxt provided by Eic:
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47. This™eacher gets excited when students give good answers or
say nmportant things.

48." In this class we always do the same things .

49. In this class, the textbooks mesh well thh what is taught. ,

50. Ltis hard to fbllow what this teacher meansshen he is lectyring.

51. This- course is difficulf*because what [ am leanﬁng is highly
theoretical. ALEE .

52: This teacher is fun to listen to.

53. This teacher gives big assignments on short notice. .
54. In thiscfass\Loaty get one charice to learn something.

55. This teacher frequently isks other students to comment on what
has happened 4

s6. 1 frequently do hot uhderstand the words this teacher usés
57. In this class, books and materials are available when needed.

' 58. -Thls teacher tells us whal we are expected to learn. :

59, Although it seems clear in class, when I get home Yhis class is
- confusing, ¥

-

" 60. This teacher tells us” well in advance about changes in assign-,
ments and classes.

61. This tgacher assumes things I don’t know. .

62, Itjs easy to follow this teacher’s classroom resentation .
63. Frequently one or two students monopol‘Pthe class discussion.
_64: This teacher is clear about what | am expected to learn.

-~ 65. This course is dxfflcult‘because I have a hard hme,applying\the
concept( .

66. | frequently don't unslerstand the textbook.’ ’

°D. Ww. Chupmtm and E F Kelly, Center for Instructional Developin?ht,
Symcuse Unwersxfy 1976 ,
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