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CH.4PTER 1 

INTRODUCTION 

The history of the community college has been one of continuing 

growth. Particularly during the late sixties and early seventies, 

community colleges developed and expanded at phenomenal rates. 

Perhaps because of such rapid growth, many services and elements 

of the community colleges were not 11created 11; they were lifted, 

intact, from four-year colleges (0 1 Banion, Thurston, and Gulden, 

1972). 

The expansion has no· . .; slowed, and community colleges are 

becoming increasingly introspective. With the emphasis off the 

growth-related crises, more time is available for program develop-

ment. Community colleges may be finding that the structure or 

program borrowed from the four-year college is not really what is 

needed to fit the goals a.r.d objectives of the community-oriented 

two-year college. 

One of the most important focuses of the community college is 

student development. Community colleges, which began with the goal 

of serving all potential students in the community, recognized that 

many of those students would require special student services. The 

student personnel models oorrowed from the four-year colleges are 

being discarded or revised to institute programs more capable of 

serving the majority of commu.~ity college students that many refer 

to as non-traditional students. One of these groups to which 

1 
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community colleges are auakening is that of adult students. With 

a minimum of literature in the field to guide them, community colleges 

are offering greatly expanded services and programs for adults. This 

study was an investigation of one element of those expanding services: 

community college orientation for adults. 

Statement of the Problem 

Orientation courses have been a part of college and university 

programs since the early 19001 s, long before the rapid rise of 

community colleges in higher education (Butts, 1971). They were 

directed touard the needs Jf incoming youth as those needs were 

rerceived by the college administrators and served mainly to aid the 

students in their adjustment from high school to college; to orient 

them to the services, offices, and personnel of the school; and to 

guide them through the processes of registration and schedule 

planning (Knode, 1930). Over the years additional aspects such as 

study skills, career plar...ning, library planning, and frequently 

social acclimating were incorporated into the orientation program 

(Black, 1964). 

Community college orientation has had similar goals. Many 

programs were developed to aid the student in making the adjustment 

from high school to college. Early orientation programs seemed to 

be t.n..~s of those at the four-year colleges with emphasis on large-

group lectures and formal presentations by the college's administra-

tive personnel (O'Banion, 1971). 

Orientation courses at the community college are in a state of 

change. Some of the objectives, such as registration and an intro-
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duction to the services and personnel, have been retained. Many of 

the more recent objectives are still important parts of orientation 

courses, e.g., study skills, social activities, and vocational 

planning. However, a ~airly new area has been opened: learning 

about oneself. Many orientation courses are still based on the 

traditional model of disseminating information (0 1Banion, 1971), 

yet some are trying to combine the traditional model with new 

sessions focused on self-growth (Marchbanks, 1973), and still others 

seem to have given up on the information-based model and are 

offering courses with a primary focus on self-growth (0 1Banion, 1969). 

Even a brief search of the literature on orientation, however, will 

confirm that orientation courses are still being planned and pre-

sented primarily with the younger student in mind (Black, 1964; 

Gerber, 1970, 0 1 Banion, 1971; Pappas, 1967). 

A constantly increasing number of mature adults are attending 

comm1llrity colleges. According to figures reported by the American 

Association of Community and Junior Colleges, the number of students 

under age 25 decreased 3% from 1972 to 1976. During the same time 

span, the number of students aged 25 and older increased 5.5% 

(Drake, 1978). These mature adult students are decidedly different 

from younger students. 'E,ey have backgrounds, which frequently 

include major work experience, raising families, and managing a 

home, that give them an experiential advantage over younger students. 

In addition to the advantages, however, these students also have 

special problems. They fear inadequacy in class discussions, being 

out of date, competing with adolescents coming directly from high 
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school, and an inaoility to study and read rapidly (Erickson, 1970). 

They have concerns about cnanging role patterns, personal and social 

adjustment, and are frequently seeking identity in a changing life 

(Erickson, 1970). Adults, like all age groups, are facing a series 

of developmental tasks, 112.s critical as adolescence and in some 

ways more harrowing" (Sheehy, 1977, p. 360). 

Harris and Kuckuck (1975) included in their list of the needs 

of mature adult students a positive atmosphere, an identified contact 

person to go to, good academic advisement, confidence, freedom from 

unnecessary rules and regulations, and organizations for men and 

women to meet others with similar emotional needs. Srickson (1970), 

through a questionnaire sent to adult students, identified from a 

checklist of needs the following as the two most common needs among 

adults in school: special academic advising and counselir1g and a 

recognized adult center c:- 11home. 11 On the same questionnaire, in 

response to open-ended questions, the adults listed a special 

orientation for adults as one of their priority needs. 

Adults do have and perceive themselves as having special needs. 

By indicating needs for a:iult centers, an identified contact person, 

special academic advising, and a special orientation course, these 

adults are not asking for extraordinary student services. They have 

identified specific adaptations of common services: student lounge, 

orientation program, etc. 

Hhat has been done in. response to these needs? Many courses 

have been instituted especially for adult students, directed frequent-

ly to women in particular (Hanis & Mochizukis, 1972) or to adult 
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students in general (Harris & Kuckuck, 1975). Few courses apparently 

have been developed for men. 

2mphasis in these courses has seemed to follow two different 

directions, as did the adult-identified needs, to information-giving/ 

skill-building courses or to self-growth courses. A clearer under-

standing is needed of how relevant these t1-ro directions are as 

orientation courses for adults and when or for whom each of these 

directions is appropriate. 

Pu....""Dose of the Study 

The purpose of this study was to investigate the relevance of 

two orientation forms for adult community college students: infor-

mation-giving/skill-building courses and personal gro1-rth courses. 

This was done by studying five orientation models. The relevance 

was measured by an end of course student questionnaire. Not all 

adults have the same needs, however, and what is relevant for one 

adult may not be relevant for another. Therefore, this study had as 

a further purpose to investigate the relationship between personality 

characteristics and the self-reported relevance of the orientation 

forms. A follow-up of stucent retention through the first academic 

year was included in the study. 

Sig.:iificance of the Studv 

Despite the gro,.r...ng ctll in individual colleges and in the 

professional literature for programs and services for adult students, 

there has been little formtl response L'l the literature. This study 

was an attempt to provide specific information regarding courses 
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offered for adults and their relevance for subgroups of adults. 

Furthermore, by identifying the personality characteristics that 

may make one form of orientation more relevant for a given individual, 

this study enables student personnel workers to assist adult students 

in selecting appropriate orientation courses. 

Scope of the Study 

During the fall quarter, 1978, five orientation courses 

enrolling primarily adult students were offered at the Loudoun Campus 

of Northern Virginia Community College (NVCC). Three of the courses, 

College Survival, Self-Instructional Orientation, and Information and 

Planning Workshop for Interior Design Students, were designed as 

information-giving/skill-building courses. Two other courses, Homen 

Returning to School and Second Career Adults, were designed as personal 

growth courses. All five courses were one credit courses consisting 

of ten class hours. (The self-instructional course did not meet as 

a class but was designed to require ten hours of student work effort.) 

Adult students in these five courses, drawn from the population of 

all adult students at N'!CC, formed the experimental group. 

The experimental group completed the Edwards Personal Preference 

Schedule (EPPS) and a demographic questionnaire during the first week 

of classes. Orientation courses followed the course syllabi for the 

quarter. At the end of the course, each student completed a self-

report relevance questionnaire. Continued enrollment of students 

through the winter and spring quarters was checked to measure student 

retention. Students who had not re-enrolled were contacted by tele-

phone to determine why they had not continued. 
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Participants in each o: the two forms of orientation were 

divided into those who fou...'7.J their course very relevant and those who 

found it low on relevance. Retention rates were compared for these 

groups. The relationship between personality characteristics as 

measured by the EPPS and self-reported relevance was investigated. 

A control group composed of adults enrolled in a single-format 

orientation course at the AJmandale Campus of NVCC completed the 

relevance and demographic ouestionnaires. The level of reported 

relevance of the control group was compared to that of the experi-

mental group. 

Jefinition of Terms 

For the purposes of this study and report, the following terms 

are defined as: 

~: A person of at least 25 years of age. This age was chosen 

because it falls at a period of transition according to adult devel-

opmental stage theory (Levi~son, et al., 1976; Sheehy, 1977) and 

because by this age individ'..lals who are returning to school have 

frequently already made role com:nitments (work, marriage, family) 

that typify adult students. In addition, individuals have probably 

experienced a significant time gap in their education. 

Information-giving/skill-building Orientation: A community college 

credit course taught by a counselor which has a primary focus on 

providing specific information about the college, its services, and 

personnel and procedures and in aiding the student in developing 

content-based student skills such as studying, time budgeting, test 

taking, and decision maki.Y1g. These courses will also be referred to 
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as information/skill courses. 

Orientation: A one-credit course which is required in aJ.l degrees 

at NVCC. Students are encouraged but not required to take the course 

in their first quarter of enrollment. 

Personal. Growth Orientation: A credit community college course 

taught by a counselor which has a primary focus in developing self-

confidence and a sense of ::.dentity, recognizing one's strengths and 

using those strengths to cope with emotional a..~d psychological 

pressures and building a supporting, trusting environment. 

Relevance: The appropriateness of the course content for an 

individual. as it matches thG perceived needs of the individual. 

Retention Rate: The percentage of students from the faJ.l quarter, 

1978, returning for subsequent quarters. Computed by dividing the 

number of returning students by the number enrolled in the fall 

quarter. 

Li~itations of the Study 

The reader is alerted ~o the follo'Wing aspects of the study 

which may serve to limit its application in different settings: 

1. Time was not considered as a factor in the study. All five 

courses were based on a ten hour instructional. period, however, those 

ten hours were fit into course lengths ranging from five to ten weeks. 

2. With two partial. except::.,.ms, all of the courses were taught by 

the author. Information a.rd. Planning l-Jorkshop for Interior Design 

Students was co-taught w~th a faculty member. Students in Self-

InstructionaJ. Orientation ',r,3re required to meet w~ th a counselor and 
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were free to choose any coun3elor. All written work required for 

the course, however, was subnitted to the author. Orientation 

courses included in the control group were not taught by the authcr. 

3. The College Survival, Information a11d Pla..rming Workshop for 

Interior Design Students, a.'13. Homen Returning to School included 

some younger students. The effect, if any, of the presence of 

younger students on the ac.ult students in the classes was not 

measured. The impact on the adults may have been anything fron 

confirmation bf fears of intimidation by younger students to in-

appropriately high self-confidence. 

4. The total adult enrollmc:r:t in the five orientation classes was 

included in the study; however, the sample size was still relatively 

small. Three students withdrew from their orientation courses ver-J 

early in the quarter for personal reasons. ~ach of these students 

was interviewed by the author; hoi,.rever, because of their early 

wi.thdrawal, no data were collected for these students and they 

not included in the sample. 

Organization of the Remaining Cha-:-Jters 

The following chapters provide greater detail concerning the 

study. Chapter 2 presents the historical and theoretical background 

of the study through a review of the literature available on adult 

students and their needs, orientation programs, and snecific orien-

tation programs for adult s~udents. Chapter 3 contains the design 

of the study including a s1E1II1ary of each orientation course, the 

instruments and methods us8d to gather the data, and the methods 



10 

used in analyzing the data. Chapter 4 presents the results of the 

investigation. Conclusions and recommendations coCTprise Chapter 5. 



CH1\PT.:..::R 2 

R:::VE'.: OF TH?: LIT2Ri\TUR:; 

This chapter provides a summary of the literature related to 

adults as students, orientation programs, a.~d the instrumentation 

used in this study. Adult ci.cvelopr:ientaJ. stages and tasks are pre-

sented to provide a foundation of the adult life cycle. The section 

on adult learners and their needs is a sunmary of the literature on 

how the needs of adult studer_ts differ from those of younger students 

and the specific adult needs that colleges cclll address. .<\ brief 

description of the developme~t of orientation prograITis is included. 

Orientation courses and prosrarr:s 3,1'8 then studied in two gr:mps: 

college and university orientation ond community college orientation. 

In each section, the current trends of orientation as well o.s alter-

native prograr:1s and progranc for groups 1.d th speciaJ. neeci.s are dis-

cussed. The section on orio~tation progr31lls for the adult student 

includes descriptions of so~o of the progra~s for adults that have 

been reported in the literature. The r:iethods and criteria that havo 

been usod in orientation evc-2.uation are s1.un::iarized. Fintlly, a sum-

mary of the literature related to the Ediiards Persontl Preference 

Schedule is included. 

Dissertations and dissertation abstracts in addition to those 

cited in this chapter were r•Jvie 1 • .J'ed and were of :particular assistance 

in locating additional reference sources. 

11 
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Develonmcntal Stages and Tasks 

According to Havighurst (1972), a developmental task is 11a task 

which arises at or about a certain period in the life of the indi-

vidual, successful achieveCTent of which leads to his happiness and to 

success with later tasks, while failure leads to unhappiness in the 

individual, disapproval by th~ society, and difficulty with later 

tasks" (p. 2). Some tasks arise from physical maturation, some from 

the cultural pressure of society (e.g., learning to read, participa-

ting as a responsible citizen in society), and some from the personal 

values and aspirations of the individual (e.g., choosing and prepar-

ing for an occupation). 

A developmental stage, or period as Levinson (1978) calls it, is 

an interval of several years, frequently five to seven, which can be 

associated with a grouping of developmental tasks. A developmental 

stage will frequently have a primary theme or overall task, and an 

individual will generally experience some form of transitional 

phase going into and out of each stage. 

Developmental tasks and stages have been associated most fre-

quently with children; houever, in recent years the terms have been 

used in reference to adults. The applicability of a developmental 

frame of reference for colleges was presented by Chickering (1969) in 

discussing his book :Sducatlon and Identity: "Its fundamental assump-

tion is that colleges and universities will be educationally effective 

only if they reach students 'where they live,' only if they connect 

significantly with those concerns of critical importance to their 

students 11 (p. 3). Chickering 1,.;as olI'iting specifically about the needs 
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and concerns of young adults, but his as3umption indicates that if 

the students are adults, then the college must attend to their adult 

needs and concerns. Miller and Prince (1976) made a similar state-

ment when explaining that by .:;tudent development, they meant nthe 

application of hum.en develoFGcnt concepts in postsecondal"'J settings 

so that evel"'IJOne involved c.31'1 master increasingly complex develop-

mental tasks, achieve self-direction, and beco:ne independent" (p. J). 

Levinson (1978) also noted the importance of recognizing adult devel-

opmental needs within colleges and universities in his book's final 

section, "Fostering Adult Development": 

If we are to support adtl t development on a wider scale, 
we will have to modify the social institutions that shape 
our lives. Industry and other work organizations, 
government, higher educa~ion, religion and family--all of 
these must take account ;)f the changing needs of adults 
in different eras and develonmental periods. :-Jhat is 
helpful in one era may not b~ in another. (p. JJ7) 

Havighurst (1972) has de:ined the ages of 12 to 18 as adoles-

cence, 18 to JO as early adul~hood, and JO to 60 as middle age. 

Hany authors have found, however, that college students in their 

late teens and early twentie::: are in an extension of the adolescent 

period and still working on :.hose developmental tasks ( Chickering, 

1969; Jackson, 1977; Levinson et al., 1976). Traditionally the 

college environment served to continue the role of the fa~ilJ, and pro-

long the adolescent stage Hi:.h students who entered directly from 

secondal"'IJ school. It is likely, therefore, that the students dealing 

with the early adulthood tasks will be adults returning to school. 

The tasks of early adulthood, as given by Havighurst (1972), are as 

follows: 
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1. Selecting a mate, 
2. Leaniing to live with Q marriage partner, 
3. Starting a family, 
4. Rearing children, 
5. Managing a home, 
6. Getting started in an occupation, 
7. Taking on civic respon3ibility, 
8. Finding a congenial social group. (p. 85 - 93) 

In addition, other adults be working on the follo~~ng tasks 

associated with the middle age period: 

1. Assisting teen-age children to become responsible and happy 
adults, 

2. Achieving adult social and civic responsibility, 
J. Reaching and maintaini.:.-ig satisfactory perforraance in one I s 

occupational career, 
4. Developing adult leisure-time activities, 
5. Relating oneself to or.e's spouse as a person, 
6. Accepting and adjustinc to the psychological c~anges of 

middle age, 
7. Adjusting to aging parents. (p. 96 - 104) 

Erikson (1963) was one of the first writers to introduce the 

concept of developmental stage~. Erikson defined each stage in terms 

of opposing attitudes which re:.::-resented tho critical grovth need of 

that stage and out of which the individual needed to achieve some 

balance or equilibrium. For Erikson, adolescence was "identity vs. 

role confusion; 11 young adulthood was 11intimacy vs. isolation; 11 adult-

hood was "generativity vs. sta[!l.ation; 11 and maturity was "ego integrity 

vs. despair. 11 

Recent work has now a.r:iplL'ied the stages outlined by ::rikson. 

Using intervie1-r techniques, both Levinson (1978), who studied nen 

exclusively, and Sheehy (1977) researched the stages of adulthood. 

Both studies showed essentiall,i- the same pattern of development. 

1. From about 18 through the early twenties is a separation stage 

which emphasizes atter.ipting to becooe an aduJ. t through physical, er:10-
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tioncl, and financial indeper:dence from one I s parents. 

2. From the early to the 19.te twenties is a stc.ge of exploration 

of the adult world and comnitnent to some provisionGJ.. role in it. 

Young adults in this stage a.re fashioning their adult identities both 

externaJ.ly (roles, interests, life style) a.11d internally ( values, 

fantasies). 

J. A transitional period, covering approximately ages 28 to 32, 

is a period of re-evaluation ()I the cor:mitnents anci decisions nade 

during the twenties. The pc:::-iod may range from o caJ.r:i, q_uiet reas-

sessment to a tumultuous undoing of everiJt,hing built during the 

twenties. 

4. The thirties are a period of establishing roots and forn.ing 

deep colllillitments to both far:-iily and uork. Long rruige plm1s 3.re 

frequently mapped out duri~g this period. 

5. An addi tionaJ. phc.se c·:erlaps the previous period in the la::;t 

half of the thirties. During this neriod a.11 individual ·.1ill frec:uently 

feel a need to establish greater independence and achieve a better 

position for success and recc-gnition. 

6. A mid-life transition x:curs for both TI en and ,roe.en. ?or r::en 

it occurs at about age 40 a:L: is accor.ipDI1ied by a rigorous e::an.ina-

tion of goals set in earlier periods and the probability of achieving 

those goals. :=ach man nu::;t "vest the II goodness of fi t 11 bet,reen his 

external life ruid his int0rr.al life struct-...u-e. He ;:mst also revie' .. ; 

the dreans and fantasies tha-: •.-1ere ignored in favor of others dv.ring 

the thirties 2.s a part of ev:::.luating the c1_c,cisions of earlier sta,;;es. 

This period is the most pror:::inent ti:!l.e for career chaz1go in raon. ?or 
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women, the rrid-life tra.YJ.si t:.cn comes somewhat earlier, appro:d-

I:J.ately age 35, o.nd is nore J. period of exhilaration. '.IoI:J.en are fre-

quently experiencing a freedoo from the constant dema."'l.ds o: young 

children and a new o;_Jportu.YJ.i ty to reach out to school, work, or 

other activities (8heehy, 1S•77). 

7. Beginning in the ci~c:.le forties is a period of restabiliza-

tion. This can be a perioo of great creativity ar,.d developnent.tl 

gro,,rth for both men anc. ,:omer:. 

The Student C:.'ask Inventor'/ developed 'uy Prince, 

Hiller, o.nd ~-Iin::;ton specifie;:; nine subtasks for ycu.YJ.g o.:.lul ts c1.nder 

three naj or headings: develc:ping autonony, developing nature i::-1tcr-

personal relations, and developing p1J.l'?ose (ti:iller &. PriJ1.ce, 1976). 

The tasks ana subtasks are c:osely related to Chickcring 1 s seven 

taslcs for the college c.ge adtl t. The inventory was designed to 

identify the developnental tasks and needs of stadents so that a 

college could provide the ap:::-,ropriatG opportunities .for students to 

meet their developmental nee·:·.s. Unfortu..11ately, the inventor'J has 

been develo9ed f'or the trac.i "':.ional college age student. Jackson 

(1977) used the ,Student Deve1.opment T2.sk Inventor"/ o.long with a 

locally constructed College :~tudent Activities ~uestionnaire at + .. ir"i 
Vt/•'-' 

four-year colleges to idcnti..."y the developoontal tasks which students 

uere currently facing. lJJ.c' . .-:.eclge of the specific dev2lopmental need:, 

of student;:; ,wuld then en2. sJ..3 more ap;_Jropria te progrann-i YJ.g .:for stuclen t 

services. The study lcoked :Jri.J.y at the needs of young 2.cial ts "J.sing 

Chickering's college age cle:'.:'.::.nitior.. 

-, k ' (1977) . t' L t . . t~f" .l..1,.,,e SD, e~i•.1._p~ :-1e•rf-~lorJ-.t.,C arG , L"'l. on o. -;:;emp-.., o lo.en ..J..-Y uu -- - -- - , - " 
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mi::mtal tasks of adult wonen students, gave a c;_uestionnaire to women 

students between the ages of 23 rui.d 54 which asked them to give their 

critical concerns at specified periods in the school year. Twelve 

tasks were identified as particularly important to adult women 

students: 

1. Making decisions about educationaJ. alternatives which will 
lead to desirable future goals, 

2. I"..mploying organizatio:r.tl skills 1.-lhich will allow dispen-
sation of energies to ?riority tasks at school and at home, 

3. Organizing physicaJ., e~otionaJ., and intellectual space in 
order to meet both her o'.m needs and the needs of those 
to whom she has made cc:immi tments, 

4. Independently assuming responsibility and initiative for 
learning related to future occupations, 

5. Realistically differentiating between social aJ1d profess-
ional relationships and expectations with authority fig-
ures, 

6. Redefining relationshi:;is with those to ,1hor:1 uhe has nade 
colllDitments (i.e., husband, children, parents, friends), 

7. Accepting persons of older and younger ages as peers, 
8. Maintaining or building friendships ui th persons ".Jho can 

serve as support systc~s, 
9. Interacting 1Tith persons in work-oriented groups, 

10. Interacting positively with peers and professors who 
possess different cultural and/or ethnic characteristics, 

11. Understanding and o.a.'1.:.~)ulating fi:nanciaJ. structures and 
concerns, 

12. Perceiving current financiaJ. limitations as a necessary 
step toward econor.lic "ndependence. (p. 18 - 20) 

Eckard points out that the areas of developing objectivity, 

independence, and goal-orientation are most frequently associated 

,.Tith earlier developmental stages. ::rany ::omen students, for ·.rhat-

ever reasons, apparently neeci to do some develonmental catching-up 

as a part of achieving their academic goaJ.s. 

· Conclusions 

The developmental tasks n....1.d stages of adults denonstrate 

their needs are considerabl:,- lifferent from those of younger 

Furtherr:ioro, al though it :::a;y be nossible to vim; all younger 

_,_, ' 1.,nn:c 

stud.en ts. 

studentc 
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as experiencing the same developmental needs, adult students raay 

represent an age range of over 50 years, spanning seven developmental 

stages. Clearly adult students have needs that are not only different 

from younger students but di:ferent from other adults. 

Adults face a continual process of redefinition of self, goals, 

relationships with other pco:;:i:::.e, and relationships with the environ-

ment. ~ckard (1977), Levinsch et al. (1976), Levinson (1978), and 

Sheehy ( 1977) all emphasize t:;.is point. Colleges nay resuond to 

these needs by offering persoI'-al exploration courses. It is important 

that they recognize, houever, that the range of adult stages may 

require a similar range of ~rograr.is or courses. 

Adult Lear:1ers a..'1d their IJeeds 

2ven apart from their dif~erent developraentul tasks a..'1d stages, 

adults as learners are verJ c':.ifferent fron younger college students. 

The adult typically is raore motivated than the younger student (Krings, 

1976). Hany students oay see this time in school as their last cha."'1.co 

for an education. As a resul~ the adult students are particularly 

conscious of avoiding failure. Further, school and grades nay be 

seen as ::ieasures of self-wor-:-n (ifarda·,m.y, 1976). Adults are consumer 

oriented and wa."'1.t to lmow tho. t thoir time and r:1oney will be well 

spent on their education (Le,:"7engood, 1977). The adult is used to 

more independence and r:iore r'3Sponsibility (i(rings, 1976). The adult 

is more experienced (Krings, 1976) and has a broader backgr01.md of in-

forr:iul education (.Siegel, '1973). 'I'he adult is seeld..1."lg learning that 

1,;ill be immediately useful r3.ther tha..'1 learning for a postponed use 
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or vaguely defined future goc:2 (1u-ings, 1976; Lenz 2: Shaevitz, 1977). 

Concept mastery is more :bpo:-tmt to the adult learner th::n competition 

(Len:: &: Shaevi tz, 1977; ~07,.,_) !/ 0. Adults are typicaJ_ly part-tine 

students with major cominit:::ionts to faLlily end job (Siegel, 197:-3). 

;\dul ts are returning to schoo-c_ a:.'ter o. break in their educo.tion an.c. 

frequently are not fal"'.i.ili1:~r ,_;i th the educo.tional routine and e:::pe c-

tations for students (Siegel, 1973). Finally, colleges 2.nd the 

adults themselves have no i::i.c:ciate 211d e.ccurate b;:;,ds by uhich to 

judge their academic potenti2J. (2iegel, 1978). 

Harionc.u ruid 1n inger ( 1977) nroclosed that the bo.rriers for ac:.ults 

returning to school are derived fron t•,io sources: nThey aro derived 

from the situations people f2.ce 211d the ria.rticular v3.lue orien-

tations of the people t:h'3!:1Sel·.0 es 11 (ri. 11). This review ,.,ill consider 

the barriers faced by adult students in three categories: those 

represented by needs for s-:::ecific services that tte colleg0 can su;)ply; 

those represented by nore subjective persond needs; and those ·,rhich 

derive fron the value orientations of the individual. 

There are some fairly obj,:)ctive needs for services. ,,s part-ti::1e 

students, adruts ma:r find thrnselves ineligible for na.11y fine.ncial aid 

soll!'ces, regardless of their c1eed factor ( Chi tc.ye.t 2:. Eyuer, 1976; 

Erickson, 1970; Geisler C.: Th.rash, 1975; Jacobson, 1967; Riddell c.: 

Bingham, 1977; Sanchez, 1977). Adults, because they have no ir:u:10cl-

iate nea:::ure of their potent::..tl, nay need s. testing prograr:: (:=rickson, 

1970). If a college require::: an adr:1ission test for adults, the ac!.ul t 

may reQuire sone test , . coacn:..r .. g ( ·~ • 1 ~070) :~ricKson, , , • Child care 

a.re 211 importa,.'lt need :p::rrtic,.:.larly for 1 •-men ( 0 h~ + ,.,,.,.,+ .:"· ,"-'l; .i - •- U V'-'-J -..._ ;,.I __ 
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Geisler ei: Thrush, 1975; ]arri3 f'..: Kuckuck, 1975; Kelman & Staley, '1974; 

Riddell Di.'1ghan, 1977; Snc:1ez, 1977). i'\.dult students rrw.y have a 

need for both study skills ·,;c::-kshops or courses (Krings, 1976; Plot-

sky, 1977; ScL.'1chez, 1977) mi: remedial colllr.1Tu'1ications skill ,mrl:shops 

(l:u,.,..;,.,g--:, 1, 0 76·, J(elman p._ ('J..~ 7 ·--- 10 74· p;,-1,.::el~.L J:'. r'inrh~ni ~9,.,,.,) 
.J..J.J. ..., 7 • .1..oJ. '- U V<..J..,.:... \..., ,_' ' I / · ' .1,. l-1...A.....t. 1,._,.,__ .:....;_;.. tJ.1. ... ei,,.---, I · { / • In 

order to r:iake it easier for t:iem to neet end socialize with otner 

adults, colleges should consid.er providing en identifiec: adult 

lounge and adult student org:Lnizations C:rid:son, 1970; Harris 2: 

Kuckuc..1--:, 1975; Kelman & ,-3talcJ, 1974). Admission re-:::_u.irements may 

need to be revised to t1alrn tL·3r.1 more appror.irie_tc for the adult appli-

cant (:::rickson, 1970; Rici:ie::.2. & Bingham, 1977). Several 1-r.ri ters 

called for special acadenic 2.:J.-vising by someone ,,ho i-ias fru;iiliar ui th 

the needs of adult studrn.t::; s1c/or an identified counselor ,:ho would 

work with adult students (Ci1:i.tayat & Hymer, 1976; :Srickson, 1970; 

Geisler & Thrush, 1975; E.:irris &. l(uckuck, 1975). r 7 ·+ oevercL.L t."Tl lier;:; 

suggested that the best Hay t-:i neet several of these needs w.:is to 

offer an orientation progran specifically designed for the e,c1.ul t 

student (Chitayo.t & Eyi:ier, 1"?76; :=rickson, 1<)70; llarris f.:. ICuclmck, 

1975; 1:elman & Staley, 1974; :-Crings, 1976). 

There are a nunber of :no:::-0 subjective ::_:iersonal needs .:elt by 

returning adult students in ?.J.di tion to tto se i:::iplied L'1 the listing 

of services above. Perhaps ·;:,'.1e r:iost t;y-pical of psychological needs 

of the adult student is the lack of self-confidence i.'1 academe 

areas (Krings, 1976; Lenz c.: -~:1a.evitz, 1977; :Ianis D. l-:ochi:mlds, 1972; 

Powell & Rogers, 1975). ,\dli:.. ts frequently feel out-of-place in a 

college (though less so 2.t 2. coomunity col:.ege) bece.::se they see 
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themselves filling a. youtl1 ase3Jciatod role 0-vid at the saLle time .fear 

competing uith those youths (L0nz & Shae,'itz, 1977). :•Ic!J1Y studonts 

must deal 1.iJ.. -c,h the academical2.:r related fears held over .:'rom long 

past college or high school .:o:'.:'Jeriences, e.g., fear of math (Lenz & 

Shaevitz, 1977). ::"::rickson ('iS:.70) provides a list of the potential 

fears that tho returning a cul"'.; student :nust contend ,.r.i.. th: f cars of 

inadequacy, of exams, of an i..~~bility to study and read rapidly, 

of class cliscussion:o, of bei::.;:; out-of-date, of competition fro::i ado-

lescents, of failure. 

L11. a separate categor:-; a2. ~ogethcr are the barriers Hhich are 

derived .:ro:n the value hier2.rs:1io3 of the individual.. :3efo:::-e the 

individual. coJ1 become a ful2.:, coDf.1.i tted student, these value conflicts 

wust be resol ·ved. Fc.r botl1 ::ie!l a..r1ci .. .romen, tb.cre cc~-:/ be a feeling 

that the adult is robbing the fru:iily of tine anc7/or noney t!hich 

should be reserved for the fD.:"....ily needs. Related to that is :-he 

conflict betuoen fanily res1Jc,:::sibili ties as a Hhole and the role of 

the student. 3tudents ·,1ho ::Io :10t resolve th.is value question satis-

factorily ,r.i..11 find that .::_-~ leads to guilt ove:- de1Jri 'ling their 

family (Aanstad, 1972; Len:; Jhaevit:;, 1977; 112.."'lis C.: l'.ochiz:uds, 

1972; Harienau & Kli!lger, 1;77; ·.iestervelt, 1975). Some n:cn .find 

thenselves L11. a conflict bec2,c:se they are being supported by thei:::-

ir.i..ves (Plots.ky, 1977). Sose :J.dults, ".•tenen pc:.rticu.larly, find the 

requirements of the student ::-cle in conflict ,r.i.. th their own self-

perception, i.e., a violatio:.'l of the femir:ine sex stereot:,rpe tl1rcmgh 

an achievi.....ng Gtudent role (:.Tcdervelt, 1975). 

The needs of adults retu:-:--i ng to school a,Yoear to reno.in fai:::-J.y 
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constant across geographico.2. distribution a.11d urbn.n/suburba.,-i/ 

rura.l settings. T'ne studio.:; fron ',ihich the above conpositc lict 

of needs 1.-;as developed re:riro:::entcd a '.lide cross-section of cetti..11gs. 

Leavengood I s ( 1977) ~-ror}: '.·Tcu:. done in ':'a::ipe,, Florie.a, a souther.i, 

urban setting, ancl two othe::'.' studies 1.-rere in northern urba.11 sett-i ngs, 

Chl._,_vaya+ <>•nd P'-.T""lo~ ('1C17o/) -i~ ·_:',ev '_tor'l,.,. t:_H.y .::1n,·l R-ic'.,,le_l_l c,r_,c1 n-in.ocr"'.-"'c • u c;..,, ••.;•- ,. / __ , .. _ • -•-· --'- - =· _ --- 1:- .. 

(1977) in Boston. Geisler .::.;.:d ?hruch 1 s (1975) stuc.j· ho.d a.-ri urb2n 

urba.11 areas '.Jere incluied i,-; additional st-..ic'ii.es: G l:'..ir: e :nill c, 

norida U.ai1stad, 1972), ?22:ntine, Illi~ois 

1970). ::arienau and 

Klinger' s ( 1977) study was c:cne in rtU'al, ·.:est centrtl 

The ,,;estern states 1-1ere reprssented by ,:;-:,udies at Fort Collins, 

Colorado (I:clman 2.: Sta.lrc•t '·74) ~u 1 • 1 

( f-1,.,rca'r"'" 1976). _.._(..:,. ... '-"•,./' Des!]i te ~:·~ese vastl:r :li.:fercnt settings, tl1e 

scnc nee6s consistcntl:/ ~~.:-er•:; repartee:. 

Conclusio:r..c 

ll.dult needs ,1ere so:-:ar2.t,cl i:r.. thiG ::;cction into th,:;ce ::i.;:,so-

cia.tcci 1:ith specific se1"1i::::0:.::, ·.rith subjective persond nce:ls, 

fu'1d with the i..r1divic'.utl 1 s vcC::.ue orientation. ~':.n al -:,erns.tive ,,:ay 

to categorize tho SefilC nesc;_;:, would be into those associated ·:ith c. 

need for aci.di tional pcrsonC.:.. insigI1t 2.11d self-understo.r..G.ing 

those associated . '. ; 

·.:'J.. llh G. neer~~ :or ir.Sornation wd skill3. ,-~ 1no sc neec~s 

for • ,.. J... 
L'11 era& vlOn and sl:ill~ ~,,~su.1 t dirc::::tly :'ro:J. the inJi-,ric;uo.1 1 .-: 
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entry back into education. ~':iose are needs that the adult would ::iost 

likely not o:::periencc if oho )r he were not returning to school. 

The needs associated with pe~sonal insight are raoro clearly related 

to the adult's developmental stages and tasks, possibly as the:,-

interact with the ad.di ti:mtl requirencnts s.ssociatcd ,.Ji th their 

new student roles. 'i'his grocl? of needs nay • .. rell be fol t ,.rhother 

or not the adult returns to :chocl, but racy be influenced by the 

school setting. 

It is quite possible to 0atcgorize the n8eds provided ;n the 

section ei thcr as inforoatior_ and skill neecis or persontl growth 

needs. In so doing, one i;:, :.~efiniJ1g possible to1Jics for tne 

adult orientation courses r:.er:tioncd by severtl authors as an e::-

cellent moa...'13 to raeet adu2. t needs. An i..'1foru1atiorv' skill rslatecl 

course should, then, incluJ.e a complete introduction to the college, 

its services, procedures, 2.n~ e::pectations of students; study 

skills; information on ho'.: tc: obtain additional special 3ervices 

such as financial aid, credit for li:e cxperience3, or credit by 

examination; academic advisir:g; test talci.I1g sldlls; group dis-

cussion skills; etc. A perf,onal growth related course shoulc. 

include self-confidence building experiences; opportunities to 

clarify and work on role co!"...:.'licts; vaJ.ues clarification; and 

opportunities to increase 1..m.Jerstanc:.ing of onc::;elf as a cl.anging, 

developing being. 

Examples of orientation C!ourses which follow this categorization 

and offer the experiences c~e;:icribed ;_.Jill be included in tne 

sections about orientation :;r::ogrruns for aciults. 
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The Crir~L"ls of GriGnta tion 

In the United States, 'Jr::__entation had its bcginn- 1ngs at Boston 

University Lri. 1G88, in an 2.::.tem:)t to introduce students to the proc-

lems they ,;ould face in thci::- college li7c::; ar1d uork (IU:.ode, 1930). 

The idea of m orientatior. ccu.:-se spread slouJ_y, no·.:evor, L11 1900, 

Iowa State Collee;e re,1uired :ll frcsl1men to r3gister .:'or a non-c:::-edi t 

course 1.-1hich had goals sini~1_.:c.r to those of 0...11 orientation course 

(K,';.ode, 1930). 'l'hc University of r.~chigo.11 the "Cniversit;y 

Illinois both added orientation courses within thei!' Colleges of 

~:'.nginoeri...'1g in 1911, snd th,: University of :.Iashington iri 1912 added 

3. rec:u.ired one credit cou.Tse col.led Libro..r:,r ctnd Currict-iltu:1 L-vistruc-

tion (Knode, 19.30). It ;1.ot until 1923 that tho no 1.: more pre:vr:•~-

lent froshr:lan week began at, "~he University of l:Uine (L"l.ode, 1930). 

K..11.ode in 1930 listed the following factors '.:hich in his 00in.ion 

nade en orientation prcgr:L-:: (a course or fresh,11an ·.:eek) a neces3ity: 

the enlc:.r 6ed enrollment at :::any colleges, the lack of honogenei ty o!: 

social background among stu::;:mts, the groui..11g corr;Jlo::d. ty of the college 

instructional fields, the gr::i-.ring i..110.e:::iend0ncc of l1igh schools, 21d 

the confusion and conflict c_':J.ong educational objectives. '.:.'he follo•.ring 

ten objectives 1.rhich Iillodc listed arc closely related to those needs: 

to familiarize the student ·.:i th the regulations and the methoc;.s of the 

campus; to give infonnatio.r;_ and advice about college life; to register 

for classes; to nake freshr::cn feel 1.mlcome; to provide a contact :or 

future guid31lce as needed; to in..f orn st--.idonts of the college I s histor:r, 

traditions, and custcns; to ;ive an introduction. to tho canpus; -to 
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~.;elcooe student::, and mako :::irovisions for their acc:uaintance-building; 

to give student;;:; informo.tion concerning student con::luct; and to give 

students infornation concc.:-ning activities (:.nd orga..'tlizc:).tions. 

Black (1964) referred to K.'1ode1 s list of objectives anu indicated 

that, while many objective::, hawe renaincd the saIDc, more concern D.Ild 

empha::;is is now placed on developncnt of the person. lle stated th, 

orientation should flow fnm students' needs, but that nost colleges 

do not lr..now ,..;hat their students need. 

Butts (1971) gave fou:- objectives of orienta.tion: rrcomplction of 

necessar'J enrollment p:rocedures in a hunane r::wnner, educational and 

vocational development, in:ornation dissen:Lriation, and corm:mnity and 

relationship building" (:::,. S - 9). 1farchbaz1ks 1 (1973) list of the 

reo_uirernents for an oricr.::-ation course reflected the grNring el!lphasis 

on student developnent: -to help students assess thenselves, L'tlcluc.ins 

their interests, aspiraticns, and aptitude; to acq_uaint students with 

the cumpus and community; s..rid to aco_uaint students with tho college 

activities progran. 

The additions and cho.::gcs to the lists of orientation objectives 

provide a brief survey of the developnent of orientation prograns. 

Courses ,rhich had bogu.'1 a:: very college-centered are beconing :nore 

student-center0d. Ori.:mtation content is no·.1 ucrivcd fror:i the :ieedc 

of the institution a:s ,;ell as :,f tho student. 

College ~-nd University Orientation 

Kronovet 1 s (1969) su:-:ey of colleges Md. universities, to which 

1,378 colleges responde~, indicated that 92.4% of the colleges had 
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some form of orientation program. About 49% of the colleges ra..'1. their 

program for a week or less :.n.'11ediately prior to the begin..'1ing of 

classes. An additional 20·;: combined a before class orientation with 

a program continuing through the term. Only 15% offered an orienta-

tion course that extended through the semester or year. Less than 1% 

offered a summer orientaticn. 

Some other important trends are apparent in Kronovet's study. 

Seventy-seven percent of t:~'3 colleges did net award ar:y credit for 

the orientation course. Gri.entation was required by 78% of the 

colleges. Perhaps oost i::::portant, 77% of the colleges had faculty 

involvement in the orientation programs. There was general agreement 

on the primary goals of the orientation courses: introducing students 

to college life, facilities, counsel;ng, a.'1.d remedial services, 39%; 

an introduction to the coll,3ge and its facilities, 25%; an introduction 

to the college and infornation regarding counseling services, 15%; 

and a discussion course, 1~~. 

One of the recurring ~~estions for planners of orientation at 

colleges and universities is whether the focus should be social or 

intellectual. Drake (1966), through a study cf orientation prograr.is 

at 110 colleges and u.-rliversities, found that 41% of the activities 

were mainly informational, 41% \.Jere social, and 18;~ were intellectual 

in nature. Fitzgerald ar:d Busch (1963) ex.~orted orientation pla."'L.'1ers 

to make orientation an intr::iduction to "the frame•..:ork for an enriched 

educational experience anc.:. the foundation for scholarshipn (p. 274). 

A major aspect of their pr2posal 1,ras to include f::;wer administrators 

and student aides in orientation and more faculty. 
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Combs (1970) seemed tote bridging some of these gaps in listing 

the purposes of orientation QS: to assist the students in their 

transition from secondar;y school to college; to stimulate students 

to think about their motive~ and purposes for seeking a college educa-

tion; and to challenge stude,.ts to question their systerr: of values as 

related to campus problems a.;:_d issues which they might encounter. 

Colleges and u.~iversitios most frequently offer their orientatiou 

in the first few days prior to the beginning of fall classes. ~ven 

within that frame' . .JOrk, ho1 • .:0',-c;r, colleges are experimenting with 

possible alternatives. ::lorida A & I-1 offered a 11miJ1i-c:.uarter" cor.iplete 

with scheduled classes the 1.:;,ek prior to the fall q_uarter in a."'1. attempt 

to soften the transition bet\.;een high school and college ( Abral1arn, 

1975). Louisiana State Dni~ersity, Lakefront Campus, a com.muter 

school, tried a half day orisntation that focused on small groups of 

ten students with a student ::..eader corr:pleting a walk-through of the 

registration process, cor.iplete •..Ji th faculty advisor meetings (l-'.cCoy, 

1973). Staff at Horgan State College believed that fresh.men needed 

more developmental work in communication skills. They set up a t,..;o 

week reo_uired orientation prJgram that emphasized i,Ti ting, reading, 

speaking, listening, and st"J.d.y skills (Froe & Lee, 1956). 

Colleges which are pri~arily residential have an advantage for 

orientation purposes over other colleges. At ~mor;;v University, all 

freshmen are required to live in freshman dormitories. They focus 

their year-long orientation activities around the dormitories and 

the resident counselors (Yec:r-round Orientation, 1973). The University 

of Florida also requires freshmen to live in dor:nitories and places 
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emphasis on the resident counselors and the trained big-brother and 

big-sister aides. They e.ls:i, howeYer, require a freshman logic class 

which is frequently co-tau 6:i.t by the reGiclent cou...""lselor. One third 

of the content of the logic class is current issues c11d concerns 

(lfott, 1971 ) • 

Despite the prevo.2.snc8 of the freshman week orientation, a 

number of colleges are e::::?crimenting ,ii.th sUI:J.Iner orientation programs. 

Colorado State University C'.)r::pared their 196.3 freshr::ran '.reek prograr;i 

with their 1964 and 1965 o:c,s day surr.nor ,rogra.r.:1s a.."ld found that the 

students saw the fresbnrui · . .-3ek acthritie3 as mainly socieJ. i!l nature 

d t 1-. • 7 • • ('"., ., ., I 1 °67) an •• e sur:u:::i.er progrruJs &3 :nain.t.y acaCLer:u.c 1•1J..LLer c: vey, ,. • 

Tho University of Haine fo·o:.."ld that 5/4.% of their freshmen found their 

sunmor orientation or Yer; helpful. 1he QOSt h0lpful 

experiences were getting tc lmo:; other freshm0n 2nd being in the 

residence ho.11, and the le.:-,st helpful was meeti.rig the 

officials (Zink, 1970). C.:les (1975), reporting on the results of c.. 

two day sunrner orientc.tion, inc'i.catecl that while the orientation 

program uas a success in pronoting neeting neu people a.."ld 101.:ering 

anxiety concerning perscn[':2. adjustment to college, it re.ised the 

level of anxiety concerr...ir-s academic competence ar..d led to increasing 

self-doubts as measured by a c:_uestionnaire. 

In some cases 7 CC..L..!..Og::.::3 81d universities he.ve developed speci2i 

orientation courses or :-:,ro.crru::rs to the Darticula= noCJci.s o: spGciol 

groups of students. Irar.J:::::o Sta·i:,e College offers cL.'1 -:':::7cri.nental 

:3tudie::, Pro 6rn..7' that plo.cos er::rphasic on incliYicluo.2. groi:th, sel.f-c:evelc:c-

oent, tean 1-:or1~, [u~cl ccr.~t:.::i t:,,- asscciati::inc e.r:~: rel:ttionc. They· r.:.i~-
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covered that the l·linnesota Outward Bound School emphasized these same 

elements. The result was a three week Outward Bound orientation for 

20 nei-1 students in the "2xperimental Studies Program. The results 

indicated that i-lomcn sho\-red slight growth to,,1.9.rd self-actualization 

as measured by the Personal Orientation Inventory. There were no 

significant changes for :nen (Vander'Wilt & Klocke, 1971). The Unive 

sity of Massachusetts offered an orientation course specifically for 

their engineering students. The course ran for two ;;eeks and covered 

a review of mathematical concepts ruid the use of the slide rule. 

They found that the orientation course increased by 50% a student 1 s 

chances of staying in the ,3::_1gineering progrru:i until the beginning 

of the sophomore year, fu~d ioubled the chances of receiving a degree 

in engineering within ten s•amesters (Rising, 1967). Lopez ( 1974) 

reported on a special subsection of orientation for minority and 

economically disadvantaged students designed 11to assist the partici-

pants in acquiring the knm,;ledge and skills for academic, financial, 

emotional, and social I survival' i.11 a complex university enviroru:ient 11 

(p. 4). Students also took part in the regular orientation activities 

being held concurrently. ::o evaluation results were reported. 

Comparative studies of orientation prograr:1s have provided some 

conflicting results. At the University of Utah, all freshmen ' . .Jere 

randomly split into a pretest group and a posttest group. Instru-

ments used to evaluate tho effects of orientation were the College 

and University Bnviro:nr.1ent Scale (CUSS), the University of Utah 

Information Test (a multip~e-choice test over the content of the orien-

tation materials), and the University of Utah Orientation InventorJ 
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(a semantic differential stL.-..Yey of attitudes about the orientation 

program). The researchers found that the pretest group scored 

further in the desired direction on the CUES scales of practicality, 

awareness, scholarship, and community. The results indicated that 

students taking the two day orientation program changed their per-

ceptions about the college so that the posttest group saw the college 

as less orderly and procedu.ral, less expanding and enriching, less 

scholarship oriented, and :..[,ss friendly. The post test group did 

score signifi9antl:r better on the L"".lformation Test and gave generally 

positive reactions on the ;',ttitude Inventory (Fotley, 1969a, 196S·b). 

Gerber (1970) compared four groups in different orientation 

alternatives. One group hE,d no orientation, a second had a formal 

class emphasizing the rules and regulations of the college and the 

skills relevant to success, a third group had a large group lecture 

presentation of the sane material covered by the second group, and 

the fourth group had no orientation in the first quarter but individ-

uals were told they would be required to take orientation in the 

second quarter if their grades were below a cut-off point. Gerber 

found a slight difference i~ favor of the traditional formal orienta-

tion class on a knowledge test (covering the orientation content), 

but when using grades or student retention, no one option was better 

than another. On the student preference survey, however, stuc:3.ents 

indicated that they preferred the 11no orientation 11 option. 

Conclusions 

College and u..>1iversit:r orientation programs are r:iost frequently 

run for several days inmediately before classes begin. Tne programs 
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are directed predominantly toward information needs and social inter-

action. Faculty frequentl;y play a major role in the programs. The 

effects of orientation programs are conflicting. Some responses 

indicated that too much infornation and not enough personal attention 

is given. Host studies, ho·.-1ever, are only comparing presentation 

methods or course structure or time, not the content offered. 

Although some schools ~ave offered special orientation sections 

for special groups, obvious:y most colleges and universities are not 

recognizing the adult student as a special group. If 69% of the 

schools rely at least part2.:r on a full-time orientation program 

immediately prior to classe3, the adult, predominately part-time 

student, may be left out. 

Community a_.~d Ju.11.ior College Orientation 

Community college orientation objectives bear a strong similarity 

to those of the four year c)llege progra.rns. Blimline a..11d New ( 197 5) 

list the following obj ecti 't3s for community college orientation: 

to establish a personal relationship between a counselor and students; 

to acquaint the student w~th the college; to help students develop 

more effective methods of learning; to help studer:ts explore their 

aptitudes, interests, and gJals; a.11d to stimulate and facilitate 

personal growth. Two important differences, however, that are readily 

apparent from reading the literature on corr:munity college orientation 

are that the orientation ~r8grams are more c~osely identified with and 

under the direction of the counselors at the commw.ity college (as 

opposed to a special office for orientation or the faculty at a four-

year college) and that the commu.11.ity college orientation programs more 



often take the form of a continuing course, fre~uently with credit, 

rather than a one or ti..Jo day program. One result of the increased 

length of the program is Qore time to respond to the students' 

individual needs and therefore more opportunity to provide an orien-

tation course which is more student-centered than information-centered • 

. Nevertheless, some colleges have experimented with either summ 

or pre-term orientation progrruns. One advantage of a summer progra.r.1 

is that it frees the counselors from orientation at ~hat is frequently 

the busiest time of the year (fall) and transfers that load to one 

of the slackest times (sUilll::er). Garneski and Heimann (1967) reported 

on a summer orientation that offered 267 students a series of small 

group meetings with a counselor for a total of six to eight hours. 

Topics included in the program were interpretation of vocational 

interest inventory results and American College Test results; infor-

mation about school policies, curricula, and procedures; investiga-

tion of curricula compatible with interests and abilities of the 

students; program planning for the fall term; and vocational career 

information. 

North Shore Community College a...>id Leicester Junior College 

offered a three hour huma..>1 development module immediately prior to 

the fall term. At North Store, the module was followed by pre-reg-

istration for the term. At Leicester (a small private, residential 

school) the unit was included in the freshman week activities. =m-

phasis in the module was ccmpletely on interpersonal relations, devel-

oping self-confidence and self-knowledge, and feeling a part of a 

group (Del Prete & Haterhcc.1.se, 1973). O'Banion (1971) reported on 
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two pre-term orientation p:-ograms. Rochester State Junior College 

offered a six day program that included three days of orientation 

activities and three days of registration. Florida Junior College 

at Jacksonville offered a 1,.·hole day of large aJ1.d small group sessions 

focusing on information gi-ting and program planning followed by a 

day of registration an.d social activities. 

Most community col2.e;;e orientation progra.'Ils that have been 

reported on have been developed in response to some specific need 

felt by the college or the students. Burlington City College's 

instructional program is c:ised on a systems approach. They began 

to realize that they needcJ more thru1. a program which 1-10uld orient 

the student to the college. They wanted to be able to demonstrate 

the difference between comrentional high school end a two-year college 

Hi th a systems approach tc instruction. lJ'no.t resulted o.fter much 

study was a half-day systcr1s approach orie;:itati::;n progr3.D. The 

materials used and they ,;ay they were used reflected the instructional 

approach of the college. 3tudents uere given a learning packet 

which included the lea.ming objectives of the orientation course, a 

course syllabus, and a li2t of instructional materials to cc used. 

They used the audio-vis-u.al equipr.ient as a part cf the i..'1dividualized 

instruction; and they took the posttest in the testing center. The 

college personnel attribu:ed the subsec 0uent drop in. the attrition 

rate from 20-25% to 7 .6;~ -so the successful orientation _;i:::-ogran 

(Ha.mI:lons, 1975). 

Keenan (1974) reported on o.n. orientation cou.r-se to 1;;;11.'lance the 

self-concept of associate degree nursing studer..ts. Ee be1ieved that 
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a more positive self-concept could lead to greater self-motivation, 

achievement, and professional growth. Students who participated in 

the orientation showed a significant gain in self-concept. 

Tarrant County Junior College felt that their traditional 

lecture orientation was probably not meeting the needs of many of 

their students and changed to a more need-based orientation. Studer~-. 

attended a large group r.ieeting for the first two weeks with the nain 

objective being an introduction to the college. For the next six 

weeks, students chose whici1 special topic seminars, involving from 

one to ten hours, they w~shed to ta..~e. The only requirement was that 

each student include a tota2. of ten hours of seminars. Topics 

available included: effective listening, 4 hours; study habits, 2 

hours; career opportur.ities, 4 hours; w~rk, loans, scholarships, and 

veterans' benefits, 1 hour, reading lab, 5 hours; and a oarathon 

group, 10 hours (Heeds Oriontation, 1969). 

Another large group of orientation programs is directed spe-

cifically at the growth and development needs of the students. 11The 

Individual in a Changing 2.Trironment 11 is one course in a six course 

core required of all studeffts at Sante Fe Junior College. It -was 

designed as an open, flexib2.e II course in introspection" ( 0 1 Banion, 

1969, p. 12). Grossmont College developed a new orientation course 

that included a large group lecture and a small seminar each week 

and focused on the need for the student 11to become more responsible 

for himself and the total society in which he lives, along with the 

need for students to fi..11::l addi tiona.l reasons for education besides 

potential financial gain" (0 1Banion, 1971, p. 54). Lectures were 
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personal commitment. During seminar discussions, the students pre-

sented their individual rec:~onses and ideas on the lecture topic. 

Rochester State Junior Col~ege offered a three day freshman crunp as 

one means of uniting the st~d.ents coming from diverse backgrounds 

and helping them develop podtive attitudes toward college and their 

roles in the college. The ~rogram included three discussions led 

by faculty: 11\'/hat Kind of ',:orld do I Hant?, 11 "':Jhat Eind of Gollege 

do I Hant?, 11 and "Hhat ILl..,,'1d of Person do I Hant? 11 Coffee houses, 

movies, skits, and an afte::::-d.ark initiation ceremony were also 

included (OtBanion, 1971). 

Orientation courses directed toward specific groups are a 

newly developing trend :L.'1 community colleges. Flint Community Junior 

College offers a different crientation for each academic division of 

the college ( 0 1 Banion, 197~ ) • lfoorpark Comr:runi ty College offers t'tm 

orientation courses designcc'- specifically for tho mature 'tioman. Gne 

is a half-credit course called 11:Rap Focus-Women's Re-entry. n The 

second, rrcareer Developmer..t--Uomen1 s Re-entry, 11 is ',;orth one and a 

h +' di-'- (~11 · t O ·~---'-a.l..1. ere vS .:, 1.0 Cl h:l.uuz, 1976). Uilliam Rainey Harper College 

offered a one day, non-credt program for women aged 25 and over. 

The program included a description of the counseling services, a 

slide program about tho e:q'-'riences of women retu..."""11.ing to school 

created by women students a~ the college, a tour of the ca.opus, 

small group interaction ui-;;h CU.i."'Tent students, individl:.3.1 counseling 

to help with course selecticn, and registration (?cuell & .?.ogers, 1975). 



36 

Conclusions 

In 1971, 0 1Banion wrote 11most orientation session3 are a holo-

caust of information-giving, in which administrators and student 

personnel staff members feel they have met the purposes of orientation 

when they have 'told the students what they need to 1mow111 (p. 54). 

Colleges must recognize that the diversity 0..rl.thin the student popula, 

tion at most cormnunity colleges means that, at the ver<J least, they 

must give different inforr.:ation to different students. Colleges are 

creatively searching for a2.ternate orientation-packages a...~d deliver<J 

methods as the variety of programs and courses described clearly 

shows. However, in many cases the assumption seems to remai.ri that 

once the proper orientation is discovered, it will be appropriate 

for all students. Research comparing various orientation options is 

directed at identifyi_ng the Jest one presented according to tho 

criteria defined. Ho resea!'ch could be found that identified the 

students enrolling in the orientation courses as a variable in an 

effort to learn which students gain the most froo which form of 

orientation. Research of this type is needed. 

Orientation Programs for the Adult Student 

Most orientation cours:is have been directed, either explicitly 

through their stated goals er implicitly through their activities, 

toward younger students. A ::iumber of orientation programs have, as 

one of their goals, to as3i3t students in their transition from high 

school to college. Orientation programs which are based on all fresh-

men living in freshman dornitories (Coobs, 1970) or which include 
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activities like a torchlight Jara.de through the do,-mto,-m streets a."1.d 

wearing freshman beanies (0 1:Ja.nion, 1971) are definitely not recogni-

zing that the needs of adult students may be different from those 

of younger students. The following programs have been developed by 

four-year colleges and commu."1.ity colleges to meet the needs of 

returning adult students. 

Adults consistently mention a lack of study skills as one of 

their most pressing needs as returning students. Tr;on and Sy (1977) 

describe a study skills course developed for adults. The prograr:i 

developers recognized that althoug,.~ adult students are frequently 

far better motivated than yocL~ger students and have superior gen-

eralized backgrounds, these ~eturning adults also have much greater 

anxiety about the college pressures and feel inadequate in academic 

settings. The program was e-:aluated using the Survey of Study Habits 

and Attitudes as a pre anc:i posttest in addition to an end of progran 

questionnaire on the level o: arud..ety felt in the college setting. 

The students whose ages ranged from 23 to 66 had improved their 

study habits over the period ::if the course and also e::...yerienced less 

anxiety at the end of the course. 

Hany colleges have developed personal growth courses specifically 

for adults. "Perspectives for Hen" was developed as a course to 

deal with the special concerns and high stress situations of r:1en as 

identified in a prelicinary survey. The course covered topics such 

as divorce, loss of job, rel~tionship with their children, end having 

too many roles to fill. Re::::~onses on the evaluation iI1dicated that 

the course was particularly !'clevant to the r.1en because it dealt with 
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the needs associated with i;tere they were in their lives at that 

time (Kirkman, 1977/78). Hoorpark Community College offered a package 

of two courses for women reti.;.rning to college: 11Rap Focus-Homen I s 

Re-entry" and "Career Develo~ment-Homen I s Re-entrsJ • 11 These courses 

were provided as part of the college 1 s freshman orientation offering 

(~lliot & Mantz, 1976). HcCc1nnon (1974) reported on an orientation 

for adult evening stuo.ents designed to increase the students' self-

knowledge and facilitate their adjustr:ient to school. A comparison 

of the experimental. group with a control group of adults who did not 

experience any orientation indicated no significant difference in 

self-concept, attitude towar=; the college, re-enrollnent rate, or 

educational goals. There was a significant difference in grade point 

averages for the semester of the study. 

Rice and Goering (1977) describe 11Career Planning and Decision 

Haking for Adults, 11 a college course offered for women. Topics 

included values clarification, decision making, life goal planning 

and time management, and specific infor:nation about jobs, volunteer 

work, and how to enter th0r:1. The presentation nethods ranged from 

mini-lectures to role models. ~;;valuation was based on a questionI1aire 

at the end of the progran anc: a follow-up questionnaire ten months 

later for the first group ani six months later for the second group. 

Results indicated that the ur.animously positive attitudes persisted 

through to the follo-w-up and that the participa.."lts did experience a 

behavior change attributed tc new skills lea_T'!led fror:i the program. 

University of South Flcrida ra..'1 a series cf ·.,orkshops directed 

to adults returning to coll,::;:;c. Workshops included 11ReFccus 2eminar, n 
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an annual workshop to provi ::.e educational a.'1d college inforr:w.tion; 

"It's !lever Too Late," covering the educational opportunities for 

women; "The Adult as a Toto.::._ Student, 11 co-sponsored Bll.'1ually with the 

commuili ty college system; a.nd 11Ne1.-1 Careers at Hid-Life," based on 

speakers and activity ',10rk:::::ops (Leavengood, 1977). 

Montgomery College ha:; recognized the diversity among adult 

students and offers a set cf' orientation courses designed to assist 

the adult students in thei:· developmental "learr.i..'1g 11 tasks. Their 

courses include "How to Stu}y, 11 "Human Potential Seminar, 11 "Career 

Development," "Emerging ·,,Jon?.n, 11 a.'1d "College Surviva.1 11 (3limline e: 
Klimek, 1977). 

Gleazer ( 1978) provic~·.0d an excellent mews for colleges to 

follow the leadership of :-:e,:1tgomer; College in his article "~~ducation 

for Teachable ~foments." Hi.J article for::ns the link between develop-

oental stages for adults as described by :-:;heehy and the educational 

goals of the commur...ity coll2ge. Gleazer includes in his article a 

chart developed by Vi via.ri ?,0gers McCoy: 11 Adult Life Cycle Task::/ 

Adult Continuing f'.ducatio:i. ?rogram Resp::mse. 11 ( .3ee Table 1.) As 

its name suggests the chart provides for each developmental stage 

the associated tasks, po~sijle program responses to each of the 

tasks, and the outcomes sought i..'1 each program response. The 

suggested progr~~ responses include workshops and courses ~hich 

could be provided as part o=.' a counseling progrw, R.S credit courses, 

or as community service co1.2ses. 

Conclusions 

Just as adults have ,:;::..fferent needs than younger students, 



Developmental 
Sta e 

Cntch-JO 

Ages 29-31+ 

Midlife 

Exrunination 

Ages 35-11-3 

Table 1 

Adult Life Cycle Tasks/Adult Continuing Education Progrrun Rcnponse 

Tasks Program Response Outcomes Sought 

1. Search for personal values. 1. Values clarification. 1. Examined and owned 
values. 

2. Heappraise relationships. 

3. Progress in career. 

4. Problem solve. 

1. Search for meaning. 

2. Reassess marriage. 
3. Re-examine irork. 

/,. Adjust to single life. 

5. Reassess personal prior-
i ties and values. 

2. Marriage counseling and 
communication workshops; 
human rolntions groups; 
creative divorce work-
shops. 

2. Authentic personal 
relationships. 

3. Career advancement train- J. 
ing, job redesign work-
shops. 

Career satisfaction, 
economic reward, a sense 
of competence and 
achievement. 

4. Creative problem solving 
workshops. 

1. Search for meaning 
workshops. 

2. Marriage workshops. 
3. Mid-career workshops. 

/1-• Living a..lone, divorce 
workshops. 

5. Value clarification; 
goal setting workshops. 

(Vivian Ilogers McCoy in 

4. Successful problem 
solving. 

1. Coping with existential 
anxiety. 

2. Satisfying marriages. 
3. Appropriate career 

decisions. 
L1-• Fulfilled single state. 

5. Autonomous behavior 

Gleazer, 1978, p. 14-15) 
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some adults have different needs than other adults. Colleges should 

remember that adults may be from a number of different developmental 

stages, each stage heving its own tasks. Colleges are now offering 

programs relating to both th8 information needs and the personal 

growth needs of adults. Further research needs to be done on the 

relevance of some of these programs for the adults and the appropri-

ateness of these programs for particular adults. 

Evalu:~tion of Orientation 

A variety of evaluaticr, means and criteria have been used in 

measuring the effect of oriehtation programs. The most co!Il!!lon oeth-

od is a questionnaire distri":Juted to the students at the end of the 

program or mailed shortly thereafter (Abraham, 1975; :Setters-Reed, 

Bryan, & Dittmar, 1974; Blir!iline & ~iew, 1975; Coles, 1975; Miller 

Ivey, 1967). Lopez (1974) u~ed the questionnaire format but gather-

ed more specific information by asking questions about each activity 

individually. A more subjec-:-,ive means of evaluation is to rely on 

informal feedback either frc~ participants or from others who cone 

in contact \.lith participants. McCoy (1973) reported on an evalu-

ation based on the feedback :rom college personnel about the pre-

paredness of freshmen for registration, assuming that better pre-

pared means better orientaticn. Packard (1967) used registration 

preparedness, as rated by rc 6istration advisors, in addition to 

other measures. 

A number of studies used an indirect evaluation method, fre-

quently in conj unction wi. th 2. questionnaire .:ma/ c r an objective test 

of knowledge gained. Kopecsk (1971) reported on a cooparison of t~;o 
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orientation groups on retention of the material, grade point aver-

age, and student withdrauaJ. rate. Gerber (1970) used these same 

three criteria plus a student preference questionnaire on which 

students indicated the orientation option they preferred. Rising 

(1967) in the orientation for engineer students used as the sole 

criterion the co~pletion of the degree program. Pappas (1967a, 

1967b) used only the grade ":)Oint average and the number of students 

using student personnel services in comparing three orientation 

groups. Packard (1967) used a locally constructed knowledge-reten-

tion test and an evaluation -:..nventory to evaluate a t-:,.,ro-day sUiill!ler 

program. Garnesk.i and Hei:::c_:-m (1967) compared those students 1.,;ho 

had completed the summer orientation program ;Tith those students 

who had requested the progrc:L"l but were not admitted using the 

crit.,ria of grade point aver3.ge, the number of semester hours earned, 

and the drop-out rate. Roth.uan and Leona.rd (1967) used the grade 

point average a..'1d the drop-c,1t rate in comparing the students in a 

neuly developed orientation :nodel with students Hho took no orien-

tation, but also compared p::-3 a..'1d posttest scores on the Allport, 

Vernon, Lindzey Study of Valaes. Chandler (1970) used grade point 

average, persistence L'1 coE,3ge or m.aj or, and participation i::1 

organized co-curricular activities. Mississippi Gulf Coast Junior 

College and Burlington Cou..-ii.ty College both used criterion-referenced 

tests on the content of ths :irientation program to evaluate thei:::-

programs (Fisher, 1975; Eo...7r.:.:ms, 1975). 

The third major gro~pi~g of evaluating or comparing methods 

involves standardized te::;ts 9.."'1.d inventories, + . . . + . somec-imes 2.n cof:1.oina..,ions 
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to cover several different objectives. The Morgan State College 

orientation that was intend:::d to prepare students in the communica-

tion skills for their frosh.::::an year '.-las evaluated using a standard-

ized study skills test anc reading test (Froe & Lee, 1956). The 

University of Utah in a program emphasizing small group contact used 

the College and University :::nvironment Scale as their main instru-

ment along with two locally developed tests (Foxley, 1969a, 1969b). 

Honkato State College used :hostrom I s Personal Orientation InventorsJ 

to measure the effect of their Sxperimental Studies Progra..~ orie~ta-

tion (VanderHilt & Klocke, !971). Haislip (1972) used the Institution-

al Self-Study Service Su..r-vey, College Form of the /.;nerican College 

Testing Program, Inc. as •,;e2.l as student grade point averages. He 

found no difference bet 1 .. reen those uho took orientation and those who 

did not. 

The most coI!lI!lon evaluQtion means is a student qucstion..~aire. 

The criteria on which the '.:l'C.estionnaires were based, however, were 

not included in any of the articles cited. Other frequent evaluation 

criteria arc grade point avsrage or some measure of future academic 

achievement, •.,i thdrawal rate, 2..-.1d content retention. 

Edwards ?srsonal Preference Schedule 

Personality assessr.ier.~, instruments are generally an attempt to 

measure some particular asycct of :personality thrcugh such meons as 

adjective checJr..lists or a c:-:.rnstionnaire identifying needs (:.:>uner &. 

Bohn, 1970). Super and 3obr" (1970) defined need as "a lack of some-

thing which, if it Here present, ,:ould contribute to the uell-being of 
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the organism" (p. 21). The ::dwards Personal Preference Schedule (.:PPS) 

measures needs in an objective manner designed to provide "greater 

reliability and to save time in administration and scoring" (Super 

& Bohn, 1970, p. 24). The =:FPS measures the individual I s reported 

needs on 15 scales. The scales have their origin in Murray's (1938) 

study of personality variables in which he identified 44 different 

variables: 20 manifest needs, 8 latent needs, 4 needs which referred 

to inner states, and 'i2 gener-al traits. Ed,,m.rds (1959) used 15 of the 

manifest needs as his scales. 

The 15 scales for which scores are obtained are achievement, 

affiliation, deference, order, exhibition, autonomy, intraception, 

succorance, dominance, abase~ent, nurturance, change, endurance, 

heterosexuality, and aggression. An additional score on consistency 

is obtained by comparing 15 sets of identical pa;i.rs (Edwards, 1959). 

Edwards' definitions for each of these scales as provided in The 

Zdwards Personal Preference Schedule Manual are included in Appendix A. 

Items from each of the fifteen scales were paired twice with 

each of the other fourteen scales in forced-choice items. For each of 

the 225 items, the subject is directed to choose the statement that 

is more characteristic of hi::i/her self (Edwards, 1959). ~dwards 

paired items of equal social desirability as rated on a social desira-

bility scale developed by :=c:.!ards and Thurstone in order to control 

for the effect of a subject choosing socitlly desirable items. 

Normative Population 

Edwards reports two sets of norms: college men and women and 

adult men and women. The college sample included 749 women and 760 
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men enrolled as day or evening students in liberal arts classes at a 

variety of colleges and universities. The ages ranged from 15 to 59 

with 84% of the total sample :.u1der the age of 25 fu'1d 91.,.% of the 

sample under the age of 30. Significant differences between the 

means for men and wooen were found on 12 of the 15 scales. :-!en had 

significantly higher means ths.n ·women on achievement, autonomy, 

dominance, heterosexuality, &..'1d aggression. ~Jo men had significantly 

higher means than men on cief=:rence, affiliation, intraception, 

succorance, abasement, nurturance, a..'1d change. T:'1e adult sample 

included 4031 :nen and 4932. •,;:;men from 48 states ·.Jho ·.-rere members of 

a consumer purchase panel us2d for market surveys. No ages •,1ere 

reported for the adult sample. ~~dwards fou.11d significruit differences 

between the means and stm1dard deviations of the college group a_r1d 

those of the adult group. [ifferences of weans ranged from as little 

as .04 to as much as 6.45 on a raw score scale of Oto 28. The most 

pronounced changes were orde::.·, means for adult raen a..'1d ;;omen were 

4.45 and 5.35 points higher -':han the college sample; endura..'1ce, 

means for adult men and womer. ·.,ere 4. 31 and 3. 87 points higher than 

the college srunple; and heterosexuality, means for adult r:ien and 

women were 6.45 and 6.22 poir.ts lover than the college s:1,11ple. In 

all cases the differences bs~~i.-:een sex groups were i1;. the sar.ie direc-

tion for both samples. 

Kinnick and Nelsor.. ( ·:?70) reported on a st--..idy in which the 

ZPPS was ar:ministered to 10~ of the undergraduate population of 

Colorado State College (1,820 students) a.rid lo cal r..or:ns i.-;ere e stab-

lished. These norms differe:l sig:-iificantly from the reported ~~PPS 
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norms of 8 of the 15 variable3 for men and 6 of the 15 for 1.mmen. They 

suggest a need to establish r:·31.J norms in view of :najor shifts in the 

American cul tu.re and the col::c_ 3ge student population since 1954 '.,hen 

the E:PPS was first publisheC::.. 

Reliability 

The ~dwards Personnl ?reference Schedule 1,Ia_'lual (2d 1,mrds, 1959' 

reported a split half reliability measure of internal consistency for 

each of the scales w~th coc:~icients ranging from .60 to .87, as 

well as a one week test-retest reliability for each scale, with coef-

ficients ranging froCT .74 to .38. ( " m'l ~) wee 1ao e ~. '.Jaters (1968) 

provided the results of a se':en 1,1eek test-retest reliability study 

of the EPPS. His reliabEH:r coefficients ranged from .37 to .67. 

He cautioned, however, that t::e testing wo.s done at the beginning 

and seven weeks into an intensive pre-flight training for naval 

flight candidates, and the nature of the training may have affected 

the scores. A 15 month test-retest reliability vith coefficients 

ranging from .41 to .73 was reported from a study using nursing 

students. The authors noted, however, that the score changes may 

have been as much a measu:'e :f subject change as of the reliability 

of the instrument ( Caputo, I' sathas, &. Flap~, 1966). 

Validity 

The most serious ~u2stion raised about the :::PPS concerns the 

validity of the instrur:1ent. :=dwards ( 1959) included a section in 

the manual about valid::. ty ir. uhich he discussed the possibilities of 

establishing validity throw;~ correlati-J!l with self-ratings, ratings 

by peers, or other instru.me~~s ~easuring the same constructs. ~c 
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Table 2 

Reported Reliability Coefficients for the 

Edwards Personal Preference Schedule 

Edvards Waters 
Edwards ( 1959) ( 1968) 
( 1959) 1 week 7 week 

SPPS Split-half Test-retest Test-retest 
Scale N=1509 N=89 N=148 

Achievement .74 .74 .53 

Deference .60 .78 .47 

Order .74 .87 • 57 

Exhibition .61 .74 • 53 

Autonomy .76 .33 .64 

Affiliation .70 .77 .37 

Intraception .79 .86 .67 

Succorance .76 .78 • 51 

Dominance .81 .87 .56 

Abasement .84 .88 .67 

Hurturance .78 .79 .61 

Change .79 .83 .58 

Endurance .81 .86 .62 

Heterosexuality .87 .85 .62 

Ag~ession .S4 .78 .60 

Caputo et al. 
( 1966) 

15 month 
Test-retest 

N=52 

.47 

.45 

• 59 

.60 

.65 

.64 

.41 

.46 

.60 

.59 

.65 

.73 

.61 

.45 

• 50 
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does not, however, provide an:.-substantial evidence of validity 

withi."l the section. Heilbrun. (1972) and HcKee (1972) both indicated 

that insufficient indication cf validity has been given for the :::XPS. 

Jones (1974) attempted to correlate scales from the =PPS and the 

Minnesota Multiphasic Person22ity Lrlventory with Carkhuff' s scales of 

empathetic understanding, ge:r:.uineness, and respect. There uere no 

significant correlations. 3o'J.chard. ( 1968) and Poe ( 1969) both tested 

the validity of the ZPPS usir:g the multitrait-multimethod :natrix 

proposed by Campbell and Fis1ce and reported good convergent and 

discriminant validity. 

A number of authors have attempted to validate certain scales 

of the EPPS by correlating tte scores with some other rating of a 

characteristic. Izard (1960) correlated the autononrJ, dominance, 

deference, and abasement sca:.es with a criterion of resista'1ce to 

change. For men abasement 2r.d deference were significantly correlated 

with the criterion, but for :romen there was no significant correlation. 

Coody and Hinely (1967) conpa~ed the ::::PPS scores for student teachers 

who had been rated as either iominating or submissive. They found 

that the dominating group scc~ed significantly higher on aggression, 

autonomy, and dominance; and the submissive group scored significa..'1tl;y 

higher on abasement and succora.'1ce. They concluded that the :::PPS , .. ;as 

a valid tool for identifying these personality traits. Coody and 

Hinely also suremarized a stuc.y by Bernadin demonstrating the validity 

of the autonomy and deference scales for measuring dependence, a 

study by Gisvold sho"'ing a :::ignificant correlation between the autonor:iy 

scale and conformity behavic r; and a study by Zuck err.ion that reported 
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a significant positive relationship between rebelliousness and the 

EPPS scales aggression, autonomy, and dominance and a significant 

negative relationship between rebelliousness and the EPPS scales 

abasement, deference, and succorance. 

Research Usage 

Considerable research h~s been directed toward the use of the 

EPPS as a prediction and/or selection instrument particularly in 

college settings. Bachman (:964) attempted to use the achievement 

scale of the EPPS as a supplement to Scholastic Aptitude Test scores 

to predict over or under achievement. He concluded that the :=FPS 

scale does not aid in the prediction of achievement. Horgan (1975) 

attempted a similar study using the achievement scale and the ,\mer-

ican College Test (ACT) to predict over and under achievers. The 

achievement scale did not increase the predictive ability of the 

ACT. Lunneborg and Lunneborc (1966) tried to predict grade point 

averages from the EPPS but fc,und no predictive ability. Belcastro 

(1975) used the EPPS along '1-i:..th the Strong Vocational Interest Blank 

to predict completion of a secondary teacher education program. He 

found that the two instruments along with grade point averages pre-

dicted completion with 78% ascuracy for males and 66% accuracy for 

females. 

Other researchers have employed the :sFPS to distinguish between 

groups separated by some othsr criterion. Zaccaria and. Creaser (1970) 

used the EPPS to distinguish between those students who sought 

counseling and those who die not. They found no difference for 

women but a lower endurance c:core for men 1,.;ho sought vocaticnnl/ 
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occupational counseli.11.g. FJol (1965) found that students for whom 

couJ1seling was effective scored higher on the .:::PPS succorancc and 

autonomy scales and lo·.,rer o:;-_ the endurance and intraception sea.Les 

than those students for ·.mer:: counseling •,;as not effective. '.!igent 

(1974) used the EPPS to :ii:'::'erentiate between cor:munity college 

students who reported high, average, a.i.'1d low career choice certaini i 

The results indicated that ::,tudents who scored high on affiliation 

tended to be more uncer-'.:.ain. of career choice a.'"lcl uomen ·,.;ho scored 

high on succorance tended t;:;, be more :.mcertain. There uas no signif-

icant difference among othe::.· variables. 

An important consider~tion in using the ::::PPS in research is the 

interdependence of the sce2.::is. Because each i ter.:i is a forced choice 

between two scales, the res:.iondent :1.Jl choosing w-ill raise one scale 

a.11.d lower another. T'nerefoi·e it is impossible for a person to shou 

all needs as high or a.l.:i_ :;-,ec,ds as lo'..J. This ipsati7e effect results 

in scores that show tne 11re:ative strengtn of competing needs within 

the person" (Barrer.., 1959, ~'• 1-:5). The 2PPS scoJ.es are negatively 

correlated with each other c:-,t least :partially as a result of the 

ipsative construction. Eoc~use the ~PPS violates some of the condi-

tions that are assumed 'cy ::w .. 11.y typical statistical procedures, the 

user must consider the i9s2:~ive effect on correlations bet'.-reen the 

:::PPS and some other variQtlc (c-,,~7 ford, 1954; Hicks, 1970). Scott 

(1968) compared the publi3'.13d ipsative ?PS .Ji.th a modified, si..'1.gle-

stimulus form that eliminat,.Jd the ipsative effect. He found that 

the validity did not seeCT to be effected by the change, o..'1d that the 

forced-choice :.:?PS Has ::1orc reliable. ;-ie did not, hoI1ever, attenpt 
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to correlate the two forms 1,;::. th some other variable. 

An advantage of the ::::?PS is its emphasis on non-clinical 

terminology, particularly in scale names. A personality inventory 

which provides scores on II S"'J.ch clinical and psychiatric syndromes 

as schizophrenia, paranoia, 'Jr hysteria 11 (:~dwards, 1959, p. 6) may 

create problems when used in an educationaJ. setting ',Jhere scores 

are routinely returned to st~dents. The 2PPS scale names emphasize 

non-clinicaJ. needs. :::nphasi.3 throughout the developnent 2nd nor::iing 

of the EPPS has been on use '.;ith 11norr:iaJ. 11 individuals (:::d·,Ja:rds, 1959) • 

.2:duards recommended t~1e =:FPS for use in stimulating ciscussio!l 

within counseling settings c.c1d for research purposes with normal 

subjects. Barron (1959) has reported on the wide spread use of the 

:=PPS in both areas. Kinnie~,;: and Nelson (1970) referred to the :..::.PPS 

as a successful counseling t.Jol an.d called particular attention to 

its use in college settings. :Jigent (1974) reported en the =PPS 

as an appropriate tool L"1 co::muni ty college settings. 

Conclusions 

The ::::PPS is a widely i;.sed counseling a.i.'1d research tool that 

provides scores on 15 personality needs. T'ne :=FPS :i.as adequate 

reliability for research pu.c"';)oses, and studies have sho,m sufficient 

validity of the scales, though more :-esearch on validity is needed. 

Tne scores on the 15 scaJ.as ~re inter-related because of tho forced-

choice const:-uction of the -:;,3st. T'nis i:;,sative effect ca..'1 oe 
minimized by including fe·.;e:::-than all the scales in the statisticaJ. 

procedure. 

~PPS scores are r:ieasur,~3 of the individua.1 1 s need at tr..e r:ioment 
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of the inventory. For tho pu.rposes of this study, the scores are 

relevant as an indication of the student's needs at the time of 

re-entry into college. Tnis study will employ only the raw scores, 

and therefore the possibili t:r of out-dated norms is not a relevaJ1t 

concern. 

Chapter Sumrn.ar;r 

Authors agree that gro,,rth and development are lifelong processes 

and that adults, therefore, 80ntinue to eArperience developmental cycles. 

Those cycles and their associated developmental tasks are one of the 

sources of the differences between adult students a..11.d younger students 

who are involved in a ver'J c.::.ffcrent developmental stage uith differ-

ent tasks. Other major diffErences result from the greatly enriched 

background of the adults and the unique adult experience of returni..11.g 

to school rather than contin~;.ing i..11. school. 

Orientation programs hci.'e evolved into c.ual purpose ef.:orts 

seeking to provide students ~rith the infornation and skills that 

make the college's job easier (regulations, library skills, etc.) and 

the skills and explorations associated with the students' needs (study 

skills, values clarification, etc.) Colleges have attempted to meet 

these objectives with a vari9ty of programs ranging from one day 

information workshops to yea=-long required courses. Some colleges 

have prescribed a single o!'::.antation course f0r all students while 

others have developed a vari,:ty of courses so that students can select 

the course most appropriate to ~eet their needs. 

Host colleges that have attempted to serve the particular needs 

of adult students have done so through special courses, uorkshops, or 



non-credit progra'Ils. These ccurses and programs frequently focus 

on either the skills and :L'1.forciation that will ease the adult's 

re-entry or the personal concerns associated with the fears and con-

flicts caused °b'J the entry into a college environnent. 

Research associated uitn the adult programs has been r:J.ainly 

descriptive and tends to be r:J.'.)re of a "here's what we tried" nature. 

Most studies have not includec: adequate follow-up or evaluation. 

No research could be found ~-rh::.ch considered a means of predicting 

the appropriateness of different forms of orientation for different 

adults. 



CHAPT:C:R 3 

METHODOLOGY 

This chapter provides a summary of the procedures followed i.1'1 

the study. A description is given of the population, the sample, 

and the orientation sections offered which formed the treatment. The 

instruments used to gather da~a are described along with the ffianner 

in which they were used. The final section summarizes the methods 

used in the analysis of the data. 

'.:reneral Design 

Five orientation sections offered at the Loudoun Campus of 

Northern Virginia Community College (NVCC) were studied to determine 

their relevance for adult stu~ents. Tho sections were classified as 

either inforrnation-giving/ski~l-building courses or personal growth 

courses. College Survival, Self-Instructional Orientation, and 

Information and Planning ·,iork.:;hop for LY1terior Design Students were 

the information-giving/skill-ciuilding sections. Orientation for 

Women Returning to School ar.d Orientation for Second Career Adults 

were the personal growth sections. Students selected ',rhichever orien-

tation section they desired. All students in the classes who were age 

25 or older participated in the study. Adult students in four orien-

tation sections at the Annaniale Campus of NVCC formed a control group. 

During the first week of the quarter all students in the exper-

imental group completed the ::Juards Personal ?reference Schedule C~PPS) 

and a questionnaire for bad:grou..'1d information. At the end of each 

54 
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course, students completed a questionnaire on the relevance of the 

course to their particular ::-.:,eds. Snrollment data were checked for 

the winter and spring quarters to determine if those students in the 

experimental group continuec as students at the college. Students 

who had not continued were telephoned as a follow-up procedure. A 

comparison was made of the self-reported relevance of the experiment, 

group and of the control gr-Jup. The retention rates for e:xperimentaJ. 

group students reporting hi 6~ relevance vs. those reporting low rele-

vance were compared. The relationships between personality charac-

teristics and self-reported relevance for students in information/ 

skill courses and personal growth courses were analyzed. 

Hypotheses 

The hypotheses of this study were based on the needs and charac-

teristics of adult students as summarized in Chapter 2. Adult stu-

dents' needs are different from those of younger students, 311d the 

needs of all adult students are not the same. It should be true 

then that adult students who are allowed to choose the most appro-

priate orientation course f:JY-their particular needs from among 

several courses directed to ":;he needs of adult students ',rill find 

their orientation course mor3 relevant tha.'1 students 1,;ho are not 

given a choice. Further::iore, students who consider the course very 

relevant may have a higher retention rate in subsequent quarters than 

students who did not find their orientation relevant. 

Relevance was defined in a ver.J individual manner. A course 

was relevant for a student i: that student perceived the course 

content as personally meaningful and appropriate. The relevance of 
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a course, in other words, was related to how completely it fulfilled 

the needs of the student at tae time the student enrolled. A person-

ality inventory that measure3 needs was administered to investigate 

the relationship between per;:,onality variables in the form of needs 

and the relevance of the orientation courses. 

Hyoothesis One 

H1: Adult students who are free to choose their own orientation 

option will rate their orientation course as more relevant than adult 

students Hho are not free to choose their ovm orientation option. 

Hyoothesis Two 

H2: Students who rate ti1eir orientation course as ver'J relevant 

will have a higher retention rate than students who rate their course 

as low in relevance. 

H2a: Information-giving/skill-building students who rate their 

orientation course as very r~levant will have a higher retention rate 

than those information-gi-v"i.nE-/skill-building students who rate their 

course as low in relevance. 

H2b: Personal gro-...rth st~dents who rate their orientation course 

as very relevant will haves. higher retention rate than those per-

sonal growth students who r::1::.e their course as lo"I.J in relevance. 

Hyoothesis Three 

H3a: Using relevance as the criterion, it will be possible to 

develop a statistically sigr..:.:..ficant prediction equation for i,.riforma-

tion-giving/skill-building students given selected ::::PPS variables. 

H3b: Using relevar.ce as the criterion, it will be possible to 

develop a statistically sigr..ificant prediction equation for personal 



57 

groi..rth students given selected EPPS variables. 

Pooulation 

This study was carried ou:, at Northern Virginia Community College. 

NVCC serves the counties of Arlington, Fairfax, Loudo1.m, and Prince 

William and the cities of Alexandria, Falls Church, Fairfax, Hanassas, 

and Manassas Park. The total area population is over one million. 

The jurisdiction is a part of the Washington, D. C. metropolitan 

area which has the highest per person income of any metropolitan area 

in the U. s. (The Way Cities Rate, 1978). 

NVCC is a part of the Virginia Community College System. The 

college includes five separate campuses with fall, 1978 enrollments 

ranging from 2,489 students to 11,709 students and the Extended 

Learning Institute, a non-ca1:1~ms based instructional program which 

offers courses .through corres:pondence, television, and radio. The 

total student enrollment for ::.,all quarter, 1973 was 31,327. .All 

five campuses draw predominately from surburban settings. ~ach 

campus of the college offers EJ.l the courses required for the Associ-

ate in Arts and Associate in Jcience transfer degrees. In addition 

each campus offers some common occupational/technical curricula that 

are available at evecy campus and some specialized curricula which 

are available at only one or two campuses. 

Students from two campuses were included in the study. Loudou.~, 

the second smallest campus i,.ri~h a fall, 1978 enrollment of 3,074, was 

included because it provides 2 variety of orientation options from 

which students may choose. ,:,rm.andale, the largest campus with a 

fall, 1978 enrollment of 11,709, was included because it offers a 
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single format orientation program. The students included from 

Annandale Campus formed the c:Jntrol group. Both campuses draw from 

similar geographic pools and :1ave comparable student populations. 

The average age of students at Loudoun Campus is JO years. Over 

half of the students are 25 or older. Sixty-six percent of the 

students are women, and 31+% are men. Host students at Loudoun 

Campus are attending part-time. Only 22% are enrolled as full-time 

students. Seventy-two percen-':. of the students have not officially 

enrolled in a degree progra.r:i. Thirty-ni.."1.e percent attend classes 

only during the day, 38~~ attend only evenings and weekends, and 23% 

attend both tines. 

The average age of students at the Annandale Campus is 27. 

Fifty-five percent of the st~Jents are wonen and 45% are men. Only 

3.3% are enrolled as full-ti~e students. Forty-eight percent attend 

classes only during the da:r, 34% attend only evenings and weekends, 

and 18% attend both times. 

Orientation is a one creGit course that is required for all 

degree programs. Students are encouraged, but not required, to take 

the course during their first quarter at !NCC. I::ach campus structures 

orientation differently, but i...-i all cases the course is taught by a 

counselor and is scheduled for a total of ten class hours. 2elf-

instructional courses are co-ordinated by a counselor and designed to 

require ten hours to complete. 

Loudoun Campus has h.:1d a continually evolving orientation 

program. The campus orig~nally offered a standard format course that 

focused on information about the college and the campus. This devel-
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oped into a single format course which emphasized both college infor-

mation and personal growth. 3ince 1975, the campus has been offering, 

through different overall str~ctures, a variety of orientation sec-

tions from which students could self-select the section most appro-

priate for their needs. In the 1977-78 academic year, 10 different 

orientation options were offered in addition to the Extended Learning 

Institute's correspondence course. (See Table 3 for a summary of 

sections offered during the 1977-78 academic year.) Some sections 

were offered only one quarter during the year and others were offered 

several quarters. No section was offered more than one time in any 

given quarter. Enrollment in the sections ranged from 2 to 129 

with the median enrollment being 14. Four of the sections were 

repeated fall, 1978, and were in.eluded in this study as part of the 

experimental trea±ment. 

Orientation at .&nnandale Campus is based on the philosophy that 

all new students have similar needs regardless of age, educational 

or work eA-perience, etc. All orientation sections offered at 

Annandale Campus follow a prescribed format with identical course 

requirements. 

Sample 

During Fall Quarter, 1978, 12 different orientation sections 

were offered at the Loudoun Campus. (See Table 4.) 3xcept for two 

sections which were specificilly designated for students in certain 

classes, any student could register for any orientation section. 

Students were also able to take orientation at any of the four other 

campuses or as a correspondence course from the 3xtended Learning 
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Table 3 

Enrollment for Loudoun Cc.mpus Orientation Offerings for 1977-78 

Quarter Offered 

Course Title Fall 1.-Jinter Spring Summer 

Self-Instructional Orientation a 129 44 17 19 

College Survival a 14b 13b C 

Homen Retu_TTI.ing to School a 14b 

Planning ~forkshoP for Interior 
16b a-Design Students 

Efficient Reading 31 11 1 A 
I I 11 

Micro counseling 9b C C 

Experiences Through Volunteering 6 2 

Survey of Career Options 22b 

Career 2xplorations 16b 

Planning Workshop for Horticulture 
Students 12 

~ndicates orientation s,Jctions which were repeated Fall, 1978, 
and included in this study. 

b Course was filled and closed to further enrollment. 

cCourse was cancelled dc:e to insufficient enrollment. 
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Table 4 

Enrollment for Loudoun Car::cus Orientation Offerings for Fall, 1978 

Course Title Enrollment 

Self-Instructional Orientaticna 

College Survivala 

Planning Horkshop for Interior Design Studentsa 

Orientation for Homen Returning to Schoola 

Orientation for Second Career Adultsa,d 

Planning '.Jorkshop for Horticulture Students 

Planning Workshop for Secrets.rial Science Studentsd 

Micro counseling 

Career Sxploration 

Orientation fgr Students in Verbal Studies Lab 
(ENGL 01-021) 

Orientation fgr Students in 2ead.ing Improvement 
(ENGL 08-011) 

Efficient Reading 

73 

13°(8/25/78) 
')LC ,__ .. 

15 

10 

12b(9/6/78) 

15b(9/11/78) 

J 

4 

aindicates sections included in this study. 
b Course was filled a.."1::l. closed to further enrollment ( dat0 

course closed). 

cCourse was closed 9/11/78 but re-opened 9/21/78. 

'½{ew orientation offeri:r.g. 
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Institute. Enrollment in t~e sections varied from 3 to 73. The 

median enrollment was 14. 

Students registered for ~hichever orientation course they 

desired during the Fall ~ua~ter registration period from August 21 

through October J. A brief :iescription of each section was included 

in the schedule of classes './:rich was bulk mailed to all northern 

Virginia residents. Hore co:nplete descriptions were included i__-r1 an 

orientation hand-out for irlterested students available at information 

locations on ca~pus. It is possible that as some sections filled 

and were closed to further enrollment, students registered for their 

second or third choice orie,,tation. Ti.JO students b.dicated on their 

demographic questionnaire tl1at they were not in their first choice 

class. 

fJ.l students who were aged 25 or older 2nd registered for 

Orientation for Women Returning to School, College Survival, Orienta-

tion for Second Career Adul-:;s, and Information and Pla.11..'1ing :lorkshop 

for Interior Design Student::: were automatically a part of the exper-

imental group. Students i...n the Self-Instructional Orientation who 

uere aged 25 or older received a special i...nstructional packet for 

their orientation explaini:r,g that a study 1•:as being done concerning 

adult students and encouraging them to take part. The instructions 

indicated that if they id.shed. to take part they needed to complete 

the initial steps duri.'1g the first •..Jeek of classes. 

A total of 43 adult stu,•.ents ',rere included i...'1 the experimental. 

group. (See Table 5.) The mean age of the students in the grour 

,.;as 34. 8. Sixteen :percent :f the students ,.;ere nalc and 34% ·,;ere 



Table 5 

Distribution of Sample by Course, Age, and Sex 

Experimental Group 

Information-giving/Skill-building Personal Growth 

Int. Des. Self-Instr. Coll. Surv. Women Ret. 2nd Career Control Group 

Age M F Tot M F Tot M F Tot M F Tot M F Tot M F Tot 

25 - 29 1 1 2 2 1 1 3 3 1 1 2 8 7 15 

30 - J/t 6 6 1 1 2 6 6 2 2 4 1 6 7 

35 - 39 1 1 2 2 4 4 1 1 3 9 12 

40 - M+ 2 2 2 1 J 

45 - 49 2 2 1 1 1 1 3 3 

50 - 54 1 1 1 2 J 

55 and over 1 1 

'l'otal 14 14 ·1 3 4 3 J 14 14 3 5 8 15 28 43 



female. Twenty-six percent of the students were currently employed 

full-time; 14% were employed part-time; 11% were in current volu.l'lteer 

work; and 47% were not currently er:rployed. Hinety-three percent of 

the total, however, had some ,,.;ork experience. Most of the students, 

79%, were enrolled part-time ~'1d only 21% were full-time. 

A total of 25 orientation sections were offered fall, 1978, at 

the Annandale Campus. Four of these were selected for inclusion as 

a control group on relevance. 1Ul students in the classes completed 

the c;,uestionnaires, but only those students aged 25 or olde:::- uere 

included in the group. A totc:.l of 43 students were in the ccntr•ol 

group. Thirty-five percent oi' the students were male, and. 65% ' . .:ere 

female. ?orty-nine percent of the students were currently employed 

full-time; 21% were employed ~:J.rt-tioe; 9% 1,rere in current volunteer 

work; and 21% were not curren-;:,ly employed. Ninety-three percent of 

the total had some work exper:_'3nce. Nost of the students, 72% ,,:ere 

enrolled pa.rt-til:le and only 2::~{ ·,.;ere full-time. 

Treatment 

Each orientation section included in the ex:perimental group 

was different in content and objectives; however, they could be 

grouped into two areas: ini'o:7.:lation-giving/skill-building sections 

a."'1d personal grm-;th sections. The tl:1ree information/ skill courses 

were Information and Planning Jorkshop for Interior uesign Students, 

Self-Instructional Orientatior.., and College su...,··,rival. The hro per-

sonal growth sections irere Orientation for ~·!omen Returning to School 

and Orientation for Second Career Adults. All sections • .. ;ere offered 

during the regular fall 7..uar-'c,er of 1978, as the one credit orientation 



course required for completion of all degrees. ~ach orientation 

section included in the study will be described briefly. Course 

objectives for each section ~n the experimental group and major topics 

for the sections in the control group are provided in the appendices 

(E - J). 
Information and Planning Workshop for Interior Design Students 

This section was offerei specifically for students who had 

already decided upon the interior design curriculum or who were 

s.eriously contemplating such a decision and desired more information 

about the curriculum a.~d the career field. Interior design students 

were not required to take this section and were free to enroll in 

any orientation section they chose. The section was co-taught by 

the author and the program head for interior design. It met one 

afternoon each week for the first five weeks of the quarter. Twenty-

four students were enrolled ~n the course. Course objectives are 

provided in Appendix E. 

College Survival 

This section met one night a week for the first six weeks of 

the quarter. The course was instructor-centered with an emphasis on 

information giving and skill teaching. Time was allowed each evening, 

howver, for students to share those individual techniques which they 

had found workable or infomation that particularly helped them in 

relation to that evening's topic. Thirteen students were registered 

for the class. Course objectives are provided in Appendix F. 

Self-Instructional Orientation 

This section did not nave any regularly scheduled class meetings. 
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Students met with the instructor at any one of three introductorJ 

meetings during the first week of classes or individually if none of 

the three times was • j_ convenien ve At the introductory meeting an in-

structional packet was given to each student; a brief overvieH of the 

course, its requiret1ents, 2nd the relevant due dates uere given; a...11d 

students were able to ask any questions they had about the course. 

No content instruction was g:'..ven at the meetings. The course had 

six required activities that 1 • .;ere of an infornation nature. One 

activity required that students meet with a counselor. Students 

-were free to choose any coTu>J.selor for that activity. To raise their 

grades, students could complete one, two, or three optional activities. 

Optional activities were preiominantly skill building and in some 

cases information seeking activities such as: study skills project, 

vocabulary project, career information project, etc. All reports on 

optional activities and a fo::,n indicating completion of required 

activities were submitted to the author for review. Course objectives 

are provided in Appendix G. 

Orientation for '.fomen Return::..ng to School 

This orientation section was described in the schedule and in 

the orientation hand-out as r~rected specifically to the needs of 

adult -women who were retu..~i.::.g to school. Younger students, who were 

coming to the comDunity college immediately from their high school 

experience or very soon thereafter, ',;ere actively discouraged fron 

enrolling in the course. Tho:; section met one hour per ·.-reek for ten 

weeks. The course ,ras a discussion based, sharing oriented course 

with an enrollrnent of 16 uo::en. The instructor acted as a resource 
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and discussion facilitator rather than as an active provider of 

factual information and solutions. Uomen were encouraged to learn 

fron each other and to seek new solutions or perspectives together. 

Course objectives are proviced in Appendix II. 

Orientation for Second Cars·?r Aciul ts 

This course met one nigit a week for six weeks. The course 

was specifically design3.ted in the course schedule and i:r.. the orien-

tation hand-out as beiI1g fo:' adult students. Younger students · .. mre 

actively discouraged fro:c. enrolling. T:'1e course was structured much 

lfre the Orientation for 1.Jo::13n Returning to School, i.d th the instruc-

tor acting as a resource a.ni discussion facilitator. =ight students 

irere enrolled in the class. They were encouraged to work together 

to understand common probleo3 &~d achieve a resolution of conflicts 

using skills they had developed over their adult years. Course 

objectives are provided in A:.)pendix I. 

Control Groun 

These four classes were offered at the Annandale Campus. "::ach 

met for one hour a week for ten weeks. The classes had a large group 

presentation format that ,,.;as instructor centered. Two of the classes 

were taught by one counselo::- and the other two by a second counselor; 

however all four classes cov0red the same material and had the same 

course requirements. A loce' ly written text ·,ras used with all four 

classes. The main topics co7ered in the course are provided in 

Appendix J. 



63 

Data Gathering and Instrw:ientation 

Four types of data were used in this study: demographic infor-

mation, personality inventor;:r results, self-reported degree of rele-

vance of the orientation course, and follow-up data concerning student 

retention. 

During the first week of classes all students in the experi-

mental group completed the =:J,,1ards Personal Preference Schedule and 

a demographic questionnaire asking for background information. A 

copy of this questionnaire is included in Appendix B. 

The EPPS was chosen for several reasons. First it has been 

widely demonstrated as a valuable research and counseling tool. 

Second, the emphasis on the need element of the scores was particu-

larly appropriate for this study because the relevance of a particu-

lar orientation course woulc. be related to the needs of the individ-

ual. Finally, the :cPPS has · .. Ji.de usage with adult education re-entr.r 

programs in the northern Virginia area. A number of potential stu-

dents, therefore, may alreac.:.:.· have recent ~PS scores. By using the 

same instrument, the results of this study ~ri.11 have greater appli-

cability for these future students. 

The EPPS includes 15 sctles: achievement, affiliation, deference, 

order, exhibition, autonomy, intraception, succorance, dominance, a-

basement, nurturance, change, endurance, heterosexuality, and aggres-

sion. A description of each of these scales is included in Appendix 

A. Test-retest reliability coefficients for the 15 scales as reported 

by Edwards (1959) range .74 to .88. A number of studies have 

indicated that the EPPS has 3ufficient validity for selection purposes 
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particularly when used in conj1.mction with co,mseling. A more com-

plete discussion of the EPPS is included in Chapter 2. 

A brief group interpretation of the EPPS scores was included 

in the class time. Students were given the option of an additional 

individual appointment for a more complete interpretation. Only 

three students chose to make a follow-up appointment. 

During the last class meeting of each orientation section, the 

students completed an additional questionnaire which measured the 

degree of relevance of the orientation course to the individual 

student as reported by the student. The concept of relevance was 

limited to the appropriateness of the content for the student's 

current needs, interests, and situation as defined by the student. 

Items were written in a statement form following the criteria for 

attitude scale development given by Edwards (1957) and Likert (1967). 

Student response was given o~ a four point Likert scale. The 

questionnaire was field-tested and a split-half reliability of .96 

was computed. Individual items which were not consistent with the 

separation of high and low total scores or which were consistent 

but did not add to the discriminating ability of the instrument were 

discarded. The questionnair'3 was reviewed in its early stages and 

its final form by an educati:nal research and evaluation specialist. 

A copy of the relevance questionnaire is in Appendix c. 
The relevance c;_uestionnaire was also completed by adult 

students in four orientation sections offered at the Annandale Campus 

of llVCC to form a control grcup for comparison of relevancy responses. 

Use of the Annandale student3 as a control group provided a comparison 
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for the relevancy of orientation for students who were able to select 

an orientation option directly related to their needs vs. students in 

an orientation program that assumed that all students have similar 

needs and can best be seI"red 'a'; the srune course. 

At the beginning of the ',tinter quarter and the spring quarter, 

a check was made to deter:rri.ne if students in the experimental group 

had continued their enrollment at llVCC. Each student from any of 

the orientation courses 1-iho ::ad not continued enrollm.ent was con-

tacted by the author for an interview to determine the cause for 

withdrawal. Students were asked why they had withdrawn or not re-

enrolled. If the response ',,,;as anything other than a purely personal 

situation, they were also as~rnd what if anything the college could 

have done to help them remair: in school. Students were asked 

specifically if any additions or changes in the orientation course 

could have provided some support to stay in school. Finally, students 

were asked if they anticipated re-enrolling at some future date. A 

follow-up check was made on ·::.hose students • . .;ho had w:i.. thdra,m prior 

to or during the v.i..nter quarter to see if they had re-enrolled for 

the spring quarter. 

Data Analysis 

The analysis of the collected data was directed toward (a) 

comparing the degree of :relevance reported by the control group and 

by students iJJ. the experimen."c.al group, (b) comparL'1g the retention 

rates for the experimental g~oup students reporting high and low 

relevance for their orientation course, and (c) investigating the 

relationship between the ide:itified ZPPS personality variables with 
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the relevance of the two experimental subgroups. 

Background information ·,:as summarized in order to characterize 

the sample. Because the stusents selected their o"m orientation 

options, the sample could not be defined in adva.l'lce of the study 

other than as adults aged 25 and older enrolled in the orientation 

sections included in the st:.i.cy. 

The testing of the hypothesis re~uired a division between high 

relevance scores and low relevance scores. The relevance :::i_uestion-

naire had a possible point r:::nge of 16 to 64. A student answering 

each of the 16 questions ir. 2. negative fashion ( 1 = strongly dis-

agree and/or 2 = disagree) ,,.;::::,uld have scored between 16 and 32 in-

clusive (after converting fer negatively stated items). A student 

answering each o_uestion ir: a positive fashion (3 = agree and/or 4 = 

strongly agree) would have scored between 48 and 64 i...'1clusive •. It 

"ras originally thought that the low relevan.ce scores would be defined 

as those at 32 or below a.11d -:.he high relevance scores 1.:ould be those 

at 43 or above. T'nis division, however, would have included 24 

students in the high relevar.::::e group and only one student in th9 lo·.,; 

relevance group (with 18 stu:ients in the neutral group reporting 

33 to 47). Because such a lopsided division ,,.;as not practical for 

statistical comparison of 5r'Jups, an alternative method was derived. 

The mean score for the experimental group ·,.;as 49; the r:iedian was 48. 

These measures of central te~dency, therefore, fell at the point 

dividing those students repc:::-ting all positiYe responses (agree a.'1d 

strongly agree) from studen.t3 rer:orting some or all negative respor..ses. 

Therefore, the cut-off used ::.o separate high scores from low for this 
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study was 48, i.e., all scores of 48 and above were considered high 

scores and all scores of 47 and below were considered lm.; scores. 

The resulting distribution of scores was 24 in the high category and 

19 in the low category. 

To test hypothesis one (p. 56), the mean relevance score of 

students in the experimental group was compared to the mean relevanc 

score of students in the corctrol group using at-test for independent 

groups. 

To test hypothesis two (p. 56), the retention rates were deter-

mined for the experimental group as a ;;hole as well as for each of 

four subgroups: high and low relevance reporters for information/ 

skill and high and low relevance reporters for personal growth 

classes. Separate rates i-:ere conputed for the winter quarter, the 

spring quarter, and the acac.emic year. The retention rates for high • 
relevance reporters were co2pared to those of low relevance reporters 

for the total group as well as within each of the subgroups, using 

a chi square analysis. 

Hypothesis three (p. 56) involved the relationship of the '.::PPS 

personality variables with -:he reported relevance of the two subgroups 

of the experimental group. Factors which were significant determin-

ants of relevance for each subgroup were identified and weighted 

through multiple regression analysis. It should be noted that the 

low intercorrelations of ths :=FPS scales due to the ipsative con-

struction result in an apparent greater significance with multiple 

regression analysis. The .:::FPS scales appear statistically more 

independent than they actutlly are. 
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Because of the small sar.1ple size and because of the ipsative 

nature of the EPPS, it ,.ms necessar'J to limit the number of "SPPS 

variables to be included i..'1 the multiple regression procedure. A 

number of different procedures were used to identify the variables 

to be included. The review cf the literature, particularly that 

portion related to adult developmental stages and tasks suggested 

several ZPPS variables that night be appropriate predictors. As a 

second procedure, a zero order correlation matrix including all 15 

::zFPS variables and the relev311ce scores for all experimental group 

participants was constructed. The author derived a list of variables 

providing the highest correlation with the relevance scores and the 

lowest intercorrelation. Fi..'1ally a number of r:iul tiple regression 

tests with step-wise inclusbn were run for the information-givi...11g/ 

skill-puilding subgroup and for the personal growth subgroup. These 

trial regression analyses were done to identify the best possible 

prediction equation with the minimum number of variables. The 

variables suggested by the raultiple regression were generally consis-

tent with those suggested by the literature. The ITPS variables 

achievement, autonomy, deference, and succorance were identified as 

the EPPS predictors for the ~ultiple regression for information-giving/ 

skill-building students. ?he EPPS variables autonomy, change, def-

erence, nurtu.rance, a..-r1d order were identified as the =:FPS predictors 

for the multiple regression :or personal growth students. 

'..-;hapter Summary 

This study investigated the relevance of community college 

orientation for adult studer.:.s. The population and sample have been 
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described within this chapter. 

Students in the experi:::i·,mtal group self-selected thei:::- o,m 

orientation option from among the 12 sections offered. The five 

sections directed toward the needs of adult students were included 

in this group and could be described as either information-giving/ 

skill-building or personal grovth courses. lJ.l participating 

students completed the -:::PPS md a demographic questionnaire at the 

beginning of the course a.~d a questionnaire on the relevance of the 

course content at the end 01 the course. 

At-test was used to co:::ipare the reported relevance of the 

experimental group to the renorted relevance of a control group of 

adult students enrolled in s..'1 orientation program in which no 

special interest options ;;ero available. The retention rates for 

subsequent quarters for experimental group participants reporting 

high relevance and those r-a;orti...'lg low relevance :.;ere compared to 

study the relationship bet~cen relevance and retention. 

To provide a possible coans of prediction of relevance for 

future students, the relationship between EPPS personality variables 

and the level of relevance for each of the orientation categories 

was investigated usi...'lg multiple regression analysis. 

The results of the stuc.;;- are reported in Chapter 4. 



CHAPTER 4 

ABALYSIS OF THE DATA 

The purpose of this study has been to investigate the relevance 

of two forms of community college orientation for adult students. 

Five different orientation sections were classified as information-

giving/skill-building courses or as personal growth courses based on 

the course objectives. 

Adult students in each of the five courses, the experimental 

group, took part in the study by completing a demographic questionnaire 

and a personality inventory in the beginning of the course a.~d a 

questionnaire on the relevance of the course to their individual 

needs at the end of the courso. The responses of the participants, 

who had self-selected their O\J?l orientation course, were compared to 

the responses of the control group participants who were not given the 

opportunity to select an orientation section from among several options. 

Retention rates within the experimental group and within the 

experimental subgroups were compared between high relevance reporting 

students and low relevance reporting students. In addition, selected 

personality variables were investigated for possible relation with 

the relevance scores. Svidence of a relationship would allow for 

prediction of course relevance based on personality inventory results. 

All of the statistical aspects were completed using the Statistical 

Package for the Social Sciences (SPSS) (Nie, Hull, Jenkins, Steinbrenner, 

& Brent, 1975). Analysis of data was tested at the .05 level of 

75 



76 

significance as that was considered a sufficient level for research 

of this nature. The results of the study by hypothesis follow. 

Hypothesis One 

H1: Adult students who are free to choose their own orienta-

tion option will rate their orientation course as more rele-

vant than adult students who are not free to choose their 

own orientation option 

The adults in the experimental group chose their orientation 

sections from among 12 options (only five of those were included in 

the study). In order for the possibility of choice to have had a 

positive impact, students would need to have their first choice 

option available. Forty-one ~f the 43 participants indicated on 

the demographic questionnaire that they had been able to enroll in 

their first choice orientation course. Thirty-three of the 43 partici-

pants indicated that they chose their orientation course because of 

the course content and seven indicated that their choice was based 

on course structure (two indicated the convenient time of the course 

and one indicated "other"). 

The control group was composed of 43 adults enrolled in four 

orientation sections offered at the Annandale Campus of lNCC. All 

orientation sections at that campus have the same content and struc-

ture. Students therefore had essentially only a choice of different 

times. These students completed the same demographic and relevance 

questionnaires as the study participants. 

The relevance questionnaire was composed of 16 questions with the 
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response for each question ranging from ( one) "strongly disagree 11 to 

(four) "strongly agree." 'I'he possible score range therefore was 16 

to 64. The difference between the means (49.28 for the experimental 

group and 41.53 for the control group) was evaluated using a ,1-test 

for independent groups and ·..:as found to be significant at beyond the 

.05 level (.E, = .0005). (See Table 6 for the complete results.) 

This hypothesis was, therefcre, accepted. 

Hypothesis Two 

H2: Students ,.Jho rate their orientation course as very rel-

evant will have a higher retention rate than students who 

rate their course as lo\J in relevance. 

All experimental group rarticipants 'w'ere separated into two 

subgroups based on their relevance score. Students 'with a score 

of 413 to 64 were defined as studentG who rated their course as ver'J 

relevant and students withs. score of 16 to 47 were defined as stu-

dents who rated their course as low in relevance. (See Chapter 3 

for a more complete explanation of this division.) The retention 

rates for the high relevance reporters and the low relevance reporters 

were computed for the winter quarter, the spring quarter, and the 

academic year (retention through the winter and spring quarters). 

The independence of these two groups ,-ms tested using the Yate I s 

corrected chi square proced,:re. The strength of the relationship 

was tested using the 121:£ statistic which ranges from zero (no rela-

tionship) to one (perfect relationship). 

The winter, spring, and 1cademic year retention rates for all 

high releva.,~ce reporters were compared to the rates for all low 
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Table 6 

Comparison of Relevance Scores for Experimental and Control Groups 

Group N 1-:ean a 

Experimental Gr~up 43 l9.28 

Control Group 43 l1.53 

8Fossible range of 16 tc 64 

bone-tailed, directional test 

Standard 
Deviation 

8.5 

11.2 

t value 

J.61 

b 
Q 

.0005 
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relevance reporters. The resulting chi square values did not meet 

the required critical level for significance at the .05 level. (See 

Table 7 for specific data.) The differences in the retention rates 

for the entire e:i-..-perimental group \1ere not statistically significant, 

and therefore this hypothesis was rejected. 

H2a: Information-giving/ skill-building students ',iho rate 

their orientation course as very releva_-r1t 1-1ill have a 

higher retention rate thUl those information-giving./skill-

building students who r2.te their course as low ir1 releYance. 

The same analysis procedc.a-e was followed for this subgroup 

of the experimental group as was used with the total group. The 

winter, spring, and academic year retention rates for all high 

relevance reporters and for eJ..l low relevance reporters in this 

subgroup were compared. The resulting chi square values did not 

meet the required critical level for significance at the .05 level. 

(See Table 8 for specific da~a.) The differences in the retention 

rates for the information-gi ·ting/ skill-building students were not 

statistically significant, er.d therefore this subhypothesis uas 

rejected. 

H2b: Personal. growth students who rate their orientation 

course as ver; relevant ·,:ill have a higher retention rate 

than those personal gro·,;th students ,1ho rate their course 

as low in relevance. 

The same analysis pr0ceciure ,.,as agaL"l. follo'.1ed for this subgr,)Up. 

The wi."l.ter, spring, a.~d acaccmic year retention rates for all high 



Table 7 

Comparison of Retention Rates for the Experimental Group 

Retention 

Hinter !3pring Year 

l.!hi Phi Chi Phi Chi Phi 
Group N ll % Value Value N ol 7., Value Value N % Value Value 

High Relevance 24 20 83 20 83 17 71 
.00076ns .05597 1.331/~9ns .22963 .04233ns .08134 

Low Relevnnce 19 15 79 12 63 ·12 63 

'l'otal L~3 35 81 J2 71+ 29 67 

Note. ns = not significnnt at the .05 level. 



Table 8 

Comparison of Retention Rates for Information/Skill Subgroup 

Retention 

Winter :,pring Year 

Chi Phi Chi l'hl Chi l'hi 
Group N N "' Value Value N % Value Value H <1 Value Value /0 /0 

High Rolcvanco 7 4 57 5 71 3 43 
.26250ns .22361 .02679ns .071La .21875ns .20/+ 12 

Low Relcvnncc 1 /4. 11 79 9 64 9 64 

Total ;21 15 7·1 14 67 12 57 

Noto. ns - not significru1t at the .05 level. 
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relevance reporters and fer all low relevance reporters in this sub-

group were compared. Tne resulting chi square values did not meet 

the required critical level for significance at the .05 level. (See 

Table 9 for specific data.) The differences in the retention rates 

for the personal groirth students were not statistically significant, 

and therefore this subhypc"thesis was rejected. 

Hypothesis Three 

u3a: Using releva."1.ce as the criterion, it will be possible 

to develop a statistically significant prediction equation 

for information-giving/skill-building students given 

selected EPPS variables. 

The multiple regression procedure with step-wise inclusion 

was performed to determine a predictive equation for relevance using 

the four EPPS scores: achievement, autonomy, deference, and succor-

ance. (See Table 10.) Succorance was entered into the formula first 

with a simple£ of -.44, e::plaining 19.1% of the variance. Autonomy, 

achievement, and deference were entered in that order. The final 

multiple R was .76, explair:ing 58% of the variance. The reported 

I value was 5.533, significant at beyond the .05 level. The regres-

sion of relevance for information-giving/skill-building students on 

all the variables entered ·,1as therefore statistically significant, 

and this subhypothesis das accepted. 

r-r3b: Using relevance as the criterion, it will be possible 

to develop a statistically significant prediction equation 

for personal growth s~udents given selected :PPS variables. 



Table 9 

Comparison of Retention Ra.tor. for Personal Gro\-rth ;3ubgroup 

Retention 

\linter ;_;pring Yoar 

Chi Phi Chi Phi Chi l'hi 
Group H N o! Value Value 11 o/ Value Value N % Value Value /0 /0 v 

High Relevance 17 16 91, 15 gg 1 /+ 82 
.006/ 17n::i .20580 .6o752ns .J0679 • 19L,66ns .22353 

Lou ltolovancc r. I, BO 3 Go 3 60 ,) 

Total ') ') ,_,,_ 20 91 1" 0 82 17 77 

Hoto. ns -- not ::;jgnificont at the .05 level. 
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Table 10 

Prediction of Orientation Course Relevance Based on 

Selected EPPS Variables for Information-giving/Skill-building Subgroup 

Variable Multiple R 

Succorance .43706 

Autonomy .54140 

Achievement .70468 

Deference .76185 

Final Multiple R Square: .58042 

E, value: 5.533 (E, = .o,) 

Simple ,r 

-.43706 

-.21507 

.09971 

.38067 

Beta 

-.60386 

-.59745 

.62766 

.32948 
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The multiple regression procedure with step-wise inclusion was 

again used to derive a."l ec_uation for predicting relevance by the five 

EPPS variables: 

(See Table 11.) 

autonomy, change, deference, nurturance, and order. 

Deference '.:as entered into the fomula first 'With 

a simple~ of .42, explaining 17.6% of the variance. Change, nur-

turance, order, and autonomy followed in that order. Tho final mul-

tiple R was .72, explaining 52.5% of the variance. Therefore, the 

regression of relevance for ?ersonal growth orientation courses on 

all the variables entered was statistically significa.."lt, and this 

subhypothesis was accepted. 

Chaoter Su.mr:iarz 

The three hypotheses we::-e tested using the SPSS procedures. 

The first hypothesis, that ti:1e experimental group would rate their 

orientation course as more relevant than tho control group, was 

accepted. The second hypct~9sis, that the students reporting high 

relevance ,rould have a higho1· retention rate tha!l those reporting 

low relevance, was rejected :or the total e:iq:ierimental group and for 

the two subgroups: inforn.Qti.on-giv4 ...... '1g/skill-building students and 

personal growth students. ?':'1e third hypothesis, that relevance scores 

for the two subgroups can b,,:; predicted by the E?PS variables was 

accepted. Further discussi::,:1 of these results is included in 

Chapter 5. 
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Table 11 

Prediction of Orien~ation Course Relevance Based on 

Selected EPPS Variables for Personal Groi.rth Subgroup 

Variable .Multiple R 

Deference .4202, 

Change .49202 

Nurturance .55162 

Order .6721; 

Autonomy .72492 

Final Multiple R Square: .52550 

I Value: 3.544 (E. = .05) 

Simple£ Beta 

.42047 .21756 

-.38169 -.64491 

-.16007 -.71024 

.04612 -.67927 

-.28878 -.36551 



CHAPTER 5 

DISCUSSION, CO'!CLUSIONS, AND RECOI11l-ENDATIONS 

The purpose of this stc1.dy was to investigate the releva.T1ce of 

community college orientation courses for adult students. Two major 

aspects were included. First was the impact of providing a variety of 

orientation courses from ar::.ong which students could choose their 

desired course. Second 1 .. ras the possibility of predicting the releva..Tlce 

of a particular orientation option for an adult student. 

The study included fiv? orientation classes which were categor-

ized as either personal gro·.rth oriented or information-giving/skill-

building oriented. The adult students in these classes completed the 

Edwards Personal Preference Schedule, a demographic questionnaire, 

and, at the end of the col.U'se, a questionnaire on the relevance of 

the orientation course. 

Hypotheses were formul&ted to test the assumptions of the study 

that (a) adult students who had a choice from among several options 

would find their course more relevant than adult students who had no 

choice, (b) adult students ·:ho rated their orientation course as 

highly relevant would have <J. greater tendency to re-em-oll in subse-

quent quarters than students who did not rate their course as highly 

relevant, a..Tld (c) a regress~on equation could be developed to ~redict 

the relevance of different crientation options for adult students 

using the :2:PPS scores. 

This final chapter inc~udes a discussion of the results of each 
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of these hypotheses as well a3 other results not directly related to 

the hypotheses, the conclusions dra..n1 by the author based on these 

results, and recommendations :or the application of the results and 

for additional research rela~cd to this study. 

Discussion 

H;ypothesis One 

One of the strongest points made in the literature related to 

adult learners is the variet:r of their needs. As has been demonstra-

ted in the review of the literature, tho different developmental 

stages represented by adult students in community colleges as i:ell 

as their great diversity of b~ckground result in a broad range of 

needs for these adult learner::,. By extension it :-10uld, therefore, 

seem incumbent upon commu..ruty colleges to offer as broad a ra.."1.ge of 

opportunities both inside @c outside of the classroom so that adult 

students can work on their st"J.dent and adult develop:nental needs. 

Given the nature of the orientation course as it is defined at 

Northern Virginia Community College, an obvious place to begin meeting 

these diverse needs is through orientation. Yne natural conclusion 

is that community colleges -..,h::..ch offer a.."1. orientation course should 

offer a variety of options with different contents and different 

structures rather tha..."1 one un:..versal orientation. 

To test the truth of this hypothesis, this study compared the 

reported orientation relevar.co of adult students who had no options 

from which they could select ~.r:i. th the reported relevance of those 

adult students who had an option. As has been indicated, students 

who had a choice of orientation classes had a significantly higher 
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mean relevance score (u = .0005). This evidence foms the essential 

foundation for the additiontl aspects of the study. 

An extensive list of th2 particular needs of adult learners has 

been suggested in Chapter 2. These needs 1..1ere defined as barriers for 

adults returning to school C;....'1d '.Jere divided into three categories: 

those represented by needs f.Jr specific services that the college ca: 

supply; those represented b;:,-more subjective personal needs; and those 

which derive from the value Jrientation of the individuals. ,Just as 

different adults may be at .different developmental stages or may 

eA'l)erience the same stage in a different way, different 

adults face cliff erent barrie.:-s when returning to school. Sone adults 

may need specific inforr:w.tio:1 or skills such as financial aid in.for-

mation or time schedul;ng skills. Other adults may need help in 

building their self-con:ic.en::!e or coping with held-over math fears. 

Providing a variety of orientation options allows the aJult student 

to identify his or her own :::..nt pressing needs. The evidence of 

this hypothesis supports the logical conclusion that if a student ca.'1 

choose what she or he wants, it will probably be nore relevant. 

The standard deviation :or the control group was 11.202 compared 

to 8. 5 for the experimental group. This difference i::i sta.r.--idard dev-

:iations may :indicate tb.t a J:i.TJ.gle format orientation which has been 

designed to meet ever;one I s :1eeds, or at least to meet the needs of 

nost of the students, uill r1Jsult in meeting the needs of sor'le stu-

dents q_uite well and missing the needs of others completely. In such 

a situation the variance .f.'o:::-the scores ,1ould, as was the case, be 

greater than the variSIJ.ce fer an orientation that was directed toward 
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a narrouer sar.iple of the population. The difference between the 

variances, although not sig:iificant at the .05 level, is approachi.~g 

significa.~ce (J2 = .07). 

Further investigation of the relevance scores indicates more 

important differences than those mentioned. Hhile there is indeed a 

significant difference betwo3n the mean relevance scores for the con• 

trol group and the experimental group, there is also a significant 

difference between the merui scores of the two subgroups within the 

sample. The mean score for the information/skill subgroup was 45.05, 

and the mean score for the ?0rsonal growth subgroup was 53.32. This 

difference is significant at beyond the .05 level (.E, = .001). A 

comparison of the mean scores for the control group (41.53) and for 

the information/skill subgro~p (45.05) indicates that there is no 

significant difference (2 = .10). 

One element in the mear: score for the information/skill subgroup 

is the four students in the 3elf-Instructional Orientation. This 

orientation, because it had ~o class meetings, no personal contact 

among students, and verJ li!:li tcd personal contact between students 

and the instruction, represents a very different type of course than 

the other four orientation classes. It is not possible to determine 

if the low relevance scores for this class (mean score= 37.75) was a 

response to the instructional methodology (self-instructional) or to 

the instructional content (i::uormation-giving/skill-building). For 

this reason, a further a.~alJsis was completed comparing the personal 

growth subgroup mean sco::-e • .. ;ith the inforrnati:Jn/skill subgroup mean 

score leaving out the score: for the self-instructional class. 7he 

personal gro,rth subgroup mea..~ score ~as still significantly higher 



91 

(2 = .008). A comparison of the mean score of the control group and 

the mean score of the infor.::ation/skill subgroup without the self-

instructional class indicated that the information/skill mean was 

higher at beyond the .05 level of significance (2 = .04). These 

data are provided in Table 12. 

It is clear that the personal growth content is a significant 

element in relevance. It is not as clear how significant the choice 

of options is. Within the classification of personal growth courses, 

students had a choice between Women Returning to School, 3econd 

Career Adults, and other personaJ. growth courses which were not 

included in the study because they were not directed specifically 

toward adults. Most of the students in the personal gro1.rth courses 

chose their particular course because of the course content. Only 

one of the four students in the Self-Instructional Orientation 

chose that course because of the content. When the students in the 

Self-Instructional Orientat~on are removed from the information/skill 

subgroup, that subgroup has a significantly higher mean score than 

the control group. The author's subjective impression is that adults 

prefer having a choice for orientation, including presumably an 

option that may be less relsvant but more logistically simple from a 

scheduling perspective. 

The emphasis on persontl growth content in orientation courses 

has some strong support in the literature. Zckard (1977) in her 

identification of developmental tasks of adult women students included 

many tasks that would be clc.s::iified as personal growth related. A 

few of these tasks are "::iaking decisions about educationaJ. alterna-



Table 12 

Comparison of Relevunco Mean Scores Including and Excluding tho Self-Instructional Orientation Group 

Group 

Information/skill subgroup 

Control Group 

Information/Skill Subgroup 

Personal Gro\.rth Subgroup 

aDirectional probabi..lity 

0Non-directional pro bablli ty 

Including Self-Instructional 

Standnrd t -Merm ncviation Vnluc ]) 

45.05 7.9 
.1oa 1. 29 

41.53 ·11. 2 

45.05 7.9 
.001° J.62 

53.32 7.0 

Excluding Self-Instructional 

Standard t -Henn Devio. tion v~Juc 12 

46.76 7.6 a 1. 77 .Of+ 
It 1 • 53 11.2 

Li-6• 76 7.6 
2.78 .oos b 

53 • .32 7.0 
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tives which will lead to desirable future goals; n 110:::.'ganizing physical, 

emotional, and intellectual space in order to meet both her o"m needs 

and the needs of those to -.:non she has JJade commitments; 11 11redefining 

relationships with those to whom she has made commitments (i.e., 

husband, children, parents, friends); n and "maintaining or building 

friendships with persons o:ho can serve as support systems 11 (p. 18 -

Levinson (1987) in his study of the adult development of men 

identified the developmentoi stages as alternating periods of stability 

and transition. 

The primary task of ever-J stable period is to build a life 
structure: a man must make certain key choices, form a 
structure around the:o., and pursue his goals and values 
within this structure ••• , The primary tasks of every 
transitional period are to question and reappraise the 
existing structure, to explore various possibilities for 
change in self and world, and to move to,.;ard commitment 
to the crucial choices that form the basis for a new 
life structure in the ensuing stable period. (p. 49) 

The primar-J tasks faci::.g both men and women throughout their 

development are, therefore, personal growth related. To the extent 

that orientation will deal '.:i th these life tasks, it should be a oer-

sonal grovth directed course, For those students -who find their pri-

mary needs in these areas of life structure building, values clarifi-

cation, life goal pl2.IL~ing, etc., a personal growth orientation 

course will be releva.'1t. 

A number of comnunity colleges have experimented •nth a.'1 orien-

tation course that could be ::lassified as personal growth. The three 

hour human development r:1odul3 offered at lJorth Shore Cor:ununity College 

and Leicester Junior College (Del Prete 8: ':laterhouse, '1973), 11The 

Individual in a Cha.11.g-i ng iffrironment 11 orientation course offered 1:t 
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Sante Fe Junior College (O'Eanion, 1969), and the women's re-entry 

courses offered at Moorpark Community College (::::J.liot & Mantz, 1976) 

are examples of personal gro1,rth courses included in the literature. 

However, even in these cases, generally no choice among courses 

is offered. Hore emphasis has been placed on providi."'1.g a variety of 

experiences 1trl.thin a single Jrientation course than on offering a 

variety of courses. 

Hy-pothesis Two 

One possible effect of a relevant orientation course would be 

that the students would be ::ore apt to continue at the college in 

subsequent quarters. The hy·pothesis is that a relevant orientation 

course ·will enable the st-u.d0:it to deal more effectively with potential 

barriers to future enrollnent: scholastic, emotional, financial, etc. 

As has been noted, this hypothesis was rejected for the total group 

and for the two subgroups. :.!any factors, in addition to the relevance 

of an orientation course, may affect a student's subsequent enroll-

ment. ?or any student, the list of possible reasons could include 

such personal factors as changes in job hours or job responsibilities, 

changes in educational or personal goals, job transfer to a different 

geographic area, health problems, travel conditions (some students do 

not attend du...-..jng the 1,l"i ... nter when travel may be hazardous), and changes 

in financial status. For acult students, many of whom have families 

and other responsibilities, the list of possible reasons is further 

compounded to include the job, heal th, and financial status of spouse 

and family. Given the multitude of factors that may affect a student's 
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continued enrollment, it is not surprising that this hypothesis was 

rejected. 

The hypothesis as stated compared those reporting high relevance 

with those reporting low rel3vance. A separate analysis comparing 

the proportion of personal groirth students who re-enrolled with the 

proportion of information/ skill students ,_.;ho re-enrolled indicated 

a significant difference. :\ test of the significance of the difference 

between two independent proportions which results in a~ value was 

computed. Seventy-one perce:it of the infomation/skill students 

registered for the winter ~uartcr compared to 91% of the personal 

gr~wth students with a resulting~ value of 2.96 (Q = .01). Sixty-

seven percent of the inforrr:ation/skill students registered for the 

spring quarter compared to 82% of the personal groirth students with 

a resulting~ value of 1.96 (£ = .05). Fifty-seven percent of the 

information/skill students registered for the entire year (both 

winter and spring quarters) compared to 77% of the personal growth 

students with a resulting 1_ value of 2.32 (£ = .05). The data 

indicate that although relevance does not have a significa.~t effect 

on retention, the type of orientation does. Students who completed 

the personal growth orientation had a higher retention rate than other 

students in the study. The higher retention rates for the personal 

growth subgroup again emphasize the releva.~ce of this course material 

for the adult students. Several possible explanations can be presented. 

Because all adults are facir..g personal growth related developmental 

tasks, it is possible that these students who experienced the personal 

growth content found themse2.ves better prepared to cope with the 
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specific college relate d concerns of being a student. Those students 

in information/skill courses, on the other hand, may not have been 

able to cope with the personal growth related concerns. In other 

words, when both types of concerns are present, personal growth 

concerns will be the primarJ. Another poss ible explanation is that 

because of the sharing nat ure of the personal growth courses, students 

felt more a part of a grou p and developed a stronger identity with 

the college. The many factors affecting retention, however, make it 

difficult to derive any conclusions. 

A separate compari son was made of the retention rates of the 

students in the experimenta l group and of the colle ge as a whole. Of 

the 31,327 students enroll ed at NVCC for the fall quarte r, 58.2 % 

enrolled in the winter quar t er, 48.6% enrolled in the spring quarter, 

and 43. 2% enrolled in both ',linter and spring quarters. The total 

experimental group had significantly higher retention rates for each 

of these periods. Those parti ci pants in the total experimental group 

reporting high relevance al so had significantly higher retention rates 

for each of these periods. The students in the experimental group 

reporting low relevance, ho\..'ever, did . not have retention rates that 

were significantly differen t from those of the college as a whole. 

This evidence would seem to support the original hypothesis that 

students with a highly rele vant orientation course would have a high er 

retention rate. Two cauti ons must be noted. First, students who 

take orientation tend to be students who are seeking a degree rather 

than those intending to tak e a few courses. One would expect to find 

a higher retention rate for degree students than for non-degree stu-
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dents. Second, because the personal growth orientation subgroup had 

a higher relevance and retention rate than the information/skill sub-

group, the distinctions here between high and low relevance reporters 

may be simply the differences between the personal growth students 

and information/skill students. 

Several studies have used student retention in school as one 

of the evaluative criteria .::or an orientation program. Rising (1967) 

used continued enrollment"~ engineering as the sole criterion for 

evaluating an orientation to the engineering program at the Univer-

sity of Massachusetts. He .::'ound that the orientation program in-

creased the probability that a student •,1ould continue. Garneski and 

Heimann ( 1967) found that students '.-1ho completed a summer orientation 

course had a significantly lower drop-out rate for the first and 

second semesters than students uho had no orientation. Rothman and 

Leonard (1967) found no significant difference in attrition between 

students who completed an c::-ientation course and students who did 

not take any orientation. :'Ione of these studies provided the age 

level of the students or whether they were part-time or full-time 

students. 

A telephone follow-up of students who did not re-enroll was 

conducted to determine if their orientation course could have been 

more helpful or in any way 1.ffected their not returning. Of the 14 

students who did not re-en~oll for the winter quarter, spring quarter, 

or both, the author was able :.o contact nine. None indicated that the 

orientation course could ha-re i..-ri any way prevented their reasons for 

not returning. Host studen:.s did not return because of their health 
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or because the family r.ioved ( three students each). One student •.ras 

forced to withdraw and retu..rn to work due to interruption of veter ens 1 

benefits and increasing debt. Three students \.,ho did not return in the 

winter a_uarter did enroll :er the spring quarter. 

As an aside, the tele_I;l,one follow-up appeared to meet a need 

q_uite separate from that relJ.ted to the study. Students who left th1 

college ·with some anger a62.inst the college or its personnel were able 

to express that anger arn:l i::i some cases were able to gain a differe::it 

perspective on the incicient. Some students seemeci very pleased with 

the personal interest reprec,mteci by a telephone call and spoke of re-

turning in a future qua...~er. Telephone follow-up appears to be an 

effective though tine-consu.=:ing retention tool. Community college ad-

~inistrators tend to assume that students, particularly part-ti~e stu-

dents, who attend for one or two quarters and then do not continue, 

have met the goals which notivated them to enroll. A teler,hone fol-

loi-;-1J.p proviC:.es a personal '.,;c.7 to test the vali::ii ty cf this assur:1::_Jtion 

a..~d to reverse the decision to drop-out or stop-out in some cases. 

Hypothesis Three 

Two regression equatior..s were derived using the data fror:: the 

study. Although each of the ec_uatbns can be considered significa,_,t 

based on the F value and accounts for more than 50% of the variance 

of the dependent va.Tiable, -::;:ie relevance score; the ec_uations ',;ere 

based on only 21 and 22 participants and should therefore be consic:l-

ered only preliDina...'·-y in na:ure. Hultiple regression eo_uations are 

subject to change with di:ferent samples and uith even slight changes 

in the variables included. Recognition of this inherent instability 
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makes the small sample size all the more critical. 

Four variables, succorance, autonomy, achievement, and deference, 

were included in the regre2sion equaticn for the information-giving/ 

skill-building subgroup. Two of these four, succorance and autonomy, 

were negatively correlated with relevance. T'ne beta weight, a stan-

dardized partial regressioh coefficient, ca.ri be viewed as the relat 

impact of the variables on the dependent variable, relevance. The 

variables in descenciLrig order by their beta weights are achievement 

(.62722), succorance (-.60386), autonomy (-.59745), and deference 

( .32948). 

The information/skill courses (Self-Instructional Orientation, 

College Survival, and Pla.Y.ing ~,Jorkshop for Interior Design Students) 

were directed toward persons seeki..rig specific information or skills. 

Areas included were school related information (financial aid, rules 

and regulations, administrative structure, etc.), school related 

skills (study skills, test taking SY.ills, goal setting skills, etc.), 

and career information (job market, required a_ualifications, related 

program planning, etc.). ~'1e classes ( except for the Self-Instruction-

al Orientation) were predowinately lecture and media presentations. 

Discussion was limited to tie specific skills and inforn:ation related 

to the class topic. Classes centered aroimd infornation, not people 

and ideas. 

It was expected that -:;he adults who registered for these classes 

would be goal-oriented, tas~-:-structured people. Because they were 

students seeking college r2lated skills to enable them tc perform more 

successfully in college, i:, ' .. ;as assur:led that they would be high or 
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moderate achievers. Howev2r, because most of the information a..'1.d 

skills included in the class could be gained through reading the 

catalog or using the self-instructional materials in the learning 

laboratory, it was assumed that these persons would tend to be 

followers, preferring to have information and directions given to 

them than to have to seek it out. 

The results of the mul~iple regression equation for the informa-

tion/ skill subgroup are par-:.ially inconsistent with the expected 

profile. It was expected -'c:.1.at succorance would be positively corre-

lated with relevance for this subgroup rather than the actual negative 

correlation. Autonomy, ho,rever, vas negatively correlated with rel-

evance as expected. This '.:ould seem to indicate that these students 

uere not eager to be totally independent but nor did they 1.1ant to go 

so far as to be passive ~ecipients, coddled and cared for by an 

instructor or the college ir: general. Achieve:nent had practically 

no correlation with releva.'18e ( r = • 1 C), but the weight of • 62766 

indicates that after the factors in common ~Qth succorance and auton-

omy have been partialled out, achievement does have a significant 

impact on the relevance sco,:-e. This relationship would have been 

expected given the profile cf the information/skill student. The 

positive correlation of def2rence with releva.."'1.ce follows the expected 

profile and is consistent with the negative correlation of autonomy. 

Students who rated their orientation as releve11t valued receiving 

information and opinions fron others. 

Five variables, deference, change, nurturance, order, and auton-

omy, were included in the rsgression equation for the personal groirth 
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subgroup. Three of these, change, nurturance, and autonomy, were 

negatively correlated with relevance. The variables in descending 

order by their~ weights are nurturance (-.71024), order (-.67927), 

change (-.64491), autonomy (-.36551), and deference (.21756). 

The personal growth c~urses (Second Career Adults and 1:Jomen 

Returni.."lg to School) were essentially explorator-.1 and directed towa 

growth in the student's o•,rr.. huma.'1 potential. Discussion topics were 

predominately those identified in the literature as potential barriers 

to developmental growth or successful emotional adjustment to school 

(e.g., strength and success identification, assertion training, 

handlin.g stress, handling school-related guilt). Huch of the class 

time was spent in a student sharing of concerns and personal solutions 

related to the topic. H&"lj' problems were raised and few definite 

answers were provided. Both of the courses were directed specifically 

to adults in the process of or anticipating change. 

It was expected that the adults who would choose to take these 

courses and particularly the adults who would find the courses rele-

vant to their needs would have some common characteristics. Presum-

ably, they would be adults who were concerned \Jith looking at their 

01-m motives, values, and needs. They would be adults who were con-

scious of the change going on in their lives and were taki..'1g control 

of themselves and the char..ge. They would be sharing people, inter-

ested both in receiving ideas and feedback from others and in pro-

viding similar responses to their peers. 

The results of the multiple regression are not completely con-

sistent \-tlth the anticipated profile. Deference had the highest bi-
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variate correlation with relevance. It would seem to indicate that 

those who rated their course as highly relevant did value the opin-

ions of others a.."1.d were con::;ered with receiving their input. Change 

was negatively correlated ,n. th relevance rather than the expected 

positive correlation. That may indicate that the persons who valued 

the course the most were those who did not seek the change but 

through some other circumstances had it forced on them (e.g., a 

recently divorced or widowed woman may need to return to school 

prior to seeking a job). 1f'.lrturance also was negatively correlated 

with relevance and may indi::;ate that those persons who found the 

course highly relevant were at that point primarily concerned with 

themselves and not with the nurtura."1.ce of children, spouses, coworkers, 

etc. There seems to be no logical explanation for the inclusion 

of order in the equation. _\utonor.i.y is a second variable that was 

negatively correlated in.th =elevance when a positive correlation 

was expected. The autonomy scale includes freedom in decision 

making as well as freedom f=om conformity and the influence of 

others. Individuals 'Who found the personal groirth courses relevant 

were apparently more interested in the opinions of others a."1.d in 

receiving their influence. 

Two variables were included in both regression equations. 

Autonomy was negatively cor::-elated with relevance for both subgroups, 

and deference was positively correlated with relevance for both sub-

groups. These two variables may partially describe the persons who 

would tend to find orientat:..on relevant regardless of the content or 

format. Adult students i;ho are both high i."1. deference and low i.-ri 
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autonomy uould tend to ·.:a.nt to receive ideas, suggestions, and 

directions from others anc. tend not to 1,1ant to be set apart from 

their peer group of adult students. 

The possibility that other variables might correlate signifi-

cantly with relevance and lead to a skewed effect because of their 

distribution was considerec.. A Pe2.Tson' s correlation 1--1as computed 

between relevance and se::, age, previous educational background, and 

the number of years since -':-l1e most recent edacational experience. 

The highest resulting correlation was with tho number of years since 

the most recent educational experience (r = .27) and the 10 1.-mst 

correlation was w:ith sex (r = -.OJ). It Has concluded that none of 

these variables was a signi:icant factor in determining the relevance 

of the orientation course. A larger sample, however, may have shoHn 

a different relationship. 

Sex was of particular concern because women a.'1d men tend to 

score differently on specific ZPPS scales. Of the five scales on 

which men tend to score higber, two were included in the regression 

equation for the informatic~skill subgroup (achievement and autonomy) 

and one ,ms L'1cluded L'1 the regression equation for the personal 

growth subgroup (autonor:iy). Of the seven scales on which women tend 

to score higher, two were i.:c.cluded L11 the regression equation for the 

information/ skill subgroup ( deference and succorance) and three 1.-rere 

included in the regression squation for the personal gro1,,rth subgroup 

( deference, nurtura.'1ce, a...'1d change). In other words, all four of the 

variables in the infomatio~/skill equation are generally scored diff-

erentially by men and women and fo"..lr of the five variables in the 
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personal gro~~h subgroup equ~tion are generally scored differentially 

by men and women. Because the sample was predominately women, the 

regression equations generated by this study presumably are better 

predictors for women than for 

Conclusions 

The following conclusior:s were drmm based on the results of 

the research. 

1. Adults are nore apt to find an appropriate and relevant 

orientation progra,n or course if they are provided with a selecti::m 

from which they can choose tr.eir option based on content and/or format. 

1 a. Adults tend to find orientation courses ·.:hich are directed 

toward personal groi.:th nore relevant than courses ·.1hich emphasize 

information and skills. 

2. Among adults, there ~s no evidence in this study that the 

possibility of choice of orientation options will lead to increased 

student retention. 

2a. Adults who experience a personal gro'\,rth orientation will 

have a higher retention rate tha.'1 adults '\,;ho experience infornation/ 

skill orientations. 

3. It is possible to predict the relevance of an orientation 

course for an adult student given ~PS variables. 

3a. Adult students ,-:ho score high on deference and achievecent 

and low on autonomy and succcrance on the 2PPS w~ll find infornation-

giving/sk.ill-building orient2tion courses ~ore releva..'1t. 

Jb. Adult students who score high on deference and low on cha.'1ge, 

nurturance, orcier, and autonc:ny ,,~11 find personal gro\rth orientation 



105 

courses more releva.~t. 

4. Adult students do fi.'.'ld orientation a meaningful course and 

colleges should continue to )ffer some form of orientation. The fact 

that the mean relevance scors for the sample participants '.;as 49 

(possible range 16 to 64) ir::licated that most students felt positi7ely 

about their orientation cource. 

5. Adults may be dra1m to self-instructional orientation courses 

which provide them with the naximurn in flexibility to fit college 

requirements ir1to a busy schedule; ho, . .;ever, they will tend to :ind 

these courses not as relev.::i..r.t as courses which offer the so.r;ie content 

in a classroom setting. 

:.tecomm.endations 

The following recommen2.cltions for implementation of the results 

of this study and for fut-;_rre studies are based on the results of the 

study as well as the experier'.ces of the author while carrying out 

the study. 

1. Comr:iunity colleges ·,;;_ich offer a.~ orientation program or 

course should offer a variety of options which adult students 

may choose. The development of options should be done with careful 

consideration of the speci:ic needs of adults at different stag2s of 

their lives, special charac~::-:ristics of the comm.unity (e.g. nigh 

unemploynent), and a.~y speciJi needs inherent in the structure or 

programs of the college. 

2. Community colleges t~at offer an orientation progran er 

course should place more e.::i::;hasis on the personal gro 1.-rth eler::i.ents 

that arc or can be included in the progra1n. 
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3. This study should be replicated with a larger sa:nple arn3. 

include additional settings. The sample of this study is of partic-

ular concern because (a) it did r:.ot include any racial ninorities and 

therefore the applicability of the results to blacks a..'1d other ninor-

ities, who may have differe~t needs or nay approach similar needs in 

different ways, can not be tested; (b) the distribution by sex was 

ver; one-sided and necessa:ily leads to a..'1 uncertainity in data inter-

pretation; (c) the small s&~ple size resulted in insufficient numbers 

of adults in some courses; 2nd (d) the small sample size mal(es the 

results of the multiple regression tentative and U...'1stable. Hith only 

slight differences in a sa":lp1e of this size, different EPPS variables 

may have been selected as relevance predictors and veI"J different 

weights may have been assi?-ed. This study should be considered of n. 

preliminary nature; and until the results have been replicated, the 

regression equations should be applied with caution. A replication 

should also include the orientation course instructor as a variable. 

It is possible that different instructors with dif..:erent skills and 

interests may lead to different results. 

4. A study should be conducted to assess the ability of adults 

to predict their EPPS scorec. The regression equations of the pre-

sent stuci.y are useful only if one has EPPS raw scores. A demonstra-

tion that adults can predict their own scores given a description 

of what is measured by eac:1 variable ,..;ould allow for a prediction of 

the relevunce of an oricnta~ion course ·.Ji thout actually talcing the 

EPPS. No studies could be :ou..."ld ,rhich ir..vestigated a client I s abili t;:r 

to predict EPPS scores. Fo:::' the application of the results of this 



107 

study, houever, only gross 3.pproxinations (high, average, low) of 

scores would be needed. It is reasonable to assume, until such a 

study can be completed, that a counselor who is familiar with the 15 

personality needs as :Zdward3 defines them and capable of e:;..rplaining 

these needs in terms readily understood by a prospective adult stu-

dent and an adult with some willingness to explore his/her relative 

needs can predict with sufficient accuracy the adult's need level on 

the relevant variables. ~.v1;n a fairly complete e:x?lanation of the 

EPPS variables, including consultation and exploration time, would 

require less time than actu:il.ly taking and scoring the EPP~. 

5 • .A study should be c:onducted to assess the effectiveness of 

telephone follow-up as a rotention tool. Prior to the availability 

of the results of such a study, colleges should pursue the use o: 
telephone follow-up particularly \.;j_ th students ,-rho have attended for 

more than on8 quarter and -::.iien failed to return. 

Summarir 

This study investigated the relevance of two for::is of orientation 

for adult students. It ,ms concluded that colleges should offer 

options of a variety of ori :mtation courses, but the.t adults uill 

tend to find personal gro 1,.r:::1 orientation courses more relevant. The 

relevance of the orientati:::,:1 course was found to have no effect on 

the student's subsequent en.:::.'ollr::tent; however, again personal growth 

students \Jere more apt to c:mtinue in college than infornation-giving/ 

skill-building students. 7°.ro regression equations were d.erived fror:i 

the data of the study. It ·12.s concluded that it is posoible to 

prGdict the relevance of a ~articular orientation fom for a student, 
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given that student's :::d-.,r.:tr-::s Personal Preference Schedule scoreG. 

Several conclusions and :::-ecornmendations have been made related to 

the mea.>iing and applicaticr.. of these results. 
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APPENDIX A: THZ EDWAlli)S PERSONAL PREFERENCE SCHEDULE VARIABL:2S 

1."Achievement: To do one's best, to be successful, to accomplish 
tasks requiring skill a."ld effort, to be a recognized authority, to 
accomplish something of great significance, to do a difficult job 
well, to solve difficult problems and puzzles, to be able to do things 
better than others, to wTite a great novel or play. 

2. "Deference: To get suggestions from others, to find out what 
others think, to follow instructions and do what is expected, to 
praise others, to tell others that they have done a good job, to 
accept the leadership of others, to read about great men, to conform 
to custom and avoid the unconventional, to let others make decisions. 

J. "Order: To have written work neat and organized, to make plans 
before starting on a difficult task, to have things organized, to 
keep things neat and orderly, to make advance plans when taking a 
trip, to organize details cf work, to keep letters and files accord-
ing·to some system, to have meals organized and a definite time for 
eating, to have things arr2.nged so that they run smoothly without 
change. 

4. 11Exhibition: To say witty and clever things, to tell amusing 
jokes and stories, to talk about personal adventures and experiences, 
to have others notice and comment upon one's appearance, to say things 
just to see what effect it will have on others, to talk about personal 
achievements, to be the center of attention, to use words that others 
do not know the meaning of, to ask questions others cannot answer. 

5. "Autonomy: To be able to come a...."ld go as desired, to say what one 
thinks about things, to be independent of others in making decisions, 
to feel free to do what one wants, to do things that are unconven-
tional, to avoid situations where one is expected to conform, to do 
things without regard to ¼hat others may think, to criticize those 
in positions of authority, to avoid responsibilities and obligations. 

6. "Affiliation: To be loyal to friends, to participate in friendly 
groups, to do things for f~iends, to form new friendships, to make 
as many friends as possibile, to share things with friends, to do 
things with friends rather than alone, to form strong attachments, 
to write letters to friend3. 

7. "Intraception: To analyze one's motives and feelings, to observe 
others, to understand how ethers feel about problems, to put one's 
self in another's place, to judge people by why they do things rather 
than by what they do, to analyze the behavior of others, to analyze 
the motives of others, to ~redict how others ,.Jill act. 
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8. "Succorance: To have others provide help when in trouble, to 
seek encouragement from others, to have others be kindly, to have 
others be sympathetic and m1derstanding about personal problems, 
to receive a great deal of affection from others, to have others 
do favors cheerfully, to be helped by others when depressed, to have 
others feel sorry when one is sick, to have a fuss made over one 
when hurt. 

9. 11Dominance: To argue for one's point of view, to be a leader in 
groups to which one belongs, to be regarded by others as a leader, to 
be elected or appointed chair.nan of committees, to make group decisio 
to settle arguments and disputes between others, to persuade and in-
fluence others to do what one wants, to supervise and direct the 
actions of others, to tell otners how to do their jobs. 

10. "Abasement: To feel guil:,y wnen one does something wrong, to 
accept blame when things do nJt go right, to feel that personal pain 
and misery suffered does more good than harm, to feel the need for 
punishment for wrong doing, to feel better when giving in and avoiding 
a fight than when having cne's own way, to feel the need for confess-
ion of errors, to feel depressed by inability to ha.'1dle situations, to 
feel timid in the presence of superiors, to feel inferior to others 
in most respects. 

11. "Nurturance: To help fri•3nds when they are in trouble, to assist 
others less fortunate, to treat others with kindness and sympathy, 
to forgive others, to do wa21 fo.vors for others, to be generous ,Ji th 
others, to sympathize with otners who are hurt or sick, to show a 
great deal of affection towari others, to have others confide in 
one about personal problems. 

12. "Change: To do new and c.ifferent things, to travel, to meet 
new people, to experience noT3l ty and change in daily routine, to 
experiment and try new things, to eat in new and different places, 
to try ne1-1 and different jobs, to move about the country and live in 
different places, to partici~ate iI1 new fads and fashions. 

13. "Endurance: To keep at a job until it is finished, to complete 
any job undertaken, to wcrk l:ard at a task, to keep at a puzzle or 
problem until it is solved, ~o work at a single job before taking on 
others, to stay up late worki~g in order to get a job done, to put 
in long hours of work withou~ distraction, to stick at a problem even 
though it may seem as if no rrogress is being made, to avoid being 
interrupted while at work. 

14.nHeterosexuality: To go :)ut with members of the opposite sex, to 
engage in social activities ,.rith the opposite sex, to be in love with 
someone of the opposite sex, to kiss those of the opposite sex, to be 
regarded as physically attrQctive by those of the opposite sex, to 
participate in discussions about sex, to read books and plays involv-
ing sex, to listen to or to tell jokes involving sex, to become sexually 
excited. 
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15, "Aggression: To attack contray points of view, to tell others 
what one thinks about them, to criticize others publicly, to make fun 
of others, to tell others off when disagreeing with them, to get 
revenge for insults, to becone angry, to blame others when things go 
wrong, to read newspaper acco1.u1ts of violence. 11 

(Edwards, 1959, p. 11) 



i\PPZNDIX B: DDIOGRAPHIC QUSSTIONHAIRE 

Please answer the follo,~ng questions as accurately as possible. 
All information ;r.ill be used only for the purposes of the study 
and will be kept confidential. Student identification numbers 
are requested only so that information may be paired with later 
questionnaires. No names or identifying characteristics of 
individuals will be reported in the results of the study. All 
data will be reported by groups. 

1. Student identification nu_~ber: 

2. Sex (Mor F): •••• • • • • • • • • • • • • • • • • • • 

J. Age (in years): ••••••• • • • • • • • • • • • • • • 

4. Educational background ( c:1eck highest level attained): 
not high school graduate 

G:2:D certificate 
high school graduate 

one year college 
two years college 

three years college 
college graduate 
graduate credits 

other 

5. Number of years since eci.'J.cational experience identified in 
quest ion #4: • • • • • • • • • • • • • • • • • • • • • • • 

6. Work experience outside the home (check as many as apply): 
no work experience 

continuous work since previous education 
previously worked but recently U..'1employed 

substa.'1tial volunteer experience 
other 

7. Current work status outs~de the home (check one): 
not employed 

working full-time 
working part-ti.me 

volunteer work 
other 

8. Cu_rrent enrollment stat~c at school (check one): 

A ') A 
1 ... 1 

part-time 
full-ti.me 



1 '")') 
<-,;.., 

9. Time when you take classes (check one): •••• day only 
week-end a.'1.d evening only 

both 

10. Students are someti2es ~;nable to enroll in the orientation course 
they Hant because it ' .. ras full or cancelled. Has this orientation 
course your (check one): •••••••••• first choice 

second choice 
third choice 

11. What was the most important reason for your choosing this 
orientation course (check only one): ••• convenient time 

appropriate content 
course structure 

other 



1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

a> 
a> 
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2 3 4 

2 3 4 
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APPENDIX C: RELEVANCE QUESTIONNAIRE 

The following questions concern the relevance of 
your orientation course, the appropriateness of 
the course content for your needs as you see the~. 
Please respond to each of the statements by circling 
"1" if you strongly disagree, 11211 if you disagree, 
11311 if you agree, and 11411 if you strongly agree. 

Your student identification number is needed so 
that your responsesonthis questionnaire can be 
paired with your responses on other questionnaires. 
All inforrr.ation will be kept confidential. 

(1) The course helped me to see rr.yself in a new way. 

(2) I lear:!1.ed skills that I needed to know. 

(J) ine course helped me with problems and questions 
on which I needed help. 

(4) For me, the course was a waste of time. 

(5) The objectives of the course related to the 
objectives I have for my life. 

(6) I learned a lot in the course. 

(7) I would recommend the course to a fellow student 
who had the same needs that I had when I started 
the co1n-se. 

(8) The ac~ivities of the course were very appro-
priate for meeting my needs. 

(9) I have not learned very much that will help me 
as a student. 

(10) Almost eve-r-; topic in the course helped me to 
grow. 

(11) This course ca.me at the time of my college 
career when I most needed it. 

(12) I learned skills that I will need to be a 
successful student. 



Q) 
Q) 
i-1 
tD Q) 
c'j Q 
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( 13) The co'J.I'se helped :ne rescl ve some e;_uestions 
about ,"ly role as a student. 

( 14) This CCJUTSe 1 .• /aS exactly ".-ll1at I needed. 

( 15) This cciurse has made it easier for me to be 
student.. 

( 16) The CC').rse raised some cuesticns s.nd issues 
that ·.:ere important for my life. 

a 



APP:SKDIX D: P3RMISSION STAT:2l1ENT 

I give my permission for oy scores on the Zdwards Personal Preference 

Schedule (SPPS) and on the relevance questionnaire to be used by 

Elizabeth Dickson for her study of adult students. I understand 

that all data reported ml: be done by groups and that no identifying 

characteristics of individuals will be included. I also give my 

permission for Ms. Dickson to review my enrollment status for the 

winter and spring quarters of this year. 

(Signature) (Date) 
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APPENDIX :: : COURSE OBJECTIVES FOR 

TIJFORMATION AND PLA.i.'J1HNG ':TORKSHOP FOR INTIRIOR DESIGN STUDENTS 

By the end of the course, the 3tudent should be able to: 

1. define the four divisicns of the campus, identify and explain 
at least five special services available to students at the campus, 
identify the steps involved in the add/drop procedure, and given 
specific college-related ~uestions, identify appropriate sources 
for the answers; 

2. locate given offices and rooms on the Loudoun Campus; 

3. identify sources or methods for acquiring any additional 
information and skills which the student may feel necessary for 
a successful student career; 

4. list the qualification: necessary for entry into the interior 
design field, describe the tasks and responsibilities for a new 
worker in the field and for someone in a senior position, and 
list and explain at least three specializations of the interior 
design field; 

5. construct a quarter-by-quarter program for completion of the 
interior design degree re~uirements that accounts for when 
specific courses will be available and in which order courses 
should be taken; 

6. list and explain the o;itions wi thi...-ri the interior design 
curriculum including the :;:ossibility of transfer; 

7. explain the structure and operation of an interior design 
firm; 

8. define and explain in ~epth an interior design career special-
ization of the student's choice; 

and by the end of the course, tne student sho-:.12.d have: 

9. made a decision concerning future enrollment in the interior 
design program; and 

10. been enrolled official:::..7 in the chosen degree program. 
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APP=rrnrx F: COURSE OBJ:SCTIVES FOR 

COLLEGZ SURVIVAL 

By the end of the course, the student should be able to: 

1. define the four divisions of the campus, identify and expla~-
at lea.st five special services available to students at the 
campus, identify the steps involved in the add/drop procedure, 
and given specific college-related questions identify appropriate 
sources for the a..'1S'.-rnrs; 

2. locate given offices and rooms on the Loudoun Campus; 

J. identify sources er nethods of acquiring any additional 
information and skills which the student may feel necessaI"J for 
a successful student career; 

4. explain and give examples of at least two forms for note 
taking, explain the ar,propriateness of the student's personal 
style of note taking, describe and give examples of two formats 
for reading and studying, and define the purposes and appropriate-
ness of note taking ar.d underlining; 

5. list and explain the major steps in studying for an objective 
test and for a subjective test, list the appropriate steps to 
follow in takb.g each kind of test, define typical words used in 
directions for essay tests, and given a brief reading be able 
to project possible objective and subjective test questions on 
the reading; 

6. explain three different types of time schedules, choose the 
most appropriate type of schedule (using the student's own needs), 
and construct and follow a schedule for at least two 'weeks; 

7. list the steps in decision making, identify those steps in a 
narrative summarJ of~ decision process, identify the student's 
own barriers in decis~on ma.king, and list the decision steps for 
a current personal decision; 

8. identify acceptable and unacceptable goals following the 
criteria given, devel.Jp acceptable weekly goals, list the steps 
in setting long-term goals, state three advantages of setting 
long-term goals; 

9. explain the services of the library, the audio-visual laboratory, 
and the learning laborato:r;, list five possible student uses of the 
learning laboratory, ~perate three pieces of equipment in the 
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learning laboratory, find a specified book on the microfiche 
union catalog, locate the reference, periodical, equipment, and 
stacks sections in the library; 

10. identify the career resources available at the Loudoun 
Campus, identify fou:- off-campus sources of career information, and 
given a specific career identify three off-campus sources of 
information for that career; and 

by the end of the course, each student should have 

11. been enrolled officially in a chosen curriculun. 



APPENDIX G: COURSE OBJ3CTIV"IZS FOR 

SELF-INSTRUCTIONAL ORI3NTATION 

By the end of the course, the student should be able to: 

1. define the four divisions of the campus, identify and explain 
at least five special services available to students at the 
campus, identify the steps involved in the add/drop procedure, 
and given specific college-related questions, identify appropriate 
sources for the answers; 

2. locate given offices and rooms on the Loudoun Campus; 

3. identify sources or methods for acquiring any additional 
information and skills which the student may feel necessa!"'IJ for 
a successful student career; 

4. list the general degree requirements for A.AS and for AA/AS 
degrees; 

5. construct a quarter-by-quarter program for meeting the 
requirements for a chosen degree; 

6. define a personal educational goal; 

7. define a personal career goal; a.~d 

by the end of the course, the student should have: 

3. been enrolled in a chosen degree program; and 

9. identified personal skill goals and personal optional activities 
to meet those goals if desired. 
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APP=:llDIX H: COURSE OBJ3CTIVES FOR 

ORIENTATION FOR :-iOMEN RETURNilJG TO SCHOOL 

By the end of the course, the student should be able to: 

1. identify common s~ements of concern shared by many of the 
students in the clas3; 

2. list her strengthG and achievements and share the list with 
the class; 

3. list at least fiye recent experiences during which she felt 
in control of her li~e; 

4. explain at least ten reasons why she will be successful as 
a student; 

5. outline a life style plan that includes educational, family, 
personal, and career goals; 

6. list some common cyths about being a student and refute them 
(e.g., that all studsnts are between the ages of 18 and 22, that 
all instructors are infallible fountains of wisdom, that learning 
is a passive process); 

7. identify and ran1< her values; 

8. share her concerns and doubts about being a student with other 
students in the class; 

9. identify and explain possible methods of dealing with stress; 

10. develop a list of human rights and evaluate her assertive 
and non-assertive b•3haviors according to a human rights standard; 

11. identify acceptable and not acceptable goals according to 
criteria provided, develop acceptable short-term goals, develop 
acceptable long-tern goals; 

12. predict possible future coru.-'1.icts between student, family, 
and work roles and plan for ways to lessen or eliminate the 
conflict (e.g., recognizing that there will be less time for 
family during exam week and planning for the family adjustment); and 

13. apply her :knowledge of her values to her felt role conflicts. 
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APP:SITDII I: COURST:; OBJ:CTIV:::S ?OR 

OR.Ir:ITTt.Timr FOR SECOND Ci'\.P.E=R ADULTS 

By the end of the course, the student should be able to: 

1. identify the cor:u::on elements of concern shared by many of 
the students in the class; 

2. list individual s~rengths a.~d achievements and share the list 
with the class; 

J. list at least ten reasons uhy he/she will be a succes.sful 
student; 

4. explain at least :'ive recent experiences dur:;_ng 1,;hich the 
student felt control over his/her life; 

5. outline a life st~rle plan that includes educational, family, 
personal, and career pla.rir...ing; 

6. define the ter:ns ievelopmental stages and tasks and surnnarize 
the adult developoen~al stages; 

7. locate oneself ir. the appropriate developmental stage; 

8. develop a plan for career change that reflects lrno,-1ledge of 
developmental stages; 

9. define oneself ~~~hout using any role titles; 

10. define and expldn internal a.11d external change and apply 
the terms to the sti.:.J.ent I s 01.m career change plaJl. and life style 
plan; 

11. explain the place of retirement plar .. ni:ng in li:e style 
pla.1111ing; and 

12. list and evalua::0 the internal a.l'J.d external effects of 
planned change. 

131 



APP]]IDIX ~': MAJOR COURS:= TOPICS FOR 

AlH-JANDfi.L[ CP.J.1PUS ORI=NTATIOIT COUF..s:=,s 

1. Knowledge Acquisition 

2. Community College 

3. Career Development 

4. Transfer Planning 

5. Li brar,; 

6. Student Development Di·rision 

7. Administrative Policie~ and Practices 
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COMMUNITY COLLEGE ORI:SNTATION OPTIONS FOR ADULTS: 

AN ASS2SSMSNT OF PERCEIVED R::LEVANCE 

by 

~lizabeth Altland Dickson 

(ABSTRACT) 

The primary purpose of this study was to assess the relevance of 

two forms of orientaticn courses for adult students (aged 25 and 

older) and to determine a means of predicting the relevance for future 

adult students. The t 1..:o forms of orientation were information-giving/ 

skill-building courses which emphasized school related information 

and student related skills and personal growth courses which empha-

sized self-confidence and self-determination building and emotional/ 

psychological adjustment to the role of student. 

The experimental group included adults in five orientation 

courses. Three were b . .:'.'ormation-giving/skill-building (Self-Instruc-

tional Orientation, College Survival, and Information and Planning 

Workshop for Interior :Cesign Students) and two uere personal growth 

(Women Returning to School and Second Career Adults). Students were 

able to select whichever orientation option they preferred. The con-

trol group included adults in four orientation courses taught at anoth-

er campus of the same community college. Students in the control 

group did not have a choice of orientation content or stucture. All 

students completed a ~uestionnaire on the relevance of their orienta-

tion at the end of the course. Students in the experimental group 

also completed the ~dwards Personal Preference Schedule (SPPS). 



A comparison of tte mean relevance scores of the experimentaJ. and 

control groups indicated that those students who had an option in 

their orientation course found the course more relevant than those 

who had no option. A comparison of the retention rates (subseouent 

enrollment in the corr.ntmi ty college) for the high and low relevance 

reporters in the experimentaJ. group and within each of the two 

groups of the experime::taJ. group (information-giving/skill-building 

and personaJ. growth) indicated that high relevance reporters did not 

have a higher retention rate than low relevance reporters w~thin the 

subgroups or for the g:::-:mp as a whole. In a comparison between the 

subgroups, however, the personaJ. growth subgroup had both a higher 

mean relevance score a.r:d a higher retention rate than the information-

giving/skill-build.ing s~bgroup. 

Using relevance as the dependent variable, regression equations 

for each of the subgroups were developed on the basis of selected 

ZPPS variables. Adult students who are high on deference and achieve-

ment and low on autonomy and succorance are more likely to find an 

information-giving/skil~_-building course relevar1t. Adult students 

who are high on deferen~e and lo,1 on change, nurturance, order, a.'1d 

autonomy are more likel,:r to find a personaJ. growth course relevant. 

On the basis of t~--io study, it was concluded that adults will 

be more apt to find their orientation course relevant if they have 

severaJ. options from ,.,hi.ch to choose, that personaJ. growth elements 

should receive more emphasis in orientation courses for adult students, 

that the relevance of an orientation course will not affect the 

student's likelihood of re-enrolling, and that orientation relevnJ1ce 



can be predicted given -::;he appropriate EPPS scores. 
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