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CHAPTER 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 "created"; they were lifted,
intact, from four-year colleges (0O'Banion, Thurston, and Gulden,
1972).

The expansion has now 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 and objectives of the community-oriented
two-year college.

One of the most impcrtant 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 vorrowed from the four-year colleges are
being discarded or revised to institute programs more capable of
serving the majority of community college students that many refer

to as non-traditional students. One of these groups to which
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community colleges are awakening 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 1900's, long before the rapid rise of
community colleges in higher education (Butts, 1971). They were
directed toward the needs of 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 perscnnel of the school; and to
guide them through the processes of registration and schedule
planning (Knode, 1930). Cver the years additional aspects such as
study skills, career planning, 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, Iarly orientation programs seemed to
be twins of those at the four-year colleges with emphasis on large-
group lectures and formal presentations by the college's administra-
tive personnel (0'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 fairly new area has been opened: learning
about oneself, Many orientation courses are still based on the
traditional model of disseminating information (O'Banion, 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 (O'Banion, 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'Banion, 1971; Pappas, 1967).

A constantly increasing number of mature adults are attending
community 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., They 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



school, and an inability to study end 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, "as critical as adolescence and in some

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

Harris and Kuckuck (1975) included in their list of the needs
of mature adult students a2 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., TIrickson (1970),
through é 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 counseli?g and a
recognized adult center cr "home," 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 acult 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.

What has been done in response tc these needs? Many courses
have been instituted especially for adult students, directed frequent-

ly to women in particular (Manis & Mochizukis, 1972) or to adult



students in general (Harris & Kuckuck, 1975). Few courses apparently
have been developed for men,

Fmphasis in these courses has seemed to follow two different
directions, as did the adult-identified needs, to information-giving/
skill-building courses or tc self-growth courses. A clearer under-
standing is needed of how relevant these two directions are as
orientation courses for adults and when or for whom each of these

directions is appropriate.

Purpose 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 growth courses.
This was done by studying five orientation models. The relevance
was measured by an end of course student questionnaire, UNot 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.

Significance of the Study

Despite the growing czll in individual colleges and in the
professional literature for programs and services for adult students,
there has been little formel response in the literature., This study

was an attempt to provide specific information regarding courses



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 sfudent persomnel workers to assist adult students

in selecting appropriate orisntation 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, Women
Returning to School and Second Career Adults, were designed as perscnal
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 NVCC, 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.



Participants in each of the two forms of orientation were
divided into those who found 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 Annandale Campus of NVCC completed the
relevance and demographic cuestionnaires., The level of reported
relevance of the control group was compared to that of the experi-

mental group.

Definition of Terms

For the purposes of this study and report, the following terms
are defined as:
Adult: 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 (Levinson, et al., 1976; Sheehy, 1977) and
because by this age individuals who are returning to school have
frequently already made rols comnitments (work, marriage, family)
that typify adult students. In addition, individuals have probably
experienced a significant time gap in their educaticn.

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 making., These courses will also be referred to



as information/skill courses,

Orientation: A one-credit course which is required in all 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 iIdentity, recognizing one's strengths and
using those strengths to cope with emotional and psychological
pressures and building a supporting, trusting environment.
Relevance: The appropriateness of the course content for an
individual as it matches the perceived needs of the individual,

Retention Rate: The percentage of students from the fall quarter,

1978, returning for subsequent quarters. Computed by dividing the
number of returning students by the number enrolled in the fall

quarter.

Linitations of the Study

The reader is alerted “o the following 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 hdurs were fit into course lengths ranging from five to ten weeks.,
2. With two partial exceptions, all of the courses were taught by
the author. Information and Planning VWorkshop for Interior Design
Students was co-taught with a faculty member. Students in Self-

Instructional Orientation were required to meet with a counselor and



vere free to choose any counselor, All written work required for
the course, however, was subtmitted to the author., Orientation
courses included in the control group were not taught by the authcr.
3. The College Survival, Information and Planning Workshop for
terior Design Students, and Women Returning to School included
some younger students., The 2ffect, if any, of the presence of
younger students on the adult students in the classes was not
measured. The impact on the adults may have been anything fronm
confirmation of fears of intimidation by younger svudents tc in-
appropriately high self-confidence.
Le The total adult enrollment 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 very
early in the guarter for personal reasons. Tach of these students
was interviewed by the authcr; however, because of their early
withdrawal, no data were collected for these students and they were

not included in the sample,

Organizaticn of the Remaining Chanters

The following chapters provide greater detail concerning the
studyf 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 prcgrams, and specific orien-
tation programs for adult students. Chapter 3 contains the design
of the study including a summary of each orientation course, the

instruments and methods used to gather the data, and the methods
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used in analyzing the data. Chapter 4 presents the results of the

investigation. Conclusions and recommendations comprise Chapter 5.



CHAPTZR 2

REVIZY OF THE LITZRATURE

This chapter provides a summary of the literature related to
adults as students, orientation programs, and the instrumentation
used in this study. Adult developmental stages ancd tasks are pre-
sented to provide a foundaticn of the adult life cycle. The section
on adult learners and their needs is a summary of the literature on
how the needs of adult students differ from those of younger students
and the specific adult needs that coclleges can address., A brief
description of the development of orientation programs is included.
Orientation courses and programs are then studied in two groups:
college and university orientation and community college crientation.
In each section, the current trends of crientation as well as alter-
native programs and prograns for groups with special needs are dis-
cusseds The section on oricntation programs for the adult student
includes descriptions of some of the programs for adults that have
been reported in the literature., The methods and criteria that have
been used in orientaticn eveiuation are summarized. Tinally, a sum-
mary of the literature related to theEdwards Personal Preference
Schedule is included,

Dissertations and dissertation ebstracts in addition to those
cited in this chapter were reviewed and were of particular assistance

in locating additional reference sources,

I
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Develovmental Stages and Tasks

According to Havighurst (1972), a developmental task is "a task
which arises at or about a certain period in the 1life of the indi-
vidual, successful achievement of which leads to his happiness and to
success with later tasks, while failure leads to unhapopiness in the
individual, disapprovel by ths soclety, 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 vrepar-
ing for an occupation).

A devélopmental stags, 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 orimary theme or overall task, and an
individual will generally experience some form of transitionel
phase going into and out of each stage.

Developmental tasks and stages have been associsted most fre-
quently with children; hcwever, in recent years the terms have been
used in reference to adults. The applicability of a develcpmental
frame of reference for colleges was presented by Chickering (1969) in

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

tion is that colleges and universities will be educaticnally effective
only if they reach students 'where they live,' only il they connect
significantly with those concerns of critical importance to their

students" (p. 3). Chickering was writing specifically about the needs
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end concerns of young adults, but his assumption indicates that if
the students are adults, then the college must attend to their adult
needs and concerns. IMiller and Prince (1976) made a similar state-
ment when explaining that by ctudent develooment, they meant "the
application of human develorment concepts in postsecondary settings
so that everyone involved can master increasingly complex develop-
mental tasks, achieve self-direction, and become independent" (p. 3).
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 suppert adult development on a wider scale,

we will have to modify the social institutions that shape

our lives., Industry and other work organizastions,

government, higher education, religion and family--all of

these must teke account of the changing needs of adults

in different eras and developmental veriods. ‘hat 1s

helpful in one era may not be in another. (p. 337)

Havighurst (1972) has defined the ages of 12 to 18 as adoles-
cence, 18 to 30 as early adulthood, and 30 to 60 as middle age.
Many authors have found, however, that college students in their
late teens and early twentiec are in an extension of the adolescent
period and still working on “hose developmental tasks (Chickering,
1969; Jackson, 1977; Levincon et al., 1976). Traditionally the
college environment served to continue the role of the family and pro-
long the adolescent stage with students who entered directly from
secondary 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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1o Selecting a mate,

2. Learning to live with 2 marriage partner,
3. Starting a family,

Le Rearing children,

5. lanaging a home,

6. Getting started in an occupation,

7. Taking on civic responsibility,

8. TFinding a congenial sccial group. (p. 85 -

)
~—r

In addition, other adults may te working on the following tasks
assoclated with the middle age veriod:

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

2. Achieving adult social and civic responsibility,

3. Reaching and maintaining satisfactory performance in one's
occupational career,

Lo Developing adult leisure-time activities,

5. Relating oneself to onc's spouse as a person,

6. Accepting and adjusting to the psychological changes of
niddie age,

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

Trikson (1963) was one of the first writers to introduce the
concept of developmental stagec, Trikson defined each stage in terms
of opposing attitudes which rerresented the critical growth need of
that stage and out of which the individual needed to achieve some

m

belance or equilibrium. Tor Erikson, adolescence was "identity vs.
2 ’

role confusion;'" young adulthocd was "intimacy vs. isolation;" acdult-
hood was "generativity ve. stagnation;" and maturity was "ego integrit
vs. despair.”

Recent work has now amplified the stages outlined by “rikson.

in
Using interview technicues, tosh Levinson (1978), who studied men
1 ] \ b

exclusively, and Sheehy (1977) researched the stages ¢l adulthood.
Both studies showed essentiall; the samec pattern of development.

1. Trom about 1& through the early twenties is a separation stage

. . T

which emphasizes attempting to become an adult through physical, emo-
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tional, and financial indeper.dence from one's parcnts.
2e From the early to the late twenties is a stage of exploration

of the adult world and commitment to some provisional role in it,

(ol

Young adults in this stage are {ashioning thelr adult identities botl
externally (roles, interests, life style) and internally (values,
fantasies),

3s A transitional period, covering approximately age

6]
D
@
o+
O
W
2]
-

is a period of re-evaluation of the commitments and decisions made
during the twenties. The period mey range from a calm, cqulet reas-
sessment to a tumultuous undeing of everything built during the
twenties,

Le The thirties are a period of establishing roots and forming
deep commitments to both family and work. Long range plans are
freguently mapped out during this period,

5. An additional phase overlapé the previous pneriod in the last
halfl of the thirties., During this period an individuel will frecuently
feel a need to establisn greater independence and achieve a better
position for success and recognition.
€. A mid-life transition occurs for both men and women. Tor nen
it occurs at about age 40 and is accompanied by a rigorous eranina-
tion of goals set in earlier periods and the probability of achisving

nis

@
81

those goals. Zach man nust test the "goodness of Iit" betwe
external 1life and his internzl 1ife structure, He nust also review

the dreams and fantasies that were ignored in favor of others during
the thirties as a part of evcluating the decisions of earlier stages,

This period is the most prominent time for career change in nen, or
i o



women, the mid-life transiticn comes somewhat earlier, at approxd-
nately age 35, and is more a2 period of exhilaraticn, ‘iomen are fre-
guently experiencing a freecdom from the constant demands of young
children and a new opportunity to reach out to school, work, or
other activities (Sheehy, 1977).

7. Beginning in the midcle forties is a period of restabiliza-
tion. This can be a periocd of greau creativity and developmental
growth for both men and women,

The Student Development Task Inventory developed by Prince,
!iller, and Winston specifies nine subtasks for young adults uader
three major headings: develcoping autonomy, developing mature inter-
personal relations, and developing purpose (Miller & Prince, 1976).
The tasks and subtasks arc closely related to Chickering's seven

tasls for the college age adilt., The inventory was designed to

o

identify the developmentsl tasks and needs of students so that

L

college could provide the arrropriate opportunities for students o
neet their developmentel neecs, Unfortunately, the inventory has
been developed for the traditional college age student. Jackson
(1977) used the Student Develooment Task Inventory olong with a
locally constructed College Student Activitices Tuestionnaire at tuwoe
o

four-year colleges to identi’y the developmental tasks which students

ic developnmental needs

(20}

were currently facing, Inculedge of the speci

tls more appropriate programming for student

of students would then en

$‘J

services, The study lcoked only at the needs of young adults using

Chickering's college age definition.
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Bckard (1977), in an attempt to identif
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mental tasks of adult women students, gave a cuestionnaire to women
students between the ages of Z3 and 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

1e Making decisions about educational alternatives which will
lead to desirable future goals,

2. Imploying organizationsl skills which will allow dispen-
sation of energies toc onriority tasks at school and at home,

3. Organizing nhfsica_, eﬂotional, and intellectual space in
order to meet both her own needs and the needs of those
to whom she has made commitments,

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

De Reallotlca¢lj differentiating between social and prefess-
ional relationshipc and expectations vith authority fig-
ures,

6. Redefining relationshiss with those to whom whe has made
comnitments (i.e., husband, children, parents, r’enis),

. Accepting persons of older and younger ages as DCETs,

Malntalnlng or building friendships with persons who can

serve as support systens,

9. Interacting with persons in work-oriented groups,

10, Interacting posi _V°7” with peers and professors who

possess different cultural and/or ethnic chqracterlatlcu,

11. Understanding and munlpul“tlng financial structures anc

concerns,

12+ Perceiving current financial limitations as a nccessary

step toward economic indevendence., (p. 16 = 20)

o ~2
.

Eckard points out that the areas of develoning objectivity,
independence, and goal-orientation are most frequently associated
with earlier developmental stages. llany women students, for vhat-
ever reasons, apparently necd to do some develoomental catching-uo

as a part of achieving their academic goals.,

‘Conclusions

The developmental tacks and stages of adults demonstrate that
their needs are considerably 1ifferent from those of younger svudents
Furthermore, although it may be possible to view all younger students



as experiencing the same developmental needs, adult students may
represent an zge range of over 50 years, spanning seven developmental
stages. Clearly adult studentis have needs that are not only different
from younger students but different from other adults.

Adults face a continual process of redefinition of self, goals,
relationships with other pcople, and relationships with the environ-
ment. Zckard (1977), Levinscrn et al, (1976), Levinson (1978), and
Sheehy (1977) all emphasize %nis point. Colleges may resvond to
these needs by offering personal exploratibn courses. 1t is important

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

require a similar range of programs or courses.

Aduwlt Learmers and their leeds

Zven apart from their different developmental tasks and stages,
adults as learners are very different from younger college students.,
The adult typically is more motivated than the younger student (Krings,

1976). Many students may see this time in school as their last chance

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

¢!

conscious of avoiding failurec., TIMurther, school and grades may be
seen as measures of self-worta (Hardaway, 1976). Adults are consumer
oriented and want to lknow that their time and money will be well
spent’on their education (Le-vengood, 1977). The adult is used to
more independence and more responsibility (Krings, 1976). The adult
is more experienced (¥rings, 1976) and has a broader background of in-
formal education (Siegel, 1973)., The acdult is seeking learning that

vill be immediately useful rather than learning for a postnonecd use
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or vaguely defined future gozl (Krings, 1976; Lenz & 3Shaevitz, 1977).
Concept mastery is more important to the adult learner thon competition
(Lenz & Shaevitz, 1977; Ciegel, 1978). Adults are typically nert-tine
students with major commitments to family and job (Siegel, 1973).
Adults are returning to schocl after a breask in their education and
frequently are not familiar ith the educational routine and expec-~

tations for students (Siegel, 1978), Tinally, colleges and the

0]
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adults themselves have no inmediate and accurate bacis
judge their academic potential (liegel, 1979).

Marienau and Klinger (1977) proposed that the barriers for adults
returning to school are derived from two sources: "They are derived
from the situations peonle fece and from the nerticular value orien-
tations of the people themcelwves" (p. 11). This review will consider
the barriers faced by adult ctudents in three categories: those
represented by needs for srpecific services that the college can supnly;
those represented by more subjective personsl needs; and those which
derive from the value orientaticns of the individual.

There are some fairly objiaective needs for services., As part-tine
students, adults may find thenselves ineligibtle for many finenciel aid
sources, regardless of their need factor (Chiteyat & liymer, 1976;
Erickson, 1970; Geisler & Thrush, 1975; Jacobson, 1967; Riddell &
Bingham, 1977; Sanchez, 1977). Adults, because they have no immed-
iate meacure of their potential, may need 2 testing progran (Trickson,
1970)., If a college requirec an adnmission test for adults, the adult
may reouire some test coachinz (Srickson, 1970)., Child care services

are an important need particulerly for women (Chitayat & Hymer, 1976;
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Gelsler & Thrush, 1975; ilarris & Kuckuck, 1975; Xelmen & Staley, 1974;
Riddell & Bingham, 1977; Saachez, 1977). Adult students mey have a
need for both study skills workshops or courses (Krings, 19706; Plot-

13

sky, 1977; Sanchez, 1977) end remedial communicaticns skill workchops
(Krings, 1976; Kelman & Staler, 19743 Riddell & Bingham, 1977). In
order to make it easier for them to meet and soclalize with cther
adults, colleges should consider providing an identifiec adult
lounge and adult student organizations (Trickson, 19703 Harris &
Kuckuck, 1975; Kelman & 3taley, 1974). ndml ssion recuirements nay
need to be revised to make them more appronriate for the adult appli-
cant (Zrickson, 1970; Riddell & Bingham, 1977). Several writers
called for special academic edvising by someone who was familiar with
the needs of adult students =ad/or an identified counselor who would
vork with adult students (Chitayat & Hymer, 1976; Zrickson, 1970C;
Geisler & Thrush, 1975; Harris & Kuckuck, 1975). Several writers

suggested that the best way to meet several of these needs was to

o

offer an orientation program specifically designed
student (Chitayat & Hymer, 1976; Irickson, 1970; Harris & Kuckuck,
1975; Kelman & Staley, 1974; Xrings, 1976).

There are a number of more subjective personal needs Zelt by
returning adult students in 23ddition to those implied in the listing
of services above, Perhaps ihe most typical of psychological needs
of the adult student is the lack of sel
areas (Krings, 1976; Lenz & Chaevitz, 1977; llanis & lochizukis, 1972;
Powell & Rogers, 1975). Adwlts frequently feel out-of-place in a

college (though less so 2t a community college) because they sce
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themselves filling a youth assoclated role and at the same time fear
competing with those youths (Lenz & Shaevitz, 1977). Iany students
must deal with the academically related fears held over frem long
ast college or high school e:meriences, e.g., fear of math (Lenz &
Shaevitz, 1977). Zrickson (1970) crovides a list of the potential
fears that the refurning adult student must contend with: fears of
inadequacy, of exams, of an iInability to study and read rapidly,
of class discussions, of being out-of-date, of competition Irom ado-
lescents, of failure.

In a separate category alitogether are the bvarriers which are
derived from the value hierarchies of the individual., 3ZHefore the
individual can become a fully committed student, these value conflict
nust be resolved, Tor both men and women, there mey be a
that the adult is robbing the family of time and/or money which
should be reserved for the family ne;ds. Related to that 1s the
conflict between family responsibilities as a whole and the role of

tis-

m

the student. D3Students who do not resolve this value cuestion s
factorily will find that it leads to guilt over depriving their
family (Aanstad, 1972; Lenz & Zhaevitz, 1977; lenis & lochizukis,
1972; Yarienau & Klinger, 1077; ‘estervelt, 1975). Some men find
thenselves in a conflict beczuse they are being supported by their
wives (Plotsky, 1977). Some adulis, women perticularly, find the
requirements of the student rcle in conflict with their own self-
perception, l.e., a viclation of the femirine sex stereotype through
an achieving student role (Mestervelt, 1975).

The needs of adults returning to school apoear to remain fairly



constant across geographical distribution and urban/suburban/

rural settings. The studiec from which the above composite list

of needs wvas developed reorecented a wide cross-section of settings,
Leavengood's (1977) work was done in Tempa, Florida, a southern,
urban setving, and two other studies were in northern urban setting
Chitayat and Hymer (1976) in llew York City and Riddell and Binghan
(1977) in Beston. Geisler ancd Thrush's (1975) study had an urben
oricntation at the University of iisconcin at lladison, Lescer
urban areas were included in additional studies: Gainesville,
Florida (lenstad, 1972), Pelcntine, Illinois (Powell & Dogers,
1975), and “ast Lansing, !Hchigan (Frickson, 1970). llarienau and
Klinger's (1977) study wac dcne in rural, west ceniral linnesota.

The western states were renresented by studlies at I'ort Collins,

Colorado (Kelman & Staley, 1774), Austin, Texas (Plotsky, 1977),

(Hardavey, 1976). Despite “hese vastly different setiings, the

sane needs consistently wcre reported.

Conclusions

Adult needs were sevarztzd in this cection inte thoce asso-
ciated with specific serviccs, with subjcctive perscncsl needs,
and vith the individual's va_.ue crientation., n aliernative veay
to categorize the same needs would be into those associzted with o
need for additional persona’ insight and self-understanding and
those assoclated ith a neec for information and skills, Those needs

uel'z
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for information and skill
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entry back into education. Thaese are needs that the adult would most

4

likely not eiperiencs if she >r he were not returning to schocl,

The neceds associated with verscnal insigh
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to the adult's developrmentel stages and tasks, possibly as they
interzet with the additional requiremcnts zssociated with their
new student roles., This gzrouo of needs may well be felt whether

or not the adult refurns to zchocl, but may be influenced bty the

school setting,
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It is cuite possible to categorize the n

section either zs informatior and skill needs or personal growth
needs. In so deing, one is “efining poscible topics for the

adult orientatlon coursec mentioned by several authors as an ei-

cellent means to meet adwlt neads. 4n information/skill related
course should, then, include a complete introcduction to the college,
its services, procedures, onc empectations of studen
skillsy information on how uc oblain additional special services
such as financial aid, crzsdit for lii'e experiences, or credit by

xamination; academic advising; test taking skilis; group dis-

cussion skills; etc. A perscnal growth related course should

include self-confidence building experiences; opportunitiss to
clarify and vork on role conili ; values clarification; and
7 53 5

opportunities to increase understanding of cncsell as a changing,
ceveloning being.

Zxemples of orientation courses which I{ollcw this categorization
and offer the experiencee cdescribed will be included in thne

sections about orientation vrograms for adultc,



The Crigins of COrientation

In the United States, orientation had its beginnings at Boston
University in 1388, in an attempt to introduce students to the prob-
lems they would face in thoir college lives and work (Knode, 1930).
The idea of an orientation ccurse spread slovly, however, In 1900,
Towa State College required -11 frcshmen to register for a non-credit

-~

course which had goals similor to those of zn orientetion course
Knode, 1930). The Universiiy of Ilfichigan and the University of
’ J
I1linois both added orientation courses within their Colleges of
Ingineering in 1911, and the University o
a required one credit course called Library and Curricwlun Instruc-—
tion (Knode, 1930). It was not until 1923 that the now more preve-

~

lent freshman week began she University of illaine (1
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Knode in 1930 listed owlng factors which in his oninion

nade an orientation prcgram (a course or freshman -eek) a necessity:
the enlarged enrollment at nmany colleges, the lack of homogeneity of
social background among stucents, the growing complexdity of the college
instructional fields, the growing independence of high schools, and

the confusion and conflict cmong educational objectives. The following
ten objectives vhich Knode listed are closely related to those needs:
to familiarize the student ith the regulations and the methods of the
campus; to give information and advice about college 1life; to register
for classes; to make freshmen feel welcome; to provide a contact for

future guidance as needed; to inform students of the college's history,

traditicns, and customs; to zive an introducticn to the campus; *o
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welcone students and mske nrovisions for their accuaintance-bullding;
to give students information concerning student conduct; and to give
students information concerning asctivities and organizations,

Black (1964) referred %o Inode's list of objectives and indica
that, while many objectives have remaincd the same, more concern and

emphasis 1s now placed on development of the percon., lle stated the

orientation should flow from students' needs, but that most colleges
do not know what their students need,

Butts (1971) gave four objectives of orientation: "completion of
necessary enrollment procedures in a humane manner, educational and

vocational development, inlormation discemination, and community and

ca

relationshin building" (-, 8 - 9). llarchbanks' (1973) list of the
recuirements for an oricntation course refliecte
on student development: +*o help students assess themselves, including
their intcrests, aspiraticas, and aptitude; tc acquaint students with
the campus and community; and to accuaint students with the college
activities progran.

The additions and changes to the listis of crientzltion objcctives
provide a brief survey cf the development of orientation prograns.
Courses which had begun ac very college-centerced are beconing mere

student-centered., OCricentation content is now derived from the needs

of the institution as well as of the student,

B

College -nd University Cricntation

Kronovet's (1969) survey of colleges and universitiss, %o which

1,378 colleges responded, indicated that 92.4% of the colleges had
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some form of orientation vrogram. About 49% of the colleges ran their
program for a week or less immediately prior to the beginning of
classes. An additiocnal 207 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 thzs colleges did nct award any credit for
the orientation course., Orientation was réquired by 78% of the
colleges. Perhaps most important, 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, facilitiec, counseling, and remedial services, 39%;
an introduction to the collzge and its facilities, 25%; an introduction

7 o
/99

to the ccllege and information regarding counseling services, 15
and a discussion course, 117%.
One of the recurring cuestions for planners of orientation at
colleges and universities is whether the focus should be social or
intellectual, Drake (1966), through a study cf orientation programs
at 110 colleges and universities, found that 41% of the activities
wvere mainly informational, 41% were social, and 1875 were intellectual
in nature. Fitzgerald and Pusch (1963) exhorted orientation planners
to make orientation an introduction to "the framework for an enriched
educational experience and the foundation for scholarship" (v. 274).

A major aspect of thelr vrcposal was to include fewer administrators

and student aides in orientation and more faculty.
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Combs (1970) seemed to te bridging some of these gaps in listing
the purposes of orientaticn as: to assist the students in their
transition from secondary school to college; to stimulate students
to think about their motives and purposes for seeking a college educa-
tion; and to challenge students to question their system of values as
related to campus problems and issues which they might encounter.

Colleges and universities most frequently offer their orientation
in the first few days prior to the beginning of fall classes. Iven
within that framework, however, colleges are experimenting with
possible alternatives. Ilorida A & M offered a '"mini-quarter" complete
with scheduled classes the wazek prior to the fall guarter in an attempt
to soften the transition between high school and college (Abraham,
1975). Louisiana State University, Lakefront Campus, a commuter
school, tried a half day oricntation that focused on small groups of
ten students with a student leader completing a walk-through of the
registration process, complete with faculty advisor meetings (McCoy,
1973)., Staff at Morgan State College believed that freshmen needed
more developmental work in communication skills. They set up a two
week required orientation program that emphesized writing, reading,
speaking, listening, and study skills (Froe & Lee, 1956).

Colleges which are prizarily residential have an advantage for
orientation purposes over other colleges. At tmory University, all
freshmen are required to live in freshman dormitories., They focus
their year-long orientation activities around the dormitories and
the resident counselors (7zzr-round Orientation, 1973). The University

Eal

of Florida also requires freshmen to live in dormitories and places



emphasis on the resident counselors and the trained biz-brether and

big-sister aides. They alco, however, require a freshman logic class
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wvhich is frecuently co-taught by the resident counselor, One thir

of the content of the logic class is current issues znd concerns
(Mott, 1971).
Despite the prevalesnces of the freshman veek orientation, a
number of colleges are e:mcrimenting with summer orientation rrogrems.
Colorado State University compared their 1992 freshman week progran
vith their 1964 and 1965 ons day sufmer nrograms and found that the
students saw the fresghman -zek activities as mainly scocial in nature
and the summer programs z: mainly acadenic (Miller & Ivey, 1967).
The Univercity of llaine found that 545 of theif freshmen found thcir
summer orientation moderzi:zly or very helpfui, The most heloful
experiences were getting tc know other freshmen and being in the
esidence hall, and the lecst helpful was mesting the universivy
officiele (Zink, 1970). Cczles (1975), repmorting on the results o
two day summer orientation, incicated that while the orientation
program vas a success in promoting meeting new peonle end lovering
anxiety concerning nerscnel adjustment to college, it reised the
level of anyidsty concerning academic competence and lsd to increasing
self-coubts as measured by a questlonnaire.

— T ~ ’: b . s 3 -~ o~ .f\
Iln some cases ccoLlcges and universities heve x.OVClv”_D\;CL Speclon

orientation courses or nrosrams to meet



covered that the Minnesota Outward Bound Schocl emphasized these same
elements, The result was a three weelk Outward Bound orientation for
20 new students in the Zxperimental Studies Program. The results
indicated that women showed slight growth toward self-actualization
as measured by the Perscnal Orientation Inventory. There were no
significant changes for zmen (Vanderiilt & Klocke, 1971). The Unive
sity of Massachusetis offersd an orientation course specifically for
their engineering students. The course ran for two weeks and covered
a review of mathematical concepts and the use of the slide rule,
They found that the orientation course increased by.SO% a student's
chances of staying in the engineering program until the beginning
of the sophomore year, and doubled the chances of receiving a degree
in engineering within ten semesters (Rising, 1967). Lopez (1974)
reported on a special subsection of orientation for minority and
economnically disadvantagecd students designed "to assist the partici-
pants in acquiring the knculedge and skills for academic, Ifinancial,
emotional, and social 'survival' in a complex university environment"
(pe 4)e OStudents also took part in the regular orientation activities
being held concurrently. o evaluation results were revorted.
Comparative studiecs oI orientation programs have provided scme
conflicting results. At the University of Utah, all freshmen were
randomly split into a oretest group and a posttest group. Instru~
ments used to evaluate the effects of orientation were the College
and University Znvironment Scale (CUZS), the University of Utah

Information Test (a multiple-choice test over the content of the orien-

tation materials), and the University of Utzh Orientation Inventory



(2 semantic differential survey of attitudes about the orientation
program). The researchers “ound that the pretest group scored
further in the desired direction con the CUES scales of practicality,
awareness, scholarship, and community. The results indicated that
students taking the two day oriéntation program changed their per-
ceptions about the college so that the postiest group saw the college
as less orderly and procedural, less expanding and enriching, less
scholarship oriented, and less friendly. The posttest group did
score significantly better on the Information Test and gave generally
positive reactions on the Attitude Inventory (TFoxley, 1969a, 1969u).

Gerber (1970) compared four groups in different orientation
alternatives. One group hed 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 same material covered by the second group, and
the fourth group had no orientation in the first gquarter bul individ-
uals were told they would be required to take orientation in the
second aquarter if their grades were below a cut-off point, Gerber
found a slight difference in 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, students
indicated that they preferred the "nc orientation" option.
Conclusions

College and university orientation vrograms are most frequently

run for several days immediately before classes begin, The programs



are directed predominantly toward information needs and social inter-
action, Faculty frequently play a major role in the programs. The
effects of orientation programs are conflicting, Some responses
indicated that too much information and not enough personal attention
is given. Most studies, however, are only comparing presentation
methods or course structure or time, not the content offered.
Although some schools have offered special orientation sections
for special groups, obviously most colleges and universities are not
recognizing the adult student as a special group. If 69% of the
schools rely at least partly on a full-time orientation program

inmediately prior to classes, the adult, predominately part-time

student, may be left out.

Community and Junior College Orientation

Community college orientation objectives bear a strong similarity
to those of the four year college programs. Blimline and New (1975)
list the following objectivss for community college orientation:
to establish a personal relationship between a counselor and students;
to acquaint the student with the college; to help students develop
more effective methods of lsarning; to help students explore their
aptitudes, interests, and goals; and to stimulate and facilitate
personal growth, Two important differences, however, that are readily
apparent from reading the literature on community college orientation
are that the orientation orograms are more closely identified with and
under the direction of the counselors at the community college (as
opposed to a special office for orientation or the faculty at z four-

year college) and that the community college orientation programs more
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often take the form of a continuing course, freguently with credit,
rather than a one or two day program, One result of the increased
length of the program is more 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 cclleges have experimented with either summ
or pre-term orientation programs. One advantage of a summer program
is that it frees the counselors from orientation at what is frequently
the busiest time of the year (fall) and transfers that load to one
of the slackest times (summer). 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 and Leicester Junior College
offered a three hour human development module immediately prior to
the fall term, At North Sktore, 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., Zm-
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 & VWaterhcuse, 1973)., O'Banion (1971) reported on



two pre-term orientation procgrams, DRochester State Junior College
offered a siz day program that included three days of orientation
activities and three days of registration. lorida Junior Ccllege

at Jacksonville offered a vhole day of large and small group sessicns
focusing on information giving and program planning followed by a

day of registration and social activities.

Most community college orientation programs 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 tased on a systems approach. They began
to realize that they needed more than a program which would orient
the student to the college., They wanted to be able to demonstrate
the difference between conventional high school and a two-year college
with a systems approach tc instructicn. What resulted after much
study was a half-day systecns approach orientation program. The
materials used and they way they were used reflected the instructioneal
approach of the college, J3tudents were given a learning vacket
which included the learningz objectives of the orientation course, a
course syllabus, and a list of instructional materials to be used.
They used the audio-vicual equipment as a part cf the individualized
instruction; and they tocxk the posttest in the testing center., The
college persomnel attributed the subsecuent drop in the attrition
rate from 20-25% to 7.6/5 to the successful orientation progran
(Hammons, 1975).

Keenan (1974) revortied on an orientation cource to enhance the

self-concept of associate degree nursing students, !He btelieved that
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a more positive self-concert could lead to greater self-motivation,
achievement, and professional growth. Students who participated in
the orientation showed a gcignificant gain in self-concept.

Tarrant County Junior College felt that their traditional
lecture orientation was protably not meeting the needs of many of
their students and changed to a more need-based orientation. Studer*-
attended a large group meeting for the first two weeks with the main
objective being an introcduction to the college., TFor the next six
weeks, students chose which special topic éeminars, involving from
one to ten hours, they wished to take., The only reguirement was that
each student include a total of ten hours of seminars. Topics
available included: effective listening, 4 hours; study habits, 2
hours; career opportunities, 4 hours; work, loans, scholarships, and
veterans' benefits, 1 hour, reading lab, 5 hours; and a marathon
group, 10 hours (lieeds Orientation, 1969).

Another large group of orientation programs is directed cpe-
cifically at the growth and develovment needs of the students, "The
Individual in a Changing nvironment" is one course in a six course
core required of all students at Sante Fe Junior College, It was
designed as an open, flexibtle "course in introspection® (O'Banion,
1969, pe 12). Grossmont Ccllege developed a new orientation course
that included a large group lecture and a small seminar esach week
and focused on the need for the student "to become more responsible
for himself and the total society in which he lives, along with the
need for students to find additional reasons for educaticn besides

potential financial gain®" (J'Banion, 1971, pe 54). Lectures were
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on topics such as student rights, alienation, war and peace, and
personal commitment, During seminar discussions, the students pre-
sented their individual responses and ideas on the lecture torpic,
Rochester State Junior College offered a three day freshman camp as
one means of uniting the students coming from diverse backgrounds
and helping them develop pocitive attitudes toward college and their
roles in the college. The rrogram included three discussions led
by faculty: "UWhat Kind of “orld do I Want?," "What Kind of College
do I Want?," and "What Kind of Person do I'Want?" Coffee hcuses,
movies, skits, and an after dark initiation ceremony were alsc
included (0'Banion, 1971).

Orientation coufées directed toward specific groups are a
newly developing trend in community colleges, [Ilint Community Junior
College offers a different crientation for each academic division of
the college (O'Banion, 19771). loorpark Community College offers two
orientation courses designec specifically for the mature woman., OCne
is a half-credit course called "Rap Focus—-lomen's Re-entry.” The
second, "Career Development-—-ilomen's Re-eniry," is worth one and a
half credits (Elliot & lMantz, 1976). William Rainey Harper College
offered a one day, non-crecit program for women aged 25 and over,
The program included a description of the counseling services, a
slide program about the experiences of women returning to school
created by women students at the college, a tour of the campus,
small group interaction with current students, individwal counselin

to help with course selecticn, and registration (Powell & Rogers, 1975).



36

Conclusions

In 1971, O'Banion wrote "most orientation sessions 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 know'" (v. 54).
Colleges must recognize that the diversity within the student vopula
tion at most community colleges means that, at the very least, they
nust give different information to different students. Colleges are
creatively searching for alternate orientation-paclkages and delivery
nmethods as the variety of programs and courses described clearly
showse However, in many cases the assumption seems to remain that
once the proper orientation is discovered, it will be appropriate
for all students. Research comparing various orientation options is
directed at identifying the vest one presented according to the
criteria defined., lo research 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 from which form of

orientation. Research of this type is needed.

Orientation Programs for the Adult 3tudent

Most orientation coursss have bteen directed, either explicitly
through their stated geals cr implicitly through their activities,
toward younger students. &4 aumper of orientation programs have, as
one of their goals, to assict students in their transition from high
school to college, Orientation programs which are btased on all fresh-

men living in freshman dormitories (Conbs, 1970) or which include
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activities like a torchlight oarade through the dowmtown streets and
wearing “reshman beanies {O'Zanion, 1971) are definitely not recogni-
zing that the needs of adult students may be different from those
of younger students, The fcllowing programs have been develoved by
four-year coclleges and community 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., Tryon and Sy (1977)
describe a study skills courss developed for adults., The progran
developers recognized that although adult students are frecuently
far better motivated than younger students and have superior gen-
eralized backgrounds, these rsturning adults also have much greatér
anzdety about the college tressures and feel inadequate in academic
settings., The program was evaluated using the Survey of Study Habits
and Attitudes as a pre and posttest in addition to an end of progran
questionnaire on the level oI amxdety felt in the college setting.
The students whose ages rangcd from 23 to 66 had imoroved their
study habits over the period of the course and also experienced less
anxiety at the end of the ccurse.

Many colleges have devcloped personal growth courses specificcily
for adults. "Perspectives for Men" was developed as a course to
deal with the special concerns and high stress situations of men as
identified in a preliminary survey. The course covered topics such
as divorce, loss of job, relztionship with their children, and having
too many roles to fill. Recronses on the evaluation Indicated that

the course was particularly relevant to the men because 1t dealt with
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the needs associated with where they were in their lives at that

time (Kirkman, 1977/78). locrpark Community College offered a package
of two courses for women returning to college: '"Rap Focus—-iicmen's
Re-entry" and "Career Develcprment—lomen's Re-entry." Thesc courses

Y

were provided as part of the college's freshman orientation offerin
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liantz, 1976). lcCannon (1974) reported on an orientation

for adult evening students designed to increase the students' self
knowledge and facilitate their adjustment tc school., A comparison
of the experimental group with a control grour of adults who did not
experience any orientation indicated no significant difference in

£

self-concept, attitude towar: the college, re-enrollmsnt rate, or
educational goals. There wac a significant difference in grade voint
averages for the semester of the study.

Rice and Goering (1977) describe "Career Planning and Decision
Making for Adults," a collegs course offersd for women, Topics
included values clarification, decision making, life goal planning
and time management, and specific informaticn abcut jobs, velunteer
work, and how to enter them. The presentetion methods ranged from
mini-lectures to role models., 7Uvaluation was based on a questionnaire
at the end of the program and a follow-up questionnaire ten months
later for the first group anz six months later for the second group.
Results indicated that the uranimously vpositive attitudes persisted
through to the follow-up and that the varticipants did experience a
behavior change attributed tc new skills learmed from the program.

University of South Flecrida ran a series ¢ workshopes directed

T !

to adults returning to coll=ge. Workshops included '"ReFocus leminar,"



an annual workshcp to provide educational aznd college informaticn;
"It's lNever Too Late," covering the educational opportunities for
women; "The Adult as a Totel Student," co-sponsored annually with the
community college system; and "lNew Careers at Mid-Life," based on
speakers and activity workshops (Leavengood, 1977).

Montgomery College has recognized the diversity among adult
students and offers a set of orientation courses designed to assist
the adult students in their developmental "learning'" tasks., Their
courses include "How to Study," "Human Poténtial Seminar," "Career
Development, " "Emerging Woman," and "College Survival" (Blimline &
Klimek, 1977).

Gleazer (1978) providsd an excellent means for colleges to
follow the leadership of lMontgomery College in his article "iducation
for Teachable Moments." His article forms the link between develop-
nental stages for adults =zs described by 3heehy and the educational
goals of the community ccllsge, Gleazer includes in his article a
chart developed by Vivian Rogers McCoy: "Adult Life Cycle Tasks/
Adult Continuing Fducation Program Response.!" (3ee Table 1.) As
its name suggests the chart provides for each developmental stage
the associated tasks, possible program responses to each of the
tasks, and the outcomes sought in each program response. The
suggested program responsec include workshops and courses which
could be provided as part of a counseling program, as credit courses,
or as community service courses.

Conclusions

Just as adults have different needs than younger studentis,



Table 1

Adult Life Cycle Tasks/Adult Continuing lducation Program Response

Developmental
Stage

Tasks

Program Response

Outcomes Sought

Catch=30

Ages 29-3/

3.

4-

Search for personal values. 1.

Reappraise relationships.

Progress in career,

Problem solve,

2o

3.

4.

Values clarification,

Marriage counseling and
communication workshops;
human relations groups;
creative divorce work-—
shops.

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

Creative problem solving
workshops.

1.

3.

lixamined and owned
values,

Authentic personal
relationships.

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

Successful problem
solving.

Midlife
Ixamination

Ages 35-43

Search for meaning.

Reassess marriage.
Re-examine work.,

Adjust to single life,

Reassess personal prior-
ities and values.

Search for meaning
workshops.

Marriage workshops.
Mid-career workshops.

Living alone, divorce
workshops.

Value clarification;
goal sctting workshops.

Coping with existential
anxiety.

Satisfying marriages.
Appropriate career
decisions,

Fulfilled single state.

Autonomous behavior

(Vivian Rogers McCoy in Gleazer, 1978, p. 14-15)
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some adults have different nceds than other adults. Colleges should
remember that adults may bs from a number of different develovpmental
stages, each stage heving its own tasks. Colleges are now offering
programs relating to both the 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.

Evaluztion of Orientation

A variety of evaluaticn means and criteria have been used in

measuring the effect of orierntation programs. The most common meth-

N

od is a gquestionnaire distributed to the students at the end of the

o)

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

Bryan, & Dittmar, 1974; Blimiine & New, 1975; Coles, 1975; Miller

Ut
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-
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Ivey, 1967). Lopez (197.) uced the questionnaire format but gather-
ed more specific informaticn by asking gquestions about each activity
individually. A more subjective means of svaluation is to rely on
informal feedback either Irom participants or from others who come
in contact with participants. McCoy (1973) reported on zn evalu-

Fal

ation based on the feedback “rom college personnel atout the

(o]

pre—
paredness of freshmen for registration, assuming that better rre-
pared means better orientaticn., Packard (1967) used registration
preparedness, as rated by rcgistration advisors, in addition to
other measures,

A number of studies used an indirect evaluation method, Ire-
quently in conjunction with = cuestionnaire and/cr an objective test

of knowledge gained, Kopeczk (1971) reporited on a comparison of two
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orientation groups on retention of the material, grade point aver-
age, and student withdrawal rate. Gerber (1970) usec these same
three criteria plus a student preference guestionnaire on which
students indicated the orientation option they preferred. Rising
(1967) in the orientation for engineer students used as the sole
criterion the completion of the degree program. Pappas (1967a,
1967b) used only the grade noint average and the number of students
using student personnel services in comparing three orientaticn
groups, Packard (1967) used a locally constructed knowledge-reten-
tion test and an evaluation inventory to evaluate a two-day summer
program, Garneski and Heimann (1967) compared those students who
had completed the summer crisntation program with those students
who had requested the progran but were not admitted using the
criteria of grade point average, the number of semester hours earned,
and the drop-out rate. Rothman and Leonard (1967) used the grade
point average and the drop-cut rate in compering the students in a
neuly developed orientaticn model with students who tcok no orien-
tation, but also compared prs and posttest scores on the Allport,
Vernon, Lindzey Study of Values, Chandler (1970) used gfade point
average, persistence in collsge or major, and participation in

Coast Junior

Hh

organized co-curricular activities. Mississippi Gul

Q.

College and Burlington County College both used criterion-refcre
tests on the content of the orientaticn program to evaluate their
programs (Fisher, 1975; llammons, 1975).

The third major groupiag of eveluating cr ccmparing methods

involves standardized tects and inventories, scmetimesz in combinations
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to cover several different objectives., The Morgan State College
orientation that was intended to prepare students in the ccmmunica-
tion skills for their Ifreshoan year was 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 ac their main instru-~
ment along with two locally develcped tests (Foxley, 1969z, 1969b).
HMonkato State College used “hostrom's Perspnal Orientation Inventory
to measure the effect of their Ixperimentel Studies Progranm orienta-
tion (Vanderiilt & Klocke, 7971). Haislip (1972) used the Institution-
al Self-Study Service Surve;, College Form of the American College
Testing Program, Inc. as well as student grade point averages. IHe
found no difference between those whce took orientation and those who
did not.

The most common evaluation means is a student cuestionnaire,

The criteria on which the juestionnaires were based, however, werc
not included in any of the articles cited., OCther freguent evaluation
criteria arc grade point avsrage or some measure of future acadenmic

achievement, withdrawal ratc, and content retention.
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Edwards Psrsonal Pr

Personality assessment instruments are generally an attempt %o
measure some particular asccet of personality thrcugh such means as

adjective checklists or a cuestionnaire identifying needs (Juper &
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Bohn, 1970). Super and ZSohr (1970) defined nee:

thing which, if it vere rrecent, would contritute to the well-being of
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the organism" (p. 21). The _dwards Personal Preference Schedule (PP3)
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 TFPS measures the individual's reported
needs on 15 scales. The scales have their origin in Murray's (1928)
study of personality variables in which he icdentified 44 different
variables: 20 manifest needs, & latent needs, 4 needs which referred
to inner states, and 12 gencral trails. Cdwards (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, abasement, nurturance, cnange, endurance,
heterosexuality, and aggression. An additional score on consistency
is obtained by comparing 15 sets of identical pairs (Zdwards, 1959).

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

Y
)

tdwards Personal Preference Schedule Manual are included in Appendix

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 him/her self (Zdwards, 1959). Zdwards
paired items of equal social desirability as rated on a social desira-
bility scale developed by Zdwards and Thurstone in crder to control
for the effect of a subject choosing socizlly desirable items,

Hormative Population

Zdwards 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 eveninz 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 under the age of 25 and 94% of the
sample under the age of 30. Significant differences between the
means for men and women were found on 12 of the 15 scales, Ien had
significantly higher means than women on achievement, autonomy,
dominance, heterosexuality, and aggression., Uomen had significantly
higher means than men on defzrence, affiliation, intraception,

succorance, abasement, nurturance, and change. The adult sample

L]

included 4031 men and 4932 women from 43 states who were members

G

a consumer purchase panel uscd for market surveys. No ages were
reported for the adult sampls, #dwards found significant differences
between the means and standard deviations of the college group and
those of the adult group. CIDifferences of means ranged from as little
as .04 to as much as 6.45 on a raw score scale of O to 28, The most
pronounced changes were order, means for adult men and women were
Le45 and 5.35 points higher than the college sample; endurance,
means for adult men and women were 4.31 and 3.87 points higher than
the ccllege sample; and heterosexuality, means for adult men and
women were 0.45 and 6,22 points lower than the college sample. In
all cases the differences between sex groups were in the same direc-
tion for both samples,

Kinnick and Nelson (1970) reported on a study in which the
IPPS was administered to 107 of the undergraduate population of
Colorado State College (1,820 students) and local norms were estab—

lished. These norms differed significantly from the reported IPP3
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norms of 8 of the 15 variables for men and 6 of the 15 for women, They
suggest a need to establish n3w norms in view of major shifts in the
American culture and the coll:zge student population since 1954 when

the EPPS wés first published,

Reliability

The Tdwards Personal Preference Schedule lManual (Zdwards, 1959°

reported a split half relisbility measure of internal consistency for
each of the scales with coefZicients ranging from .60 to .87, as

well as a one week test-retest reliability for each scale, with coef-
ficients ranging from .74 to .38, (3ee Table 2.) ‘aters (1968)
provided the results of a seven week test-retest reliability study

of the EPPS, His reliabilitr coefficientsiranged from .37 to .67.

de cautioned, however, that the testing was done at the beginning

and seven weeks into an intensive pre-flight training for navel
flight candidates, and the nature of the training may have affected
the scores, A 15 month test-retest reliability with 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 measure ©I subject change as of the reliability

Tz

of the instrument (Caputo, Fsathas, & Plapr, 1966).
Validity

The most serious cuesilon raised about the ZPPS concerns the
validity of the instrument. Zdwards (1959) included a section in
the manual about validity in which he discussed the possibilities of
establishing validity through correlation with self-ratings, ratings

by peers, or other instrumenis measuring the same consiructs, He
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Table 2

Edwards Personal Preference Schedule

Sdwards Waters Ceputo et al.

Edwards (1959) (1968) (1966)

(1959) 1 week 7 week 15 month
TPPS Split~half Test-retest Test-retest Test~retest
Scale N=1509 =89 N=148 1i=52
Achievement A o4 «53 o 47
Deference .60 .78 Al o45
Orcer o4 .87 « 57 « 59
Exhibition .61 o 74 «53 .60
Autonomy .76 .33 .64 .65
Affiliation .70 .77 37 A
Intraception .79 .86 07 o L1
Succorance .76 .78 .51 WA
Dominance 21 .37 .56 €0
Abasement =y .28 67 «59
lurturance .78 .79 .61 .65
Change‘ 79 33 58 73
Zndurance .81 .86 .62 .61
Heterosexuality .87 .85 .02 o L5
Aggression oS4 .78 .60 «50
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does not, however, provide any substantial evidence of wvalidity
within the section., Heilbrun (1972) and }cKee (1972) both indicated
that insufficient indication of validity has been given for the ZPPS,
Jones (1974) attempted to correlate scales from the EP?S and the
Minnesota Multiphasic Personality Inventory with Carkhuff's scales of
empathetic understanding, genuineness, and respect. There were no
significant correlations. Bouchard (1968) and Poe (1969) both tested
the validity of the EPPS using the multitrait-multimethod matrix
proposed by Campbell and Fiske and reported good convergent and
discriminant validity.

A number of authors have attempted to validate certain scales
of the EPPS by correlating ths scores with some other rating of a
characteristic. Izard (1960) correlated the autonomy, dominance,
deference, and abasement scaiss with a criterion of resistance to
change. For men abasement and deference were significantly correlated
with the criterion, but for women there was no significant correlation.
Coody and Hinely (1967) compared the ZPPS scores for student teachers
who had been rated as either dominating or submissive, They found
that the dominating group sccred significantly higher on aggression,
autonomy, and dominance; and the submissive group scored significantly
higher on abasement and succocrance., They concluded that the IPPS was
a valid tool for identifying these personality itraits. Ccody and
Hinely also summarized a study by Bernadin demonstrating the validity
of the autonomy and deference scales for measuring dependence, a
study by Gisvold showing a significant correlation between the autonocmy

scale and conformity behavicr; and a study by Zuckerman that reported
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a significant positive relationship between rebelliousness and the
EPPS scales aggression, autcnomy, and dominance and a significant
negative relationship between rebelliousness and the EPPS scales
abasement, deference, and succorance,

Research Usage

Considerable research hzs been directed toward the use of the
FPPS as a prediction and/or selection instrument particularly in
college settings. Bachman (71964) 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 ZPP3
scale does not aid in the pre=diction of achievement. Morgan (1975)
attempted a similar study using the achievement scale and the iAmer-
ican College Test (ACT) to predict over and under achievers. The
achievement scale did not increase the predictive ability ol the
ACT. Lunneborg and Lunnebors (1966) tried to predict grade point
averages from the EPPS but found no predictive ability, Belcastro
(1975) used the EPPS along with the Strong Vocational Interest Blank
to predict completion of a sscondary teacher education program, He
found that the two instruments along with grade point averages pre-
dicted completion with 78% accuracy for males and 66% accuracy for
females,

Other researchers have =mployed the “PPS to distinguish between
groups separated by scme other critericn. Zaccaria and Creaser (1970)
used the ZPP3 to distinguish between those students who sought
counseling and those who dic not. They found no difference for

women but a lover endursnce ccore for men who sought vocaticnal/
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occupational counseling. Fool (1965) found that students for whom
counseling was effective scored higher on the ZPPS succorance and
autoncny scales and lower or the endurance and intraception scales
than those students fcr whom counseling was not effective, ligent
(1974) used the EPPS to differentiate between community ccllege
students who reported high, average, and low career choice certainit
The results indicated that students who scored high on affiliation
tended to be more uncertain of career choice and women who scored
high on succorance tended to be more uncertain, There was no signi
icant difference among other variables,

An important considerzation in using the ZPPS in research is the
interdependence of the scales, DBecause cach item is a forced choice

between two scales, the resvondent in choosing will raise one scale
b - o
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and lower another., Therefcr is impossible for a person to show
all needs as high or 21l neads as low. This ipsative effect results
in scores that show the "relative strength of competing needs within
the person" (Barron, 1959, n. 115). The ZPPS scales are negatively
correlated with each other at least partially as a result of the
ipsative construction. Bscause the ZPPS violates some of the condi-
tions that are assumed by many typical statistical procedures, the
user must consider the ilpsative effect cn correlations between the
IPPS and some other variable (Guilford, 1954; Hicks, 1970)., Scott
(1968) compared the publiszhed ipsative TPPS with a2 modified, single-
stimulus form that eliminated the ipsative effect. He found that
the validity did not seem %o be effected by the change, and that the

forced-choice ZPPS was morce reliable, He did not, however, attempt
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to correlate the two forms with some other variable.

An advantage of the PPS is its emphasis on non-clinical
terminology, particularly in scale names. A personality inventory
which provides scores on "such clinicel and psychiatric syndromes
as schizophrenia, paranoia, or hysteria" (Zdwards, 1959, p. 6) may
create problems when used in an educational setting where scores
are routinely returned to students. The ZPPS scale names emphasize

N 3 .

non-clinical needs. Zmphasis throughout the development and norming

Py iy

-

of the EPPS has been on use with "normal" individuals (Zdwards, 1959
Zdwards recommended the IPPS for use in stimulating discussion
within counseling settings and for research npurposes with normal
subjects. Barron (1959) haz reported on the wide spread use of the
ZPPS in both areas, Kinnick and Nelscn (1970) referred to the PPS
as a successful counseling tool and called particular zttention to
its use in college settings. Wigent (1974) reported cn the ZPPS3
as an appropriate tool in coamunity college settings.
Conclusions
The ZPPS is a widely used counseling and research tool that
provides scores on 15 perscnality needs. The ZPPS has adequate
reliability for research purvoses, and studies have shown sufficient
validity of the scales, though more research on wvalidity is needed.
The scores on the 15 scales are inter-related because of the forced-
choice construction of the t2st, This ivsative effect can be
minimized by including fewver than all the scales in the statistical
procedure,

ZPPS scores are measurses of the individual's need at the moment
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of the inventory. Tor the purposes of this study, the scores are
relevant as an indication of the student's needs at the time of
re-entry into collcge. This study will employ conly the raw sccres,
and therefore the possibility; of out-dated norms 1s not a relevant

concern.,

Chapter Summary

Authors agree that growth and development are lifelong nrocesses

and that adults, therefore, continue to experience developmental cycles,

a0}
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Those cycles and their associated developmental tasks are one o
sources of the differences tctween adult students and younger students
who are involved in a very cifferent develoomental stage with differ-
ent tasks, Other major differences result from the greatly enriched
background of the adults and the unique adult experience of returning

to school rather than continuing in school,

d

Orientation programs have evolved into cual purpose efforts
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seeking to provide students with the information an
make the college's job sasier (regulations, library skills, stc.) and
the skills and explorations associated with the students' needs (study
skills, values clarification, etc.) Colleges have attempted to meet
these objectives with a varisty of programs ranging from one dey
information workshops tc year-long required courses. Some colleges
have prescribed a single oricntation course for gll students while
others have developed a varizty of courses so that students can select
the course most appropriate <o meet their needs.

Most colleges that have atitempted to serve the particular nesds

of adult students have done so through special courses, workshops, or



non-credit programs. These ccurses and programs frequently focus

cn either the ckills and information that will ease the adult's
re-entry or the personal concerns associated with the fears and con-
flicts caused by the entry intc a college environment,

Research associated with the adult programs has been mainly
descriptive and tends to be more of a "hers's what we tried" nature,
_Most studies have not includsc adequate follcow-up or evaluation,

No research could be found which cconsidered a means of predicting
the appropriateness of differsnt forms of orientation for different

adults.



CHAPTZR 3

METHODOLOGY

This chapter provides a summary of the procedures followed in
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 data are described along with the manner
in which they were used. The final section summarizes the methods

used in the analysis of the data.

General Design

Five orientation sectione offered at the Loudcun Campus of
Northern Virginia Community Ccllege (NVCC) were studied to determine
their relevance for adult stucents., The sections were classified as
either information-giving/skill-building courses or personal growth
courses, College Survival, Self-Instructional Orientation, and
Information and Planning liorkchop for Interior Design Students were
the information-giving/skill-building sections. Orientation for
Women Returning to School and Orientation for 3econd Career Adults
were the personal growth sections. OStudents selected whichever orien-
tation section they desired. All students in the classes who were age
25 or older participated in the study. Adult students in four ocrien-
tation sections at the Annandale Campus of NVCC formed a control group.

During the first week of the quarter all students in the exper-
imental group completed the -dwards Personal Preference Schedule (ZPP3)

and a questionnaire for background information., At the end of each

54



course, students completed a questionnaire on the relevance of the
course to their particular nseds. Znrollment data were checked for
the winter and spring quarters to determine if those students in the
experimental group continuecd as students at the college. Students
who had not continued were tslephoned as a follow-up procedure. A
comparison was made of the sslf-reported relevance of the experiment:
group and of the control grcup. The retention rates for experimental
group students reporting high 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,

o

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 {rom those of younger students, and 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 for their particular needs from among
several courses directed to the needs of adult students will find
their orientation course morzs relevant than students who are not
givenqa choice. Furthermore, students who consider the course very
relevant may have a higher rstention rate in subsegquent quarters than
students who did not find their orientation relevant,

Relevance was defined in a very individual menner. A course
was relevant for a student i that student perceived the course

content as personally meaninzful and appropriate. The relevance ol
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a course, in other words, was related to how completely it fulfilled
the needs of the student at the time the student enrolled. A person-
ality inventory that measures needs was administered to investigate
the relationship between personality 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 who are not free to choose their own orientation option.

Hypothesis Two

HZ:

will have a higher retention rate than students who rate their course

Students who rate tieir orientation course as very relevant

as low in relevance.

H Information-giving/skill-building students who rate their

2a°
orientation course as very relevant will have a higher retention rate
than those information-giving/skill-building students who rate their
course as low in relevance.

HZb: Personal growth students who rate their orientation course
as very relevant will have = higher retention rate than those per-

sonal growth students who rate their course as low in relevance.

Hypothesis Three

HBa: Using relevance as the criterion, it will be possible to
develop a statistically significant prediction eaquation for informa-
tion-giving/skill-building estudents given selected ZPPS variables.

HBb: Using relevance ac the criterion, it will be possible to

develop a statistically significant prediction equation for personal
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growth students given selected EPPS variables,

Population

This study was carried out at Northern Virginia Community College.
NVCC serves the counties of Arlington, Fairfax, Loudoun, and Prince
William and the cities of Alexandria, Falls Church, Fairfax, Manassas,
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 areca
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 tc 11,709 students and the Extended
Learning Institute, a non-campus based instructional program which
offers courses through correspondence, television, and radio. The
total student enrollment for Iall quarter, 1978 was 31,327. All
five campuses draw predominately from surburban settings. Zach
campus of the college offers all the courses required for the Associ-
ate in Arts and Assoclate in 3cience transfer degrees. In addition
each campus offers some common occupational/technical curricula that
are available at every campus and some specialized curricula which
are available at only one or two campuses.

Students from two campuses were included in the study. Loudoun,
the second smallest campus with a fall, 1978 enrcllment of 3,074, was
included because it provides a variety of orientation opticns from
which students may choose. “nnandale, the largest campus with a

fall, 1978 enrollment of 11,709, was included because it offers a
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single format orientation cvrogram. The students included from
Annandale Campus formed the control group. Both campuses draw from
similar geographic pools and have comparable student populations.

The average age of studenis at Loudoun Campus is 30 years., Over
helf of the students are 25 or older. Sixty-six percent of the
students are women, and 34% are men. Most students at Loudoun
Campus are attending part-time., Only 22% are enrolled as full-time
students. Seventy-two percent of the students have not officially
enrolled in a degree program., Thirty-nine percent attend classes
only during the day, 38% attend only evenings and weekends, and 23%
attend both times,

The average age of studentis at the Annandale Campus is 27.
Fifty-five percent of the ztudents are women and 45% are men. Only
33% are enrolled as full-time students., Forty-eight percent attend
classes only during the day, 345 attend only evenings end weekends,
and 18% attend both times.

Orientation is a one crecit course that is required for all
degree programs. Students are encouraged, but not required, to take
the course during their first quarter at NVCC. Tach campus structures
orientation differently, tut in all cases the course is taught by a
counselor and is scheduled for 2 total of ten class hours. celf-
instructional courses are co-ordinated by a counselor and designed to
require ten hours to complete,

Loudoun Campus has had a continually evolving orientation
program., The campus originally offered a stancard 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 structures, a variety of orientation sec-
tions from which students could self-select the section most appro-
priate for their needs. In tae 1977-78 academic year, 1C 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 gquarter during the year and others were offered
several quarters. No secticn was offered more than one time in any
given quarter. Inrollment in the sections ranged from 2 to 129
with the median enrollment bteing 14. Tour of the sections were
repeated fall, 1978, and were included in this study as part of the
experimental treatment,

Orientation at Annandale Campus is based on the philosophy that

all new students have similar needs regardless of age, educational

or work experience, etc. ALl orientaticn sections offered at
Annandale Campus follow a prescribed format with identical course

requirements,

Sample
During Fall Quarter, 1975, 12 different orientation sections
were offered at the Loudoun Campus. (See Table 4.) Ixcept for two
sections which were specifically designated for students in certain
classes, any student could register for any orientation section.
Students were 2lso able to take orientation at any of the four other

campuses or as a correspondence course from the Ixtended Learning



Table 3

Enrollment for Loudoun Campus Orientation Offerings for 1977-78

Quarter Offered

Course Title Fall Winter Spring Summer
Self-Instructional Orientation® 129 L, 17 19
College Survival® 12 3P c

Women Returning to School? TAb

Planning “orkshop for Interior

Design Students™ 16°

Efficient Reading 31 " M 11
Microcounseling 9b ¢ ¢
Experiences Through Volunteering 6 2

Survey of Career Options 22b

Career itxplorations 16b

Planning Workshop for Horticulture
Students 12

%Indicates orientation scctions which were repeated Fall, 1978,
and included in this study.

bCourse was filled and closed to further enrollment.

c .- . . . )
Course was cancelled due to insufficient enrollment.
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Table 4

Enrollment for Loudoun Camrus Orientation Offerings for Fall, 1976

Course Title Enrollment
Self-Instructional Orienteticn® 73

College Survival® 13°(8/25/75)
Planning Workshop for Interior Design Students® 246
Crientation for omen Returning tc School? 16b(§/21/ 8)
Orientation for Second Carcer Adultsa’d 8

Planning ‘lorkshop for Horticulture Students 15

Planning Workshop for Secretarial Science utuienta 10
Microcounseling (9/6/7%)
Career Ixploration 15°(9/11/78)
Orientation far Students in Verbal Studies Lab

(ENGL 01-02L) 3
O{ientation far Students in Reading Improvement

(ENGL 08-01L) 4
Efficient Reading 17

a- .. . . . .
Indicates sections includecd in this study.

b . . . 4 - ]
Course was filled and closed to further enroliment (cate

course closed).

®Course was closed 9/11/76 but re-opened 9/21/76.

dNew orientation offering.
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Institute. ZEnrollment in the sections varied from 3 to 73. The
median enrollment was 14.

Students registered for whichever orientation course they
desired during the Fall Tuarter registration period from August 21
through October 3, A brief description of each section was included
in the schedule of classes waich was bulk mailed to all northern
Virginie residents., lMore complete descriptions were included in an
orientation hand-out for intsrested students aveilable at information
locations on campus, It is possible that as some sections filled
and were closed to further enrollment, students registered for their

second or third choice orisntation. Two students indicate

joN

on their
demographic questionnaire that they were not in their first choice
class,.

M1 students who were aged 25 or older and registered for
Orientation for Women Returning to School, College Survivel, Orienta-
tion for Second Career Adulis, and Information and Planning ‘orkshop
for Interior Design Studentc were automatically a part of the exper-
imentel group. Students in the Self-Instructional Crientation who
vere aged 25 or older received a speclal instructional packet for
their orientation explaining that a study was being done concerning
adult students and enccuraging them to take vart. The instructions
indicated that if they wished to take part they needed to complete
the initial steps during the first week of classes,

A total of 43 adult stuients were included in the experimentel
group., (See Table 5.) The mean age of the students in the grour

vas 34.8. Sixteen vercent :f the students were male and 847 were



Distribution of Sample by Course, Age, and Sex

Ixperimental Group

Information-giving/Skill~building

Personal Growth

Int,

Self-Instre. Coll, Surv,

Women Ret, 2nd Career

Control Group

M I

o Tot, M T Tot

Age
25 - 29
30 - 34
35 = 39
40 = b4y
45 = 49
50 - 54

55 and over

o

Total

14

14 14 35 8

M F Tot

g8 7 15

1 6 7

3 9 12

2 1 3

3 3

1 2 3

15 28 43

£9
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female, Twenty-six percent of the students were currently employed
fll-time; 14% were employed part-time; 11% were in current volunteer
work; and 47% were not currently employed. Ninety-three percent of
the total, however, had some work experience. Most of the students,
79%, were enrolled part-time and 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. All students in the classes comoleted
the cuestionnaires, but only those students aged 25 or older were
included in the group. A total of 43 students were in the control
group, Thirty-five percent oI the students were male, and 65% weré
female, Torty-nine percent of the students were currently employcd
full-time; 21% were employed vart-time; 9% were in current volunteer
work; and 21% were not currently employed. lNinety-three percent of
the total had some work experisnce. Most of the students, 72% were

enrolled part-time and only 2¢7 were full-time,

Treatment

fach orientation section included in the experimental group
was different in content and objectives; however, they could be
grouped into two areas: information-giving/skill-building sections
and personal growth sections. The three information/skill courses
were Information and Planning .Jorkshop for Interior Design Students,
Self-Instructional Orientation, and College Survival. The two per-
sonal growth sections were Orientation for Women Returning to School
and Crientation for Second Career Adults. All sections were offered

during the regular fall guerter of 1978, as the one crsdi
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course required for completion of all degrees, Tach orientation
section included in the study will be described briefly, Course
objectives for each section in the experimental group and major topics
for the sections in the control group are provided in the appendices
(E-1J).

Information and Planning “orizshop for Interior Design Students

This section was offered specifically for students who had
already decided upon the interior design curriculum or who were
seriously contemplating such a decision and desired more information
about the curriculum and the career field, Interior design students
wvere not required to take this section and were free to enroll in
any orientation section they chcse., The section was co-taught oy
the author and the program head for interior design. It met one
afternoon each week for the Tirst five weeks of the guarter., Twenty-
four students were enrollied in 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 end skill teaching. Time was allowed each evening,
however, for students to share those individual techniques which they
had found workable or information 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 have any regularly scheduled class meetings.
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Students met with the instructor et any one of three introductory
meetings during the first week of classes or individually if none of
the three times was convenient, At the introductory meeting an in-
structional packet was given to each student; a brief overview of the
course, its requirements, and the relevent due dates were given; and
students were able to ask any questions they had about the course.

No content instruction was given at the meetings. The course had

six required activities that were of an information nature., One
activity required that students meet with a counselor. Students

were free to choose any counselor for that activity. To raise their
grades, students could complete one, two, or three optional activities.
Optional activities were predominantly 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 form indicating completion of required
activities were submitted tc the author for review, Course objectives
are provided in Appendix G.

Orientation for Women Returning to Schocl

This orientation section was described in the schedule and in
the orientation hand-out as cdirected specifically to the needs of
adult women who were returning to school., Younger students, who were
coming to the community college immediately from their high school
experience or very soon therczafter, were actively discouraged from
enrolling in the course. Th:s section met one hour per week for ten
weekse The course was a diccussion based, sharing criented course

with an enrollment of 16 women, The instructor acted as a resource
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and discussion facilitator rather than as an active provider of
factual information and sclutions. Women were encouraged to learn
from each other and to seek new sclutions or perspectives together.
Course objectives are provided in Appendix H,

Qrientation for Second Carcer Adults

This course met one night a week for six weeks. The course
was specifically designated in the course schedule and in the orien-
tation hand-out as being for adult students. Younger students were
actively discouraged from enrolling, The course was structured much
like the Orientation for llom2n Returning to Schocl, with the instruc-
tor acting as a resource and discussion facilitator. IZight students
were enrolled in the class. They were encouraged to work together
to understand common problems and achieve a resolution of conflicts
using skills they had develored over their adult years. Course
objectives are provided in Anpendix I.

Control Groun

These four classes were offered at the innandale Campus. Zach
met for one hour a week for ten weeks., The classes had a large group
presentation format that was instructor centered. Two of the classes
were taught by one counselor and the other two by a second counselor;
however all four classes covered the same material and had the same
course requirements. A loca’ly written text was used with all four
classess The main topics covered in the course are provided in

Appendix J,.



Data CGathering and Instrumentation

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 oI classes all students in the experi-
mental group completed the “dwards Personal Preference Schedule and
a demographic questionnaire asking for background information. 4
copy of this cuestionnaire is included in Appendix B.

The ZPPS was chosen {or several reasons. rfirst 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 beceause the relevance of a particu-
lar orientation course would be related to the needs of the individ-
ual, TFinally, the CPP3 has wide usage with adult educaticn re-entry
programs in the northern Virginia area., A number of potential stu~
dents, therefore, may alreac; have recent ZPP3 scores. 3By using the
same instrument, the results of this study will have greater appli-~
cability for these future students.

The EPPS includes 15 scales: achievement, affiliation, deference,
order, exhibition, autonomy, intracepticn, succorance, deminance, a-

basement, nurturance, change, endurance, heterosexuality, and aggres-

By

sion, A description of each of these scales is included in Appendiz
A.  Test-rotest reliability coefficients for the 15 scales as reported
by BEdwards (1959) range from .74 to .38, A number of studies have

indicated that the IZPPS has sufficient validity for selectlon purposes
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particularly when used in conjumction with counseling, A more com-
plete discussion of the IPPS 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 additicnal 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 Zdwards (1957) and Likert (1967).
Student response was given on a four point Likert scale, The
questionnaire was field-testsd and a split-half reliability of .96
was computed. Individual items which were not consistent with the
separation of high and low total scorss or which were consistent
but did not add to the discriminating abllity of the instrument were
discarded. The questionnairs was reviewed in its early stages and
its final form by an educaticnal research and evaluation specialist.
A copy of the relevance guestionnaire is in Appendix C.

The relevance cuestionnaire was also completed by adult
students in four orientation sections offered at the Annandale Campus
of NIVCC to form a control grcup for comparison of relevancy responses,

Use of the Annandale studentc 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 progrem that assumed that all students have similar
needs and can best be served oy the same course.

At the beginning of the winter quarter and the spring quarter,
a check was made to determine if students in the experimental group
had continued their enrollment at VCC., Zach student from any of
the orientation courses who had not continued enrollment was con-
tacted by the author for an interview to determine the cause for
withdrawal. Students were acked why they had withdrawn or not re-
enrolled, If the response wzs anything other than a purely personal
situation, they were also asked what if anything the ccllege could
have done to help them remain in school. tudents were asked
specifically if any additions or changes in the orientation course
could have provided some suprort to stay in school. Finally, students
were asked i1f they anticipated re-enrolling at some future date., A
follow~up check was made on those students who had withdrawn prior
to or during the winter quarter to see if they had re-enrolled for

the spring quarter.

Data Analvysis

The analysis of the collected data was directed toward (a)
comparing the degree of relevance reported by the control group and
by students in the experimental group, (b) comparing the retention
rates for the experimental group students reporting high and low
relevance for their orientation course, and (c) investigating the

relationship btetween the identified ZPPS personality variables with
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the relevance of the two experimental subgroups.

Background information was summarized in order to characterize
the sample., Because the students selected their owm orientation
options, the sample could not be definec in advance of the study
other than as adults aged 25 and older enrolled in the orientation
sections included in the stucy.

The testing of the hypothesis recuired a division between high
relevance scores and low relevance scores. The relevance aquestion-
naire had a possible point rznge of 16 to 64. A student answering
each of the 16 questions in = negative fashion (1 = strongly dis-
agree and/or 2 = disagree) would have scored between 16 and 32 in-
clusive (after converting fcr negatively stated items). A student
answvering each cuestion in a positive fashion (3 = agree and/or 4 =
strongly agree) would have scored between 48 and 64 inclusive, It
was originally thought that the low relevance scores would be defined
as those at 32 or below anc the high relevance scores would be those
at 43 or above, This division, however, would have included 24
students in the high relevance group and only one student in the low
relevance group (with 1€ students in the neutral group reporting
33 to 47). Because such a lopsided division was not practical for
statistical compariscn of groups, an alternative method was derived.
The mean score for the experimental group was 49; the median was 48,

These measures of central tendency, therefore, fell at the point

€,

dividing those students repcrting all positive responses (agree an
strongly agree) from students reporting some or all negative responses.

Therefore, the cut-off used to 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 low scores.
The resulting distributicn cof 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 experimentel group was compared to the mean relevanc
score of students in the control group using a i-test for independent
groups.

To test hypothesis two (p. 56), the retention rates were deter-
mined for the experimental group as a whole as well as for each of
four subgroups: high and low relevance reporters for information/
skill and ﬁigh and low relevance reporters for personal growth
classes, Jeparate rates were computed for the winter cuarter, the
spring quarter, and the acacemic year. The retention rates for high
relevance reporters were compared 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. 5C) involved the relationship of the TPPS
personality variables with the reported relevance of the two subgroups
of the experimental group. Tactors which were significant determin-
ants of relevance for each cubgroup were identified and weighted
through multiple regression analysis. It should be noted that the
low intercorrelations of the TPPS scales due to the ipsative con-
struction result in an epparent greater significance with multiple
regression analysis. The ZFPS scales appear statistically mecre

independent than they actuzlly are.
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Because of the small sample size and because of the ipsative
nature of the EPPS, it was necessary to limit the number of TPPS
variables to be included in 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 EPPS variables that might be appropriate predictors. As a
second procedure, a zero order correlation matrix including all 15
ZPPS variables and the relevance 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. [inally a number of multiple regression
tests with step-wise inclusion were run for the information-giving/
skill-pbuilding subgroup ancd 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 multiple regression were generally consis—
tent with those suggested by the literature. The IPPS variables
achievement, autonomy, defercnce, and succorance were identified as
the IPPS predictors for the multiple regression for information-giving/
skill-building students. The EPPS variables autonomy, change, def-
erence, nurturance, and order were identified as the IPPS predictors

for the multiple regression Ior personal growth students,

Cnepter Summary

This study investigated the relevance of community college

orientation for adult studenis. The population and sample have been
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described within this chapter.

Students in the experimsntal group self-selected thsir own
orientation option from amonz 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 growth courses. All participating
students completed the ZPPS and a demographic guestionnaire at the
beginning of the course and a questionnaire on the relevance of the
course content at the end of the course.

A t-test was used to conpare the reported relevance of the
experimental group to the renorted relevance of a control group of
adult students enrolled in =zn orientation program in which no
special interest options werce available. The retention rates for
subsequent quarters for experimental group participants reporting
high relevance and those rerorting low relevance were compared to
study the relationship betwecen relevance and retention,

To provide a possible means 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 using multinle regression analysis.

The results of the study are reported in Chapter 4.



CHAPTER 4

ANALYSIS 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 guestionnaire
and a personality inventory in the beginning of the course and a
questionnaire on the relevance of the course to their individual
needs at the end of the coursz., The responses of the participants,
who had self-selected their cwn 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 revorting students. In addition, selected
personality variables were investigated for possible relation with
the relevance scores. Zvidence 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
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significance as that was considered a sufficient level for research

of this nature. The results of the study by hyvothesis 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 wouid 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 NVCC, 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 varticipants,

The relevance cuestionnaire was composed of 16 questions with the
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response for each question ranging from (one) "strongly disagree" to
(four) "strongly agree."” The 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 t-test
for independent groups and was found to be significant at beyond the
.05 level (p = ,0005). (See Table 6 for the complete results.)

This hypothesis was, therefcre, accepted.

Hypothesis Two

H2: Students who rate their orientation course as very rel-

evant will have a higher retention rate than students who

rate their course as low in relevance,

All experimental group participants were separated inte two
subgroups based on their relevance score. Students with a score
of 48 to 64 were defined as students who rated their course as very
relevant and students with a2 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 cuarters).

The independence of these two groups was tested using the Yate's
corrected chi square procedure., The strength of the relationship
was tested using the phi statistic which ranges from zero (no rela-
tionship) to one (perfect relationship).

The winter, spring, and academic year retention rates for all

high relevance reporters wers compared to the rates for a1l low
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Table 6

Comparison of Relevance Scores for Experimental and Control Groups

Group N ¥ean® Stapda?d t value Db
Deviation = =
Ixperimental Group 43 19428 8.5
3.61 .0005
Control Group 43 21453 11.2

%Possible range of 16 to 64

bOne-tailed, directicnal test
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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 experimentel group were not statistically significant,

and therefore this hypothesic was rejected.

HZa: Information-giving/skill-building students who rate
their orientation course as very relevant will have a
higher retention rate than those information-giving/skill-
building students who rzte thelr course as low in relevance,
The same analysis procedure 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 211 low relevance reporters in this
subgroup were compared, The resulting chi scuare values did not
meet the required criticai level for significance at the ,05 level,
(See Table 8 for specific data.) The differences in the retention
rates for the information-giving/skill-building students were not
statistically significant, and therefore this subhypothesis was

rejected.

H2b: Personal growth students who rate their orientatiocn
course as very relevant will have a higher retention rate
than those personal growth students who rate their course
as low in relevance.

The same analysis procedure was again followed for this subgroup.

The winter, spring, and acacemic year retention rates for all high



Table 7

Comparison of Retention Rates for the Ixperimental Group

Retention
WUinter Spring Year
chi Phi Chi Phi Chi Phi

Group N nm % Value Value N % Value Value n% Value Value
lligh Relevance 24 | 20 &3 20 83 17 N =

.00076ns  ,05597 1.33149ns  ,22963 04233ns 408134
Low Relevance 19 | 15 79 12 63 12 63
Total 43 35 81 32 74 29 67

Note, ns = not significant at the ,05 level,



Table 8

Comparison of Retention Rates for Information/Skill Subgroup

Retention
Vinter Spring Year
Chi Phi Chi I'hi Chi Phi

Group N N 4% Value Value N % Value Value n % Value Value
High Relevance 7 VAT 5 7 3 43

. 26250ns 22361 .02679ns 07143 .21875ns « 20412
Low Relevance 14 |11 79 9 64 9 64
Total 21 15 71 14 67 12 57

totes ns = not significant at the .05 level,
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relevance reporters and for 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., (3ee
Table 9 for specific data.) The differences in the retention rates

for the persconal growth students were not statistically significant,

and therefore this subhypcthesis was rejected.

Hypothesis Three

HBa: Using relevance as the criterion, it will be possible

to develcp a statistically significant prediction equaticn

for information-giving/skill-building students given

selected BPPS wvariables.

The multiple regression procedure with step-wise inclusion
was performed to determine a predictive equation for relevance using
the four IPPS scores: achievement, autonomy, deference, and succor-
ance. (See Table 10,) Succorance was entered into the formula first
with 2 simple r of -.44, erplaining 19.1% of the variance., Autonomy,

inal

=y

achievement, and deference were entered in that order. The
multiple R was .76, explaining 58% of the variance., The reported

I value was 5.533, significant at beyond the .05 level., The regrec-
sion of relevance for information-giving/skill-building students on

all the variables entered was therefore statistically significant,

and this subhypothesis was accepted.

HBb: Using relevancc as the criterion, it will be possible
to develop a statistically significant prediction equation

for personal growth students given selected TPPS variables,



Table 9

Comparison of Retention Rates for Personal Growth Subgroup

Retention
tinter Spring Ycar
Chi Phi Chi Phi Chi rhi
Group 0| n % Value Value N % Value Value N % Value Value
o

High Relevance 17 | 16 94 15 88 14 82 W

.000647ns « 20580 .60752ns « 30679 . 19466ns e 22353
Low Relevance 5 /4 80 3 60 3 60
Total 22 20 9 16 82 17 77

Note, ns = notl

significant at the .05 level,



Table 10

Prediction of Orientation Course Relevance Based on

Selected IPPS Variables for Informeticn-giving/Skill-building Subgroup

Variable Multiple R Simple r Beta

Succorance ..3706 -.43706 -.60386
Autonomy « 54140 -.21507 - 59745
Achievement » 70468 09971 62766
Deference . 76185 « 33067 . 32948

Final Multiple R Sguare: ,58042

F value: 5.533 (p = .07)



The multiple regression preocedure with step-wise inclusion was
again used to derive an ecuation for predicting relevance by the five
EPPS variables: autonomy, change, deference, nurtursance, and order,
(See Table 11,) Deference 'as entered into the formula first with
a simple r of .42, explaining 17.6% of the variance. Change, nur-
turance, order, and autoncmy followed in that order. The final mul-
tiple R was .72, explaining 52.5% of the variance. Therefore, the
regression of relevance for personal growth orientation courses on
all the variables entered wes statistically significant, and this

subhypothesis was accepted,

Chapter Summary

The three hypotheses were tested using the SPSS proccdures,
The first hypothesis, that the experimental group would rate their
orientation course as more rolevant than the control group, was
accepteds The second hypcinssis, that the students reporting high
relevance would have a higher retention rate than those reporting
low relevance, was rejected Zor the total experimental group and for
the two subgroups: informztlon-giving/skill-building students and
personal growth students., The third hypothesis, that relevance scores
for the two subgroups can be predicted by the EPF3 variatles was
accepted. Further discussicn of these results is included in

Chapter 5.
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Table 11

Prediction of Oriensation Course Relevance Based on

Selected IZPPS Variatles for Personal Growth Subgroup

Variable Multiple R Simple r Beta
Deference o L2027 L2047 21756
Change « 49202 -.38169 ~¢64491
Hurturance 55168 -.16007 -.71024
Order L07217 04612 -.67927
Autonomy WTR4LIZ -.28872 -.36551

Final Multiple R Square: .52550

F Value: 3.544 (p = .05)



CHAPTER 5

DISCUSSICN, CCUCLUSIONS, AND RECCMMENDATICNS

The purpose of this study was to investigate the relevance 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 among which students could chocse their
desired course, OSecond was the possibility of predicting the relevance
of a particular orientation option for an adult student

The study included five orientation classes which were categor-
ized as either personal grcith oriented or information-giving/skill-
building oriented. The adult students in these classes completed the

(ol

Zdwards Personal Preference Schedule, a demographic cquestionnaire,
and, at the end of the courze, a questicnnaire on the relevance of
the orientation course,

Hypotheses were formulsted to test the assumpticns of the study
that (a) adult students who had a choice from among several cptions
would find their course more relevant than adult students who had no
choice, (b) adult students ~ho rated their orientaticn course as
highly relevant would have =z greater tendency to re-enroll in subse-
quent quarters than students who did not rate their course as highly
relevant, and (c) a regrescion ecuation could be developed to predict
the relevance of different crientation options for adult students
using the ZPPS scores,

This final chapter inciudes a discussion of the results of cach

87
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of these hypotheses as well as other results not directly related to
the hypotheses, the conclusicns drawn by the author based on these
results, and recommendaticns Zor the application of the results and

for additional research relatesd to this study.

Discussion

Hvoothesis One

One of the strongest points made in the literature related to
adult learners is the variety of thelr needs. As has been demonstra-
ted in the review of the liierature; the different developmental
stages represcnted by adult students in community colleges as well
as their great diversity cof background result in a broad range of
needs for these adult learners. By extension it would, therefore,
seem incumbent upon community colleges to offer as broad a range of
opportunities both inside anc outsicde of the classroom so that adult
students can work on their student and adult developmental needs.,
Given the nature of the orientation course as it is defined at
liorthern Virginia Community Ccllege, an obvious place to begin mecting
these diverse needs is through orientation. The natural conclusicn
is that community colleges which offer an orientation course should
offer a variety of options with different contents and different
strucﬁures rather than one universal orientation.

To test the truth of this hypothesis, this study compared the
reported orientation relevance of adult students who had no options
from which they could select :dith 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 (v = ,0005). This evidence forms the essential
foundation for the additionzl aspects of the study.

An extensive list of the particular needs of adult learners has
been suggested in Chapter 2. These needs were defined ag barriers fer
adults returning to school cnd were divided into three categories:
those represented by needs Ior specific services that the college ca
supply; those represented by more subjective personal needs; and those
which derive from the value orientation of the individuals. Just as
different adults may be at different developmental stages or may
experience the same developmental stage in a different way, different
adults face different barriers when returning to school, Some adults
nay need svecific informaticn or ckills such as financial aid infor-
mation or time scheduling ckills, Other adults may need help in
building their self-confidencze or coping with held-over math fears,
Providing a variety of orientation options allows the adult student
to identify his or her own most pressing needs. The evidence of
this hypothesis supports the logical conclusion that if a student can
choose what she or he wants, it will probably be more relevant,

The standard deviation Zor the control group was 11,202 compared
to 8.5 for the experimental group. This difference in standard dev-
iations may indicate that a single format orientation which has been
designed to meet everyone's needs, or at least to meet the needs of
nost of the students, will result in meeting the needs of some stu-
dents cuite well and missing the needs of others completely. In such
a situation the variance for the scores would, as was the case, be

greater than the variance fcr an orientation that was directed toward
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a narrover sample of the porvulation, The difference between the
variances, although not significant at the .05 level, is approaching
significance (p = .07).

o

Further investigation oI the relevance scores indicates more
important differences than those mentioned. While there is indeed a
significant difference betiwesn the mean relevance scores for the con
trol grocup and the experimental group, there is elso a significant
difference between the mean scores of thc two subgroups within the

sample. The mean score for the information/skill subgroup was 45.05,

and the mean score for the psrsonal growth subgroup was 53.32. This

difference is significant a%t beyond the .05 level (p = ,001). A
comparison of the mean scorcs for the control group (41.53) and for
the information/skill subgroup (45.05) indicates that there is no
significant difference (o = .10).

One element in the mean score for the information/skill subgrcup
is the four students in the 3elf-Instructional Crientation, This
orientation, because it had no class meetings, no personal contact
among students, and very limited personal contact between students
and the instruction, represents a very differcnt 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 instructionzl methodclogy (self-instructicnal) or to
the instructional content (information-giving/skill-building). TFor
this reason, a further analysis was completed comparing the personal
growth subgroup mean score with the information/skill subgroup mean
score leaving out the scorec for the self-instructicnal class,., The

personal growth subgroup mean score was still significantly higher
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(p = «008). A comparison of the mean score of the control group and
the mean score of the information/skill subgroup without the self-
instructional class indicated that the information/skill mean was
higher at beyond the ,05 level of significance (p = .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, Clecond
Career Adults, and other personal growth courses which were not
included in the study because they were not directed specifically
toward adults. Most of the students in the personal growth 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 os the content. UWhen the students in the
Self-Instructional Orientation 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 personzl 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 clagsified as personal grcwth related. A

few of these tasks are "making decisions about educational alterna-



Table 12

Comparison of Relevance Mean Scores Including and Excluding the Self-Instructional Orientation Group

Including Self-Instructional

Excluding Self-Instructional

Standard t Standard t
Group Mean Deviation  Value P Mean Deviation  Value P
Information/skill subgroup 45.05 7.9 o | 46076 7.6 a
1429 .10 1.77 .04
Control Group 41,53 1.2 41653 11.2
Information/Skill Subgroup 45,05 7.9 46,76 7.6 b
3.62 .001 2.78 .008
Personal Growth Subgroup 53432 7.0 53.32 7.0

“Directional probability

bHon—directional probability

4
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tives which will lead to desirable future goals;'" "organizing physical,
emotional, and intellectual space in order to meet both her ovm needs
and the needs of those to hom she has made commitments;"” "redefining
relationships with those to whom she has made commitments (i.e.,
husband, children, parents, friends);" and "maintaining or building
friendships with persons who can serve as support systems” (p. 18 -

Levinson (1987) in his study of the adult development of men
identified the developmentol stages as alternating periods of stability
and transition.

The primary task of every stable period is to build a life

structure: a man nust make certain key choices, form a

structure around them, and pursue his goals and values

within this structure . . . o The primary tasks of every

transitional pericd are to question and reappraise the

existing structure, to explore various possibilities for

change in self and world, and to move toward commitment

to the crucial choices that form the basis for a new

life structure in the cnsuing stable period. (p. 49)

The primary tasks facing both men and women throughout their
development are, therefore, personal growth related., To the extent
that orientation will deal with these life tasks, it should be a per-
sonal growth directed course, For those students who find their pri-
mary needs 1n these areas of life structure building, values clarifi-
cation, life goal planning, =tc., a personal growth orientation
course will be relevant.

A number of community colleges have experimented with an orien-
tation course that could bte classified as personal growthe. The three
hour human development mocdulz offered at Horth Shore Community College
and Leicester Junior College (Del Prete & Waterhouse, 1973), "The

Individual in a Changing :‘nvironment" orientation course offered at



94

Sante Fe Junior College (O'Eanion, 1969), and the women's re-entry
courses offered at lMoorpark Community College (Zlliot & Mantz, 1976)
are examples of personal growth courses included in the literature.
However, even in these cases, generally no choice among courses
is offered, liore emphasis has been placed on providing a variety of
experiences within a singie orientation ccurse than on offering a

variety of courses.

Hynothesis Two

One possible effect of a relevant orientation course would be
that the students would te more apt to continue at the college in
subsequent quarters. The hypothesis is that a relevant orientation
course will enable the student to deal more effectively with potential
barriers to future enrollment: scholastic, emotional, financial, etc.
As has been noted, this hypcthesis was rejected for the total group
and for the two subgroups. 'Hany ractors, in addition to the relevance
of an orientation course, may affect a student's subsequent enroll-
nent. Ior any student, the list of possible reasons could include
such personal factors as changes in job hours or job responsibilitiesg,
changes in educational or pcrsonal goals, job transfer to a different
geographic area, health problems, travel conditions (some students do
not attend during the winter when travel may be hazardous), and changes
in financial status. TFor adult students, meny of whom have families
and other responsibilities, the list of possible reasons is further
compounded to include the jcb, health, and financial status of spouse

and family, Given the muwltitude 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 relsvance., A separate analysis comparing
the proportion of personal growth students who re-enrolled with the
proportion of information/skill students who re-enrolled indicated
a significant difference, A test of the significance of the difference
between two independent proportions which results in a z value was
computed., Seventy-one percent of the information/skill students
registered for the winter quarter compared to 91% of the personai
growth students with a resulting z value of 2,96 (p = .01). Sixty-
seven percent of the information/skill students registered for the
spring quarter compared to 22% of the personal growth students with
a resulting z value of 1,96 (p = .,05). TFifty-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 z value of 2,32 (p = .05). The data
indicate that although relevance does not have a significant 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 relevance of this course material
for the adult students, OCeveral possible explanations can be presented.
Because all adults are facing personal growth related developrmentel
tasks, it is possible that these students who experienced the personal

growth content found themselves better prevared to cope with the
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specific college related 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 primary. Another possible explanation is that
because of the sharing nature of the personal growth courses, students
felt more a part of a group and developed a stronger identity with

the college. The many factors affecting retention, however, make it
difficult to derive any conclusions.

A separate comparison was made of the retention rates of the
students in the experimental group and of the college as a whole, Of
the 31,327 students enrolled at NVCC for the fall gquarter, 58.2%
enrolled in the winter quarter, 48.6% enrolled in the spring quarter,
and 43.2% enrolled in both winter and spring quarters. The total
experimental group had significantly higher retention rates for each
of these periods. Those participants in the total experimental group
reporting high relevance also had significantly higher retention rates
for each of these periods., The students in the experimental group
reporting low relevance, however, did not have retention rates that
were significantly different from those of the college as a whole,
This evidence would seem to support the original hypothesis that
students with a highly relevant orientation course would have a higher
retention rate, Two cautions must be noted. First, students who
take orientation tend to be students who are seeking a degree rather
than those intending to taks 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 hers between high and low relevance reporters
nay be simply the differcnces between the personal growth students
and information/skill students.

Several studies have used student retention in schcol as one
of the evaluative criteria Zor an orientation program. Rising (1967)
used continued enrollment in engineering as the sole criterion for
evaluating an orientation to the engineering program at the Univer-
sity of Massachusetis. e found that the orientation program in-
creased the probability that a student would continue. Garneskl and
Heimann (1967) found that students who completed a summer orientation
course had a significantly lower drop-out rate for the first and
second semesters than students who had no orientation., Rothman and
Leonard (1967) found no significant difference in attrition between
students who completed an crientation course and students who did
not take any orientation. HNone of these studies provided the age
level of the students or vhasther they were part-time or full-time
students,

A telephone follow-up of students who did not re-enroll was
conducted to determine if {heir orientation course could have been
more heloful or in any way affected their not returning. O0f the 14
students who did not re-enroll for the winter quarter, spring gquarter,
or both, the author was able to contazct nine, Hone indicated that the
orientation course could have in any way prevented their reasons for

not returning, HMost studenis did not return because of their health



or because the family moved (three students each). One student was
forced to withdraw and return to work due to interruption of veterans!
benefits and increasing debt. Three students who did not return in the
winter quarter did enroll fcr the spring guarter.

As an aside, the telechone follow-up appeared to meet a need
quite separate from that related to the study. Students who left the
college with some anger against the college or its personnel were able
to express that anger and in some cases were able to gain a different
perspective on the incident. Scome students seemed very pleased with
the personal interest reprecented by a telephone call znd spoke of re-
turning in a future quarter. Telephone follow-up appears to be an
effective though time-consuming retention tool. Community college ad-
ministrators tend to assume that students, particularly part-time stu-
dents, who attend for one or two quarters and then do not continuec,

e fol-

O
o]

have met the goals which motivated them to enroll, A teleph
low=up provices a personal wzy to test the validity of this assumption
and to reverse the decision to drop-out or stop-out in some cases.

Hypothesis Three

Two regression equations were derived using the data from the
study. Although each of the equations can e considered significant
based on the F value and accounts for more than 50% of the variance
of the dependent variable, the relevance score; the equations were
based on only 21 and 22 participants and should therefore be consid-
ered only preliminery in nalure, Multiple regression ecuations are
subject to change with diflerent samples and with even slight changes

in the variables included. Recognition of this 1
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makes the small sample size all the more critical.

Four variables, succorance, autonomy, achievement, and deference,
were included in the regression equation for the information-giving/
skill-building subgroup. Two of these four, succorance and autonomy,
vwere negatively correlated with relevance. The beta weight, a stan-
dardized partial regression coefficient, can be viewed as the relat
impact of the variables on the dependent variable, relevance. The
variables in descending crder by their beta weights are achievement
(462722), succorance (-.60286), autonomy (-.59745), and deference
(432948).

The information/skill courses (Self-Instructional Orientation,
College Survival, and Planning Workshop for Interior Design Students)
were directed toward persons seeking 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 skills, goal setting skills, etc.),
and career information (job market, required qualifications, related
program planning, etc.). The classes (except for the Self-Instruction-
al Orientation) were predominately lecture and media presentations.
Discucsion was limited to the specific skills and information related
to the class topic., Classes centered around information, not people
and ideas,

It was expected that the adults who registered for these classes
would be goal-oriented, tacik-structured people. Because they were
students seeking college r=lated skills to enable them tc perform mcre

successfully in ccllege, i% was assumed that they would be high or
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moderate achievers., However, because most of the infermation and
skills included in the clacs 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 tc have information and directions given to
them than to have to seek i% out,

The results of the multiple regression equation for the informa-
tion/skill subgroup are partially inconsistent with the expected
profile. It was expected that succorance would be positively corre-
lated with relevance for this subgroup rather than the actual negative
correlation. Autonomy, however, was negatively correlated with rel-
evance as expected, This would seem to indicate that these students
were not eager to be totalliy independent but nor did they want to go
so far as to be passive recipients, coddled and cared for by an
instructor or the college in general, Achievement had practically
no correlation with relevence (r = ,10), but the beta weight of .62766
indicates that after the factors in common with succorance and auton-
omy have been partialled out, achievement does have a significant
impact on the relevance score, This relationship would have been
expected given the profile cof the information/skill student. The
positive correlation of deference with relevance follows the expected
profile and is consistent with the negative correlation of autonomy.
Students who rated their orientation as relevant valued receiving
information and opinions from others.

Five variables, deference, change, nurturance, order, and auton-

omy, were included in the regression equation for the rersonal growth
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subgroup., Three of these, change, nurturance, and autonomy, were
negatively correlated with relevance, The variables in descending
order by their beta weights are nurturance (-.71024), order (-.67927),
change (=.64491), autonomy (-.36551), and deference (.21756).

The personal growth ccurses (Second Career Adults and omen
Returning to School) were =ssentially exploratory and directed towa
growth in the student's owm human potential. Discussion topics were
predominately those identified in the literature as potential barriers
to developmental growth or successful emotional adjustment to school
(eege, strength and success identification, assertion training,
handling stress, handling cchool-related guilt), Iuch of the class
time was spent in a student charing of concerns and personal solutions
related to the topic. Many problems were raised and few definite
answers were provided. Both of the courses were directed specifically

el

to adults in the process oI 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 with lccking at their
own motives, values, and needs, They would be adults who were con-
scious of the change going on in their lives and were taking control
of themselves and the change., They would be sharing people, inter-
ested both in receiving ideas and feedback from others and in pro-
viding similar responses tc their peers.,

The results of the multiple regression are not completely con=-

sistent with the anticipated profile, Deference had the highest bi-



variate correlation with relevance, It would seem to indicate theat
those who rated their course as highly relevant did value the opin-
ions of others and were concered with receiving their input. Change
was negatively correlated with 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.ge., 2
recently divorced or widowed woman may need to return to school
prior to seeking a job). Ifurturance also was negatively correlated
with relevance and may indizate that those persons who found the

course highly relevent wer

o

at that point primarily concerned with
themselves and not with the nurturance of children, spouses, coworkers,
etc, There seems to be nc logical explanation for the inclusion

of order in the equation. .utonomy is a second varizble that was
negatively correlated with relevance when a positive correlation

was expected., The autonomy scale includes freedom in decision

making as well as freedom f{rom conformity and the influence of

others, Individuals who fcund the personal growth courses relevant
wvere apparently more interested in the opinions of others and in
recelving their influence,

Two variables were included in both regression cquations.
Autonomy was negatively correlated 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 orientation relevant regardless of the content or

format., Adult students who are both high in deference and low in



autonomy would tend to want to receive ideas, suggestions, and
directions from others and tend not to want to be set apart from
their peer group of adult students,

The possibility that cther variables might correlate signifi-
cantly with relevance ancd isad to a skewed effect because of their
distribution was considered. A Pearson's correlation was computed
between relevance and sex, age, previous educational tackground, and
the number of years since tihe most recent educational experience.

The highest resulting correlation was with the number of years since
the most recent educationzl experience (r = .,27) and the lowest
correlation was with sex (r = -.03). It was concluded that none of
these variables was a significant factor in determining the relevance
of the orientation courcse. A larger sample, however, may have shown
a different relationship.

Sex was of particular concern because women and men tend to
score differently on specific ZPPS scales. Of the five scales on
which men tend to score higher, two were included in the regression
equation for the information/skill subgroup (achievement and autonomy)
and one was included in the regression equation for the personal
growth subgroup (autonomy). Cf the seven scales on which women tend
to score higher, two were included in the regression equation for the
information/skill subgroup (deference and succorance) and three were
included in the regression cquation for the personal growth subgroup
(deference, nurturance, and change). In other words, all four of the
variables in the information/skill equation are generally scored diff-

erentially by men and women and four of the five variables in the
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personal growth subgroup eguation are generally scored differentially
by men and women, Because tiie sample was predominately women, the
regression equations generated by this study presumably are better

predictors for women than for men.

Conclusions

The following conclusionrs wers drawn based on the results of
the research,

1o Adults are more apt to find an appropriate and relevant
orientation program or course if they are provided with a selection
from which they can choose their option based on content and/or format.

la. Adults tend to find orientation courses which are directed
toward personal growth more relevant than courses which cmphasize
information and skills,

2. Among adults, there is 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 growth orientation will
have a higher retention rate than adults who experience informaticn/
skill orientations.

3. It is possible to predict the relevance of an orientation
coursé for an adult student given TPPS variables,

3a. Adult students who score high on deference and achievement
and low on autonomy and succcrance on the ZPPS will find information-
giving/skill-building orientation courses more relevant.

3b. Adult students who score high on deference and low on change,

nurturance, order, and autoncmy will find personal growth orientation



105

courses more relevant.

4o Adult students do find orientation a meaningful course and
colleges should continue toc offer some form of orientation. The fact
that the mean relevance score for the sample participants was 49
(possible range 16 to 64) indicated that most students felt positively
about their orientation course,

5. Adults may be drawm to self-instructional orientation courses
which provide them with the neximum in flexibility to f£it college
requirements into a busy schedule; however, they will tend to Ifind
these courses not as relevani as courses which offer the same content

in a classroom setting.

Recomnmendations

The following recommencations for implementation of the results
of this study and for future studies are based on the results of the
study as well as the experierces of the author while carrying out
the study.

1o Community colleges which offer an orientation program or
course should offer a variety of options from which adult students
may choose. The development of options should be done with carefwl
consideration of the specific needs of adults at different stages of
their lives, special charactcristics of the community (e.g. nigh
unemployment), and any specisl needs inherent in the structure or
programs of the college,

2, Community colleges that offer an orientation progranm cr
course should place mere emchasis on the personal growth elements

that are or can be included in the progran.
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3. This study should be replicated with a larger sample and

~

include adcditional settings. The sample of this study is of partic-

ular concern because (a) it ¢id not include any racial minorities and
therefore the applicability of the results to blacks and other mincr-
ities, vho may have different needs or may approach similar needs in
different ways, can not be tested; (b) the distribution by sex was

very one-sided and necessarily leads to an uncertainity in data inter-

o0

pretation; (c) the small sample cize resulted in insufficient numbers

5

of adults in some courses; =nd (d) the small sample size makes the

results of the multiple regression tentative and unstable., UWith only

o

slight differences in a sanrle of this size, different EPPS variables

nay have been selected as rslevance predictors and very difflerent

5

weights may have been assigred. This study should be considered of

]

creliminary nature; and until the results have been replicated, the
regression equations should be gpplied with caution, & replication
should alsc include the crientation course insiructor as a wvariable,
It is possible that different instructors with different skills and
interests may lead to different results,

4e A study should be ccnducted to assess the ability of acults
to predict their EPPS scorec. The regression equations of the por
sent study are useful only if one has EPP3 raw scores., A demonstra=-
tion that adults can predict their owm scores given a description
of what is measured by each variable would allow for a prediction ol
the relevance of an oricntation course without actually teking the
EPPS. UMNo studies could be found which investigated a client's ability

.

to vredict EPPS scores, Tor the zpplication of the results of this
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study, however, only gross approxdimations (high, average, low) of
scores would be needed., It is reasonable to assume, wntil such a
study can be completed, that a counselor who is familiar with the 15
personality needs as Zdwards defines them and capable of explaining
these needs in terms readily understoocd by a prospective adult stu-

dent and an adult with some willingness to explore hig/her relative

needs can predict with sufficient accuracy the adult's need level on

(@]

the relsevant variables. Tvan a fairly complete exnlanation of th

EPPS variables, including consultation and ciploration time, would

PP

require less time than actually taking end scoring the EPPS,

~

Tffectivencss of

[¢]

5. A study should be conducted to assess the
telephone follow-up as a rcbention tocol. Prior to the availability
of the results of such a study, colleges should pursus the use cf

telephone follow-up particwlarly with students who have attended for

nore than onc quarter and then failed to return.

Summary

This study investigated the relevance cof itwo Lorms of orientation
for adult students., It wac concluded that colleges chould offer
options of a variety of crizntation courses, but thet adults will
tend to find perscnal growtil orientation courses more relevant. The
relevance of the orientaticn course was found to have nc effect on
the student's subseauen®t enrollment; however, again personal growth
students were more apt to continue in ccllege than information-giving/
skill-building students. <0 regression equationc were derived Iron
the data of the study. It vas concluded that it is possitle to

predict the relevance of a narticular crientation form for =z students
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given that student's Tdwards Personal Preference Schedule scorec.,

2.

3

Severel conclusions and recommendations have been made related to

the meaning and arplicatior of these results.
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APPENDIX A: THE EDWARDS PERSONAL PREFERENCE SCHEDULE VARIABLZS

1."Achievement: To do one's best, to be successful, to accomplish
tasks requiring skill and 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 write 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.

3s "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 arranged so that they run smoothly without
change,

4o "Exhibition: 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 and 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 what 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 friends, to form new friendships, to make
as many friends as possitile, to share things with friends, to do
things with friends rather than alone, to form strong attachments,
to write letters to friends,

7. "Intraception: To analyze ocne's motives and feelings, to observe
others, to understand how cthers feel about problems, to put one's
self in another's place, tc 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, tc credict how cthers will 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 understanding 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. "Dominance: 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 chairman 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 cthers how to do their jobs,

10. "Abasement: To feel guiltiy when one does scmething wrong, to
accept blame when things do not go right, to feel that personal pain
and misery suffered does more good than harm, to feel the need for
punishment for wrong doing, %o 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 handle situations, to
feel timid in the presence of superiors, to feel inferior to others

in most respects.

11. "Nurturance: To help frisnds when they are in trouble, to assist
others less fortunate, to treat others with kindness and sympathy,

te forgive others, tc do small favors for others, to be generous with
others, to sympathize with otners who are hurt or sick, to show a
great deal of affection toward others, to have others confide in

one about personal problems,

12, "Change: To do new and cdifferent things, to travel, tc meet
new people, to experience novalty and change in daily routine, to
experiment and try new things, to eat in new and different places,
to try new and different jobs, to move about the country and live in
different places, to participate in new fads and fashions.

13. "Endurance: To keep at a job until it is finished, to complete
any job undertaken, to werk hard 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 working in order to get a job done, to put

in long hours of work without distraction, to stick at a problem even
though it may seem as if no progress is being made, to avoid being
interrupted while at work.

14."Heterosexuality: To go cut with members of the opposite sex, to
engage in social activities with 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 attractive by those of the opposite sex, to
participate in discussions abtout sex, to read bocks and plays involv-
ing sex, to listen to cr 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 become angry, to blame others when things go
wrong, to read newspaper accounts of violence,'

(Zdwards, 1959, pe 11)



APPENDIX B: DEMOGRAPHIC QULSTIONNAIRE

Please answer the following questions as accurately as possible.
A1l information will 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. lNo names or identifying characteristics of

2e
3.
e

5e

T

individuals will be reported in the results of the study.
data will be reported by groups.

Student identification nunber:

Sex (M Or F): . L ] L] L] . L] L] . L] L] L ] L] L] L] L L] L] L] ® L] . .
Age (in years): L] L] . L . L] L] L] L] * * L] ° L] L] L] (] L] L L] L

Educational background (check highest level attained):
not high school graduate
GED certificate
igh school graduate
one year college
two years college
three years college
college graduate
graduate credits
other

Number of years since ecucational experience identified in
que Stion #4: L] . L] * . L] L] L ] ] L] L] L] L] L] L] * * L] L ] L] L] L] L ]

Work experience outside the home (check as many as apply):
no work experience

continuous work since previous education

previously worked but recently unemployed

substantial volunteer experience

other

Current work status outside the home (check one):
not employed
wvorking full-time
working part~time
volunteer work
other

Current enrollment status et school (check one):
part-time
full-time

Al



9.

10.

11.
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Time when you take clasces (check one): « + « o day only
week-end and evening only
btoth

Students are sometines unable to enroll in the orientation course
they want because it was full or cancelled., Was this orientation
course your (check one): o o« o o o« o o o o o first choice

second choice

third choice

What was the most important reascn for your choosing this
orientation course (check only one): . . .convenient time
appropriate content

course structure

other
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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 them.,
Please respond to each of the statements by circling
"1 if you strongly disagree, "2'" if you disagree,
"3" if you agree, and "4" if you strongly agree.

Your student identification number is needed so

that your responseson this questionnaire can be
paired with your responses on other questionnaires.
All information will be kept confidential.

(1) The course helped me to see myself in a new way.

(2) I learned skills that I needed to know.

(3) Tnhe course helped me with problems and guestions
on which I needed help.

) For me, the course was a waste of time.
b

(5) The otjectives 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 course,

(8) The activities 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) Almos*t every topic in the course helped me to
grow.

(11) This course came at the time of my college
career when I most needed it.

(12) I learned skills that I will need to ve a
succecsful student.
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& Strongly Agree
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(14)
(15)

(16)

The course helped me resolve some cuestions
about my role as a student.

This course was exactly what I needed,

This course has made it easier for me to be
student,

The ccurse raissd some cuesticns and issues
tnat were important for my life.



APPENDIX D: PEZRMISSION STATEMENT

I give my permission for my scores on the Zdwards Personal Preference
Schedule (ZPPS) and on the relevance questionnaire to be used bty
Elizabeth Dickson for her study of adult students. I understand
that all data reported will be done by groups and that no identifying
characteristics of individuals will be included. I also give my
permission for !s. Dickson to review my enrollment status for the

winter and spring quarters of this year.

(Signature) (Date)
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APPENDIX Z: COURSE OBJZCTIVES FOR

INFORMATION AND PLANNING 'ORKSHOP FOR INTZRIOR DEZSIGN STUDENTS

By the end of the course, the ztudent should be able to:

1e 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 cuestions, 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;

Le 1list the qualificationc 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-aguarter program for completion of the
interior design degree recuirements that accounts for when
specific courses will be svailable and in which order courses
should be taken;

6. list and explain the ontions within the interior design
curriculum including the wossibility of transfer;

7. explain the structure and operation of an interior design
£3 .
firm;

8. define and explain in Zspth an interior design career special-
ization of the student's choice;

ana by the end of the course, tae student shoulc have:

9. made a decision concerning future enrollment in the interior
design program; and

10, been enrolled official>y in the chosen degree progranm.
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APPTIIDIX F: COURSE OBJSIZCTIVES FOR

COLLZGE SURVIVAL

By the end of the course, the student should be zable to:

1. define the four divisions of the campus, identify and expla®-
at least five special services available to students at the
campus, identify the steps involved in the add/drop procedure,
and given specific ccllege-related questions identify appropriate
sources for the answers;

2. locate given offices and rooms on the Loudoun Campus;
3. identify sources methods of acquiring any additional
e

information and skillsz which the student may feel necessary for
a successful student career;

~
i
-

Le explain and give examples of at least two forms for note
teking, explain the arpropriateness 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 and underlining;

5. 1list and explain the major steps in studying for an objective
test and for a subjectiive test, list the appropriate steps to
follow in taking each kind of test, define typical words used in
directions for essay tests, and given a brief reading be able
to project possible cbjective 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 fcllow a schedule for at least two weeks;

7. list the steps in iecision making, identify those steps in a
narrative summary of 2 decision process, identify the student's
own barriers in decis_on making, and list the decision steps for
a current personal decision;

8 1aent1fj acceptable and unacceptable goals following the
criteria given, develop acceptable weekly goals, list the steps
in setting long-term goals, state three advantages of setting
long-term geals;

9, explain the services of the library, the audio-visual laboratory
2P VL) ’

and the learning laboratory, list five possible student uses of the
learning laboratory, operate three pieces of equipment in the
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learning labecratory, find a specified book on the micrcfiche
union catalog, locate the reference, periodical, equipment, and
stacks sections in tie library;

10, identify the career resources avallable at the Loudoun
Campus, identify four off-campus sources of career information, and
given a specific career identify three off-campus sources cf
information for that career; and

by the end of the course, each student should have

11, been enrolled officially in a chosen curriculum.



APPENDIX G: COURSE OBJZICTIVZS FOR

SELF-INSTFUCTICNAL ORIZNTATION

By the end of the course, the ctudent 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 aporopriate
sources for the answers;
2. locate given offices and rooms on the Loudoun Cempus;
3. identify sources or methods for acquiring any additional
information and skills which the student may feel necessary for
a successful student career;

L. list the general degres requirements for AAS and for AA/AS
degrees;

5. construct a quarter-by-auarter program for meeting the
q y=a prog g
requirements for a chosen degree;

6. define a personal educational goal;
7. define a personal career goal; and
by the end of the course, the student should have:
3. been enrolled in s chosen degree program; and

9. identified personal skill goals and personal optional activities
to meet those goals if desired,



APPZIDIX H: COURSE OBJZCTIVIS FCOR

ORIENTATION FOR WOMZN RETURNING TO SCHOOL

By the end of the course, the student should be able to:

1. identify common elements of concern chared by many of the
students in the class;

2, list her strengths and achievements and share the list with
the class;

3. list at least five recent experiences during which she felt
in control of her lire;

Le explain at leacst ten reasons why she will be successful as
a student;

5. outline a life st;le plan that includes educational, family,
personal, and carser goals;

6. list some common =yths about being a student and refute them
(eegey that all students are between the ages of 18 and 22, that
all instructers are infallible fountains of wisdom, that learning
is a passive process);

7. identify and rank her values;

8. share her concernc 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 behaviors according to a human rights standard;

17+ identify acceptable and not acceptable goals according to
criteria provided, develop acceptable short-term goals, develop
acceptable long-term goals;

12. predict possible future conflicts 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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APPENDIN I: COURSE OBJLCTIVLS FOR

ORIZNTATION FOR SECCHD CARSZR ADULTS

By the end of the course, the student should be able to:

1. identify the common elements of concern shared by many of
the students in the class;

2+ list individual strengths and achievements and share the list
with the class;

3. list at least ten reasons why he/she will be a successful
student;

Le explain at least Tive recent experiences during which the
student felt control over his/her life;

5. outline a life style plan that includes educaticnal, family,
personal, and career planning;

6. define the terme developmental stages and tasks and summarize
the adult developmental stages;

7. locate oneself ir the appropriate developmental stage;

8. develop a plan for career change that reflects knowledge of
developmental stagss;

9+ define oneself without using any role titles;
10, define and explzin internal and external change and apply
the terms to the student's own career change plan and life style

plan;

11. explain the place of retirement planning in life style
planning; and

12+ list and evaluate the internal and external effects of
planned change.



APPTNDIX J: MAJOR COURSZ TCPICS FOR

ANNANDALL CAMPUS CRIZNTATION COURSZIS

Knowledge Acquisition
Community College

Career Development

Transfer Planning
Library
Student Development Division

Administrative Policiec and Practices



The two page vita has been
removed from the scanned
document. Page 1 of 2



The two page vita has been
removed from the scanned
document. Page 2 of 2



COMMUNITY COLLZGE CRI=NTATION OPTIONS FOR ADULTS:
AN ASSISSMENT OF PESRCEIVED RILEVANCE
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 relevence for future
adult students. The two forms of orientation were information-giving/
skill-building courses which emphasized school related information
and student related ckills 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 in‘ormation-giving/skill-building (Self-Instruc-
tional Orientation, Ccllege Survival, end Information and Planning
Workshop for Interior Design Students) and two were personal growth
(Women Returning to Schcol and Second Career Adults). tudents were
able to select whichever orientation option they preferred., The con-
trol group included acdults 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 questionnaire on the relevance of their orienta-
tion at the end of the course. OStudents in the experimental group

also completed the Zdwards Personal Preference 3chedule (1UPPS),



A comparison of the mean relevance scores of the experimental 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 (subsegquent
enrollment in the community college) for the high and low relevance
reporters in the experimental group and within each of the two
groups of the experimental group (information-giving/skill-building
and personal growth) indicated that high relevance reporters did not
have a higher retention rate than low relevance reporters within the
subgroups or for the group as a whole., In a comparison between the
subgroups, however, the personal growth subgroup had both a higher
mean relevance score and a higher reéention rate than the information-
giving/skill-building subgroup.

Using relevance as the dependent variable, regressicn 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/skill-building course relevant, Adult students
who are high on deference and low on change, nurturance, order, and
autonomy are more likely to find a personal growth course relevant,

On the basis of the study, it was concluded that adults will
be more apt to find their orientation course relevant if they have
several options from which to choose, that personal 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 relevance



can be predicted given the eppropriate EPPS scores,
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