
I 4

ED 144)517

AUTHOR
TITLE

INSTITUTIO_N

PUB, DATE
NOTE

-EDRS, PRIt0=
DESCAIPTORS

IDENTIFIERS

1

DOCONENT ,BESUME

tiE 009 313

Fehnele Richard"A.; ,Sun4berg, Norman D.
From Apathy to Awareness and Action: A Model for
Institutional Development of Sponsdred and Prior
Learning in a Traditional University. ,

Cooperative AssesSment of'Experiential Learning
Pro.ject; PrinCetoh,:N.J.,
76
67p.; Best copy.available

MF-$0.83 HC-t3.60PluS Postage.
Academic Standirtds:. Articulation (Prograi)i *Field
Experience Programs; .*nigher_ Education; Models;
ProgramCosts;s*PrO.gram Deveopment; .*Program

.Improvement; .*State Universities; Student .

Experience /

*Experiential Learning; *Prior Knowledge; University
.of Oregon

ABSTRACT .

,

The .purpose of a project at' the University of Oregon
was to explore principles and procedures for'experiential learning
programs. Experien,tial learning in this instance refers to both prior
lear&ing and field experience. Considerable attention is paid to the
Lila Acheson' allace School.of Coimunity Service and PublicAffairs
within the university. This school has a strong tradition of
sponsored .earning, and its emphasis is on interpersonal
codmunication and competence..The.project report outlines a model of..

. .

program development and proposes a continuum of_institutional c:

awareness and action. Two,majqr concerns addressed are academic' .

standards and, costs, and vle matters of program Tatii.onale and
articftlation are diSCussed. Th, progress of experiential learndfingeat
the University of Oregon is assessed, and the developmental needs of
the program' are outlined. (MSE) , .,

''
:.

1' -:q-

. ?'

*********4.**************i*************************************
Docuiedts acquirqd by ERIC.include many informal unpublished

* materials not eevailablfrom other sources; ERIC makes every effort *
**to obtain- they best' copy available. Neiertheless, items of marginal *

*,reprodlcibility are often encountered,and,this-aCfects.the quality ,*
* of themicrofiChe'an&harAtopy reproductions ERIC makes available *

* via the ERIC DOcu-ment.Reproduction Sarvice-,(EDRS). EDRS is not 4c

,* responsible for the quality of the original document, ReproduCtions *
*,suppgied-bY inS are the best that can be made from the original.
**i*****************************1c***********************************

.3



0:4! Rvised.Operastional Mo e s Report
1'2/10/76

__

CAEL In )titutional Report
Mill/ sity of Oregon

.

e

RECEPJF0

JAN 2 6 1977'

Provosts Office

FROM APATHY TO AWARENESS AND ACTION: A MODEL'FOR INSTITUTIONAL

DEVELOPMENT .OF SPONSORED AND PRIOR LEARNAG IN A TRAp1TIONAL UNIVERSITY

Richard A. Fehnel

Norman D. Sundberg,.

CONTENTS

Preface
. .

I. Introduction

II. Institutional and Historical Contents

III. A Developmental Model

IV. Project Objectives' and Methods

11.4

THIS DOCUMENT HAS

V. Project Results: The Continuing Development of Sponsored

Learning

VI. Project Results: Consciou`snesg Raising and Beginning

Actidns in Prior.tearning

VII. Conclusions -and Implications for Other Acadelilic

Institutions I

1

References
"44'

Appendixes

-PERMISSION TO REPRODUCE THIS

MATERIAL HAS BEEN GRANTED BY
-

C 4101

TO THE EQUCATIONAL RESOURCES

INFORMAT-10i CENTER (ERIC) AND

USERS OF THE ERIC SYSTEM

4

OEPARTMENT °CHEM.
H.

EOUC,ATION &WELFARE
NATIONAL INSTITUTE 0

E0OCATION

BE REPRO.

DUCED EXACTLY
ASRECEI ED. FROM

THEPERSON OR
ORGANIZATI N (MGM.

ATING IT POINTS OF VIEW 0 OPINIONS

STATED 00 NOT NECESSAR LO REP,RE

SENT OFFICIAL
NATIONAL 1 STITUTV OF

EDUCATION POSITION
OR OLIO,

A

1.4.4.1.&

Page

3

5"

.$

17

20-

30 -

39

42
44



PREFACt

I.

A

The,Priaaiy purpose of the University of Oregon project was to explore

principlesd procedures for-institutional development which will be Of use, to other,

universities and c011eges. ,These principles And procedures are based on experiential

learning itself - inpiart on ten years of experience with ,a variety.of sponsored
.

learning programs and in part on only a little over a year of experience in develop-
, .

ing a prior learning program. The contrast between these two developmental experi-

ences initiated the same institutionibut at two dramatically different
.

times in

1the Zeitgeist of igher eduCation offers some important opportunities for under-
. . .

, standing the processes of

Tite'seti'ing"for this

public universities in the

which has over one half of

institutional development.
-

project is the qoiversity of Oregon, one of three large
A

state. It consists of a.large CollegeOf Liberal Arts,

the 16,000 member student body, and nine'professionai

schools or colleges. The report pays considerable attention to one of the pro- .

fessiona1 schools, the Lila,AchestO Wallace School of Community Service and-Public
,

Affairs (CSPA), which unlike ,the rest of The University4has a strpng tradition of

sponsored experientia1..learning. Muet of CSPEJS emphasis is on interpersonal .

communication and competence, which form core qualities in preparfng,student6 for

-work in-public and social services and in innovative programs of social action.
)

The report outlines a model of program development and proposes a set of steps

in moving from apathy cor routine) to awareness, action and assimilation. The

developmental process then cycles or spirals back as programs become moribund or

'routine again., 5116 report examines the detailed-steps in this process of innovation-.
and renewal and exemplifies them with a rich variety of operational procedure6 in -

'

sponsored learning in well developed sectio6 of the University and a'beginning

set df procedures in prior learning. Two o the crucial concens of experiential

leaFting are criterion standards-and costs, and these are covered

of the two kinds of learning programs. Other crucial concerns of

Ceisfriger model, such as program rationale and articulation, were

At the end, the report assesses. the'state of progress in experiential learning.-

in an examination

the Wilringham-

discussed.

.--

0 at---the University df Oregon and outlines developmental needs. It recognizes the,
complexity of fostering change in a eraditiona14iniversity. (Someone has said it is

easier-to-Move a graveyard than toChangean.established university.) The report-
.

.. ends with suggestions to other,colleges kimivsrsities with similar developmental
4-,

,

.

'-' problems. A continuing theme throughqut is the need to asseps various levels in th..
.

N.

,

.4"
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environmental systems'impinging on programs.

This'report was thh result of over a year's effort by many different people.
t

The authors particularly wish to thank Ben, Sanders, a CSPA Independent Studies

student, whose unusual gifts.for organizing the project, reviewing the literature

'

2

'.,..-. .

',and managing audio-viSual equipment contributed immeasurably,tethe success of this _
.

. . . : -

. endeavor. Alsa of great assistance in various parts of .the projeCt were a number of'.
* . V

, ' V . .

` ,fellow faNlty members, including Lila McQueen, Janet Moursun , Lynn Passy, and some

twenty othefs who participtatein various devtlopOental a ctivi ies. We are also

very appreciative of the support and' encouragement by James t.Kelly, Dean of,pSPA.,

Of course, our gratitude must alsb go to the Cooperative Assessment of Experiential

Learning project, not, only fcc-support for the Operational Models program, but also

the.ptojects in interpersonal skills research, field research and faculty

developmeht. The multiple contacts with CAEL have been very helpful for this

project and, in may ways, for development of experiential learning programs in

Oregon and the Pacific. Northwest.
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I.. Introduction

3

The'model we are presenting is a model of development for experiential learning
t .

Over a wide spectrum. It is intrdded for the use Of institutions which are at

v rions stages of program 'development. Our experience talking with people from'

other colleges and universities at ,CAEtimeetings and elsewhere suggests that there(

is a need for an overall framework for looking at institutional development which
...r.

would assist people in making// a diagnosis of where they are and vhere.they might

go. This report's aims are as follows:
. ,m.

1. To present.a conceptual framework .for thinking about institutional '-.

. -) development of experiential learning (both sponsored and prior).

2. To apply that fra- mework to case examples in a traditional university, 4

being as realistiC4as possible.

3. To analyzest different levels the in

'sponsored'and prior learning and relate them to -the institutional,

environment as it changes cycir,tiMe. f

4. To expirore the study of boti standards and OrsIs ofassessment 's,they

apply ,to-a traditional institution.

To discuss generalization of the conceptual framework and offer suggestions
, 4

for actiNdties to promote experiential programs in.other colleges. and..

universities. ,4
04',

For those readers who are not familiar with terms c4mmonly used here, it might

be well to take some time to identify basic concepes'and processes:. Sponsored

learning programs are these non-clasdroom exRerien&s planned_ through a college or

university recognized as of valuerto a student's learning goals and granting credit

tutional forces affecting 'both

of comparable acadeMic recognition. There are two major'kinds: (a) Regular program
.

related placements,,s4ch as supervised field study, `ppitica, cooperative 'place-

ments and'infernshlps (if .credited). (b) Special learning contracts, 'such as
.5

independent study, with' individualized plans' for f gfield learning.

'Prior learning programs are progralgifor creditinglearning resulting'from
. . .

;, experience obtained betoreor outside of college enrollment or supervision: There , ...

alsoalso two major kilos of prior learning: (a) Credit by examination,Such as 4
- ,

., ) .1'CLEF 'Course Challenge '(:) specially related tests of competencies (e.g. by inter--,

views, simulationls, or worksamples). (b) Credit byrportfolio,whiCh is based on
4 , i

.

evaluation: of narr'a'tive accounts .and documentation of prior learnings.
a

,

. . . r

s, .
. I0

e
e. (

9

..
ft

.%, .

c,
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4.

.

Sponsor -d and prior programs;differ.obv.iouslyiethe,eiming of the student
/..

relative to university activities.' Hopever, theiF many 'similarities make, joint
. 4

considerati n highly desirable.. B th forms,FeCgnize that experience outsideithe

university flassroom is relevant fb.college curiiculum, that experiential learning'

may be app erful "process and that-asseb6ent bf such lelit arning involVes a nuMer of

\the same cr teria, The stages of1Assessment-are,diso common to. bath., '

ap'the
3 a ..5r,

following list (adapted. from WillinghaM, 1976) shows: $ 2i,.,
.

: 1/4 1/4

. .
*t . 11,

4

t

I .. 6 %
I

I. Ide1tificatiQn of the-typee. of learning or competencies acquired Or to be
.

acqUira; decide -what Minds ''.and levels justify 14e credit ot-fity
. , ..

.-

garticularTrpgtams: '...k.

° . .
,, a 'N t,

' I si - ---.. .-
, ,//7--

; 2. ArtiUlation of the learfaings or competencies vath the educational goals-of
. .

.

;

the student; see if stch,learaingS'are in line
,

With degreeplans. : 4i-

. i ' ......_.--'1
3. Docuientation df,the fact that the student'his participated in such learning

. * /
. ,

experiences. " (Otmmon documents of §ponsoted learning includg.logs or '.'
, , %

...Sournala, essays? reports: ',

, ,

' -
.,

ao

4

4. Messuretient.of the. extent and nature of knowledge, stalls and-awarenesses
...

acquired, usuallythrough expert judgmerii.baSed on documents, interviewsk
a

i and observation; sometimes, through examinations. 'Expertju, ftment often
. .. . sa

includes field instructor's. and supervisor's ratins and, letters, self --

assessment and.sometimes: client and
. . . ,

5. Evaluationof'whether the knowledge

,..able standard and' how much credit o

'step is ofteninterwoves
)
T/iith the p

6. Transcription of the credit or_ tithe

;

peer' assessment
" f, -

, skills and-awareness meet an aucept-
.

t recognition is to be awarded: (Thisy
re gous:one.) -

,

r,appropriate ddscriptign.of the

learning and its atsessment;,oft, 04s-3.nvolves specialized kinds'of

recordidg.'

10.;

t

4

.
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4 II \ Instintionnl and% Historical ',contexts il

,, a,,,
\

_ z
,,

,

.
\

. A
. ..../

In%1876 th Univer!ity of Oregon opened its doors in.a high tamregyictorian
. .

. A . e.

'building on a 11 in east *Eugene. Deady.Hell is now a national historicalfmonu--,
..,

'meet, eti in use and c vened with Japanese Ivy that flames orange and red in'the
4

fall. The'U ersity 1.:S` trong in thesciences, social sciences, and hutanfties,
.

and'in its
\

fessional schools-of Law, Education, Journalism, Architecture and
..

.

I - Allied0

Arts, ibrary4Science Health, PhysicalEducation and Recreation MUsi g, '

$ Business Ad nistratiOn, and qComniunity Service and ,Public Affairs (CSPA .e The last
/

.

professional school is the main,focils,of our inquiry -and -will provide he.moSt
A a '

\' ..-

examples fr its nearly ten year history of.emphasi6 of fieldjearning (Sundberg,
\ -.

1969, 1970; elly, 1974) and:tts beginning attempts at'portfofio assessment. The
.

Uniy7sit is one of seven public colleges and universities under the pregon'S
. ' . .. .-

Board of H gher Education. .Of the total 'enrollment of approximately 16,0Q0,,one-
,,

fifth to o e-foUrth are gtaduaie students, and graduate supervision and research

are accor ea high prestige in the University. The University is prOud to have'been

Invited s veral years ago to become a member'of the prestigious AssociAxion of

American niversities, which.now numbers fifty universities;-there is only one

other.meiiber in the Pacific:NOrthwesf.
/. - Ike

The University of Oregon i s traditional for large prestige-Oriented universilx'
Itith

in several wayS. Its faculty reward and recognition system;jihough not a-.

lard-no ed Upublish'or perish".one, dies place high value on ttcholarly.productivity.

A sure- (Thorne, Baird and Scott, 1974) found that faftlty members ranked publica-
-

tions/ n scholarly books and journals,as the overVhelmingly important variable in
-,

.
.

' determ ning pltomotion and tenures. (Faculty opinion is imPortant since ,professori
, -

,
have particularly

...

ntrong influen ce in decision-making'ift this institution.)
. 0

. The .0 iversiiy has alheavy percentage of tenured faculty (68%). The University has
- _

a traditional department and'school organization, with 'heavy emphaSis on liberal
.

. .

- arts-education, and the traditional credit system. There is relatively little

speclal concern for
,
non-traditiabal, older students, except a program started in

.

I O...,1975;
i

to .advertise coursee ,for non-matriculants,fand.a far of onerson's time i
- . ,-

Student Seryices Is now -assigned to advise "life long learners." ,These Universi
; " , ,

widg programs were developed when 'the administration became alarmed by the.po eniial
{

. - _. - .

'
dectease in student enrollment as the eligible pool of young people diminishes

I

throughout tie country. State budgets are based On total studedt credit hour's'.

.

.

6

tat .

.1

41.*

1.

I
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In regard to experiential, learning And its accreditad,on there hare been a

few centralized efforts undertakpn within the last few years. The Office of Career
.,

'Planning and Placement offersathe-CLEP (College tevelExamination Program) tests.

The College of Liberal Arts provides assistance for students wanting to obtain

credit through a Course Challenge program; such examinations' hal*. to be developed .

by individual professors. Althoughthese two offices comptise-the official

centralized services, there are experiential learning programs in a number of
4

individual departments and schools. The following table shows the undergraduate

credit, hours produced in experiential learning:

. College of
Liberal Arts

Professional_
`SchoOls 231,114 11,180 4

Total' Number of

Student Credit Hrs.
in undergraduate
Instrut ion

353

Total Ntimber of Experiential Credit,
Credit HrsYfor Hrs. as a % of \

Experiential Total
Learning

396 0.1

,a

Figure Credit hours'in Experiential
Learning i4 1974-75.-

V

.. There have been some small changes in Liberal Arts since that time, and possibly

some expansion in the professional schOols, In Liberal Arts, Psychology has intro-.
duced with assistance froi.one of the GAEL stiff members) a year old sequencg in

AdvanCed Applied Psychology which'involties field placements. Still the Cqllege of

Libe Arti,3.whiCb accounts for 60% of the undergraduate credit hours and 34% of

the fa f the University, and is the dominant.force in shaping University

policies key dpinistratas,' obviously shows little activity aimed at

developmen al learning as yet.

There issome recognition, however, of the needs of non-traditional students
A:

. . . .
. . --1 ) i. :

-'and the potentiality for new kinds of learning. In President, William BOydlifitsdt
.

address to the University faculty
1
on October 1, 1975,he said that theliniversity

.11

of Oregon "can and should improve our teaching and find ways to make it available
-

to a wider range of studepts than those who can lay aside foul years for an expen-
f

sive, life in a youth ghetto. This followed a.statemeni at a pressconference on °..r,

September -4, 1975, in which he said:.

'1I-.'anticipate the development of a new constituency for universities in.

2These credit hours are based-on registratiOn using the "409 pratticum" coureettitle
which is used throughout the University. While it is not-the'only 'course title used
for experiential.learning, it is the most widely"used.

ei'
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the coming decade. I Can imaging a.middle-aged houssiwife,-for instance, who

needs 'the credIntial of a degreetb entrtheijob market, as well as .certain,

skint and'knowledge, but who has acquired Other skills and knowledge by her

,life.experiences. Sheshouldbe 41e'to contract with the University to convert-
her 6kills and knOwledge into credit'-- experience can be just as authentic as

any knowledge'picked up in a classroom -- and then work out a comtlinaitioo,$ .of

,
-classroom experienaed`with_videp aad audio tape and home reading to'Achieve..what

. she needs: I can imagine itinerant faculty in this country, just as there were.

once itinerant clergy. I believe i4 majority.of citizenry will have some need
A 6

foripostsecondary education and that the university will be a major resource for

fulfilling. that. need."
k

It is in such the large, traditional climate that sponsored programs have

developed andinew 'prior learning.prograMe..must devilop. In the light ofthis
. .

environment_1 -is interesting en'note the differenCes betwgdn the univers ity climate

when the field programs'of the Wallace SChool'Of Community, Service and Public

'Affairs Carted in 1967, and the present University climate whenefedit for prioro4

learning is being considered. 1966-68, when the School was being planned and

, initiated, was the heyday of higher education. Relatively abundant federal grants

andincrgasing student enrollment provided,flexibility for new programs. The Presi -

dentof the University then, Arthur FleNWkng, was able to obtain pri'vate g fts such

as that from a former _alumna, Li 'a Acheson Wallace, to help start.the'new chdtl: 4--

:e'Noa in' 1915-76 the climate is one of caution, no-growth andgilesiion&ri

bility! Wg shall, look again at histc.rical.sonfWeUal:factors later.

4

el,

, 4, 99, 4" 4'.

9, e9-, or, a, .- el ea,
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. , 'III.. An rnterrelated.Model Of'Development
.

.. I. ..

At any system'level,-Trom individual to nation, there is 'a 1imite4 amount ,of . ,

- ..
energy and'attention'available'at any given time.. Priorities for the,ue of energy

.
- ,

and resources determine which areas grdw and which recede: Usually, if the.

surioundirecology is 'nutrient and energizing, the whole system will grOW toward

8

s

its potential.' However, iresources are.present but not perceived available or

interesting; programs will not stagnate. The systemis in a constant state of flow
and flux of attention and energy with new' experiences comi g in and'old produ'Cts

thoving out... The.ateention of the system plays like a slaw-moving .spotlighton,an,

array, of pdssibflities for resource Utilization and growth. .Some'opportunities-
.

dare seen,, developed and adapted to theinst4'utidnal, structure; others are not seen;

seme:old sitructUres sluff away with time. With each,change there-is a cost and .'

benefii-o though these.May never be recognized. Inertia is heaVy'in most bureau,
#

cratic organizatimns,,including universities, and it is much easier to question new

programs, likeetirtoSe crediting prior,learning, than old ones; lijce sedence.labora,'
,

tories, which have been accepted for a long time. The following analysis presents
r

Concepts and.*Odedures useful for the deveiopMent of programs and.interrelates

several different models or. frameworks. Appendix A outlines `how. same-of:these

ideis'may erensfated into, practical discussions and exercises and provides
. .

releinds -
. ,..

General Stage of Development: Keeping in mind an image of7program development.
t'

)1 .

.

J . :in "behavibral ecology," we are interested in first getting a ,general.idea oe,the.
. k. . .

.
.

. I .nature and Content of awareness in the decision-making structure of the University.
. _--

Those who have been apundpublic'schools.or college for some time have noticed
. ,

. , .
the way that 61d issues keep coming back',or old problem's once. solved Cameup in

-anotheeguise. Like individuals, larger systems'go though
.

cycles 0 creative-

expansion andconsolidation; high energy alternates with rest and re peratiim;banc
-

ieople's attention shifts-from concern with, effectivenessto a concern with

ehiciency snd from social change_to conserVationl St is helpful to envision the
..,

'develop. mental process as a cyclical or spiralling Movement through folar stages:

apathy, awareness,/action, and assimilation. Then the Rrogram may degenerate into
..-,.,

routine Of apathy again-, only perhaps to be reawakened later fora cycle of
. ...

renewal.' The process is pictured tin Figure III-1:
.

..
.

t

J

1
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Figure

1. The Apathy-Awareness-Action-Assimil#eion. /Cycle in Developdent*

r

-

The Apathy or Routine stage is characterized by 'either little knOwledge and

.interest about experientidilearning or by habitudition stagnation,and iacji of

interest And'awarene4s af'need to change. The Awareness stage is characterized by

clear interest And-growing knowledge about experiential learning. Many aware people

- .will be positively interested in moving, toward action , Some aware people may be
.

opposedl 'be.Action stage is characterized by decision-maiing in favor of programs
. ,

. ,

.
of experiential learning. and moving out from thg original group to incorporate

.

. others in the deselop sment df program.' The Assimilationstage is characterized by'
. . ,

,

, ,.-
acceptance accomodation and legitimation of,t4eeprogram by.the organization and

. ,

incorporation in ifs Cin7-goini-peOCesses and structure.. Thrs round completes the
.

.4,

..,.

first cycle, .The ,:system tlas reached an e'quilibrium. As an organization mo44.4nto ' °

(..-

. the second cycle, the on:goinglrogrhm beCoMes routine And "bureaucratic "; partiei--

. ,. v .

.

,

.pantA begin to show only'catual interest.
.

In some Cases, ajpgram may,wither
. ,

4 away' completely. This may or May not be desirable. In any cede, relevant issued
, .-

,
.

may-arise in new.forms or new ideas begin to comeintchthe organization%and the
I 0 .

, . 1

,
second cycle, begins) to move-,t4 and awareness.- These fout Stages can be identified

. . .

,

and assessed by group, plrocedures outlined in Appendix:A: It is.probably that

aifferea parts of the college or university are at. different places in the cycle-,
, , , .

..da.

t_
. .

.

... ,
. ti
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and they may be concerned with different aspects of their functions: One depatt,

ment may be reviewing the place pt field instruction in its curriculum, While

another is,unconcerned with field instruction but is devoting its effotts to

activating research Projects; sti 1 another may be in the doldruds on all-qf its

functions. Also, within a department individuals are at different places on the

cycle. ,. , .r
A .,

.4
. . The

t
e observation.that different components within a system.may be at different *

1 levels of development or evolution at any one point in time has been accepted ' \.),,
4 \....

4

within an:organitational theory context, for some time (e.g.'Lippitt,'1969).

What is essentiaffor eduCational reformers to have in mind is not only the

cyclical developmental model outlined above, but also the functio.n41 Components of

an4,operational model.of experiential learning, and the relationship of boeh'the
7-

cyclical and functional models to the levels of analysi's,(on an individual -

department - university - latger educational context scale).-.

A functional model of experiential edueation has been *dei.741/2.oped,,.b3, Willingham

nand Geisinger (1976). -It embiaces thirteen componehts whose relationships to eaich
1

other'areshown in Figure -III -2.

4

6

61

t

4

.

O

t

.44
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Fignre 111-2. Illustrative functional diagram .0f,componentsdn-an,experiential learning program frOm
Willingham and Geisinger (1976)'.
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In Our ensuing discussidh we will identify and discuss those. components which seem
. _

to have been of.primary importance in our program at the University of Oregon,. and

in a fey other cases where we have 'some knowledge of 'their process of development. NN

For the moment, however, let us consider the.whole model shown in Figure 111-2-

its purpose is primarily ti%.'t of serving as a comprehensive idea-set against which

functional activities requiring organizational manifestation can be checked. The

functional activities range in a temporal/sequential fraMework from admitting

stbdents-ta graduating students, and from philosophically orieedactivities (Such

as defining the program rationale) to the prOcedurally orientecL activities (recording
1

or transcripting learning outcomes). The components_ also have an obvious

nality which, hnfortunately,) tends'to become organizationally segmelted,
,

-such as. admfSsions; advising, off-campus learning, and transcripting.

The functional model is an aid in identifying key developmental issues. As
1

Willingham and Geisinger suggeat, six questions can be asked of each of the com-

ponents in the model:.

1) -What are the major issues involved?

- 21 -444t policies need to be defined?

.3) What documents need to be developed?

'4) ,What pr4edures need to be specified?

5) What policy roles need to be clarified?

6) Wht adtinistrative respon bilfties need to be assigned?

An implicit assumption made by Willingham and Geisinger is that a policy'

de4sion has seen made to initiate an experiential program, and the remaining task 4.

is that of implementing'such a decision. We have a different assbmption.. In many

.- well-established public universities, such as the University of Oregon, there is a

prevailing climate that mitigates against the incorporation of innovative.experi-

ential programs'oll "hard money "., Thus, our starting point .in *ihe developmental

th a routinized or apathetic state of equilibrium. That being-the case,model is

the six qu tions posed by Willingham and Geisinger concerning each of the cam--;
3

portents take do a somewliatdifferent character. The major issues revolve around why

and how administrators and faculty should become aware of the potential of experi-

ential learning programs; what existing Policies would
.
such programs conflict with;

what new policies would have to be considered and by whom; what documents would need

to be developed to aid faculty hnd administrators in considering experiential

-learning programs; 'what procedures (workshops, site visits to other campuses,

consultants) might be considered to aid in the process of shifting from apathy to

-awareness, and thence from awareness to action, etc.

13
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In short, the funcfional-model,and its six focusing questions can be considered
z

r13 .

as an agenda setting guide

developmental model to the

' many different component\

in aetempting to move "a system from one stage of a

next. 'As we mentioned earlier, a system is compoped of

We have identified four levels of components generally

`found in the higher education industry. These,are the inter-institutional level,'

the,institutional (orgahiiational) level, the departmental level, and the individual

level. 'Eachlevel might be seen as having its formal,. informal, and contextual

components. For example, at the inter-institutional level in Oregon the forMal

actors include each institution of higher education, the State Board of Higher ,

Education; the Educational Coordinating CoMmisSion, Pie-Oregon State Legislature,, and
4 ^ 7IK 1 4 ' 3

the'State Department of Edudation. infottal actors at this level .include pro-
.

,fessional groups who rely upon higher education to provide education and research,

individuals, and organizations external to Oregon but.which have direct and indirect

influence, upon the shape and character of higher education (e.g. funding sources and

qICHE). The contextual components include such factors as elusive (but real) as

the prevailing cultural expectations of Oregonians regarding higher education (keep

it practical, no frills, watch the costs) and as definitive as the changing demo-
OW,

graphy of the state and the hard to shake economic problems which directly affect

revenues available to higher r-edu-cation through the state legislature,and throiigh

tuition payments made -by consumers. It also includes the locational kadt9r of

Oregon, which makes it dbstly to bring in outside consultants.

The institutional or organizational level means, .in our case, the formal entity

known as the University of Oregon, with its formal structure of administrative

offices, academic units (colleges and schools) and faculty governance mechanisms.

It all includes inf9rmal chtracteristics of this unit (e.g. the influence of the
o

College of Liberal Arts) and ontext olvonents [a supportive urban community in

the immediate environment, a strongly competitive urban university in the major-

population center of the state, a skeptical'rural community in the rest of the state

(with stronger allegiances shown to Oregon State University)].

The departmental level is meant to embrace those formal,'informal-and

contextual- factors of the sub-unit levellWithin the university, where Sub-units. a4

the primary units in which faculty members have programmatic identification and,

responsibilities. This may be a school or a department within a college, depending
. . .

On lOcal size and norms. The important consideration is that it is the primary .4s.,

refereage.point for the faculty member.
t

The individual level obviously refers to the specific, -,administrator,

faculty member, student, support staff. Individuals are members of each of the

A 5 ,
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Other levels, in the forMal; informal., and contextual sensk. That overlapping

membership is both an' aid and an obstacle to the.challenge of developmental change.

Aggregates of individUals and units frequently add up to something different than

might be expected from an understanding Of the separate entities. The-educational'

reformer therefore, needg to assess the eq0ilibrium At all levels, in each stage of
e \- .

development, with reference to'key functional components of an experiential earning
. 4.

model in order to plan,'imglement, and evaluate.actions. --
.

The interrelationship of.these models (developmental, functional, levels) hag

been the-focus of several articles recently:with specific reference to higher

'4
4 =i 44 4i ,f'f -, ,41, ,

idUcatiOnVITheid ii;addfi,i641WVgrowing literature in the field of organize-
, .

,

tional change and development. which considers these interrelationships from a dynamic-
.

change oriented focus. See Appendix A for a brief bibliography.

'Given this framework, let us turn our-attention tp a few.of the key components

in the Willingham - Geidinger model as a way of illustrating the interrelatedness of

the models disCusse'.d.

Program Rationale: Why should a university, such as the Universtty Of Oregon,

have experiential learning programs? At what,level within the university should the

operational and educational responsibility for answering such a question be fOund?

What are' the- fOrCes that keeitraaitionalUniversitivs'in a'State of equilibrium
.

which is apathetic towards experiential Darning? At any given place in the cycle

of development there are opposing forces. Many of these can be seen as environmental

forces nurturin or suppressing a potentiA program. Brainstorming and other group
Ade\ .

exercises can be helpfuL in leading to a force field analysis (Lewin, 1945: _
. ?

1%

Johnson and Johnson, 1975; see Appendix A). In using force field analysis the

educational reformers trying to underdtand program development need fik-St-to
;

fdentify the ideal state and the anti-ideal or worst state in regard to the program

rationale of experiential learning in which they are interested. They also need to
*

.

recognize that tht current state of affairs lies between the worst and the ideal

. and that there are forces keeping the curreqm.state where it is.
X
These'forceAay

4
exist at all four levels, as illustrated in Figure IIT73below.

, .4 ,

f
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In order tdirOve from one stage of development to another (e.g. apathy to,awareness),

.. _ .

. - :
it will be.necessary io.strengthen the 11 es of force pushine"towara the ideal state, 4

or weaken the lines of forte pushing towar the anti-ideal state. The strategies
, .., 4.

4by which this can4be'done-are many; the c ce of strategy depends upon the resources

available,.vailable,. the
,

norms of issue Clarificatio and conflict reblutioh, the, timeframe
. . . 2

within which one may operate, and the nature of resistance encountered. If fesis-
e

-.. .

,ptinCe is due- ts a, lack of knowledge about experiential learning programs,,a strategy.

based'upon information, sharing may be appropriate. If resistance is due to:a
* - - . /

t
,- perceived threat o role. and status,,an informatioi axed (cognitive) strategy will .

. .

: -

be,a waste of time. however, affective reassurance b "significant others" figm

institutions where experiential learning programs haye been successfurwitout a loss
.

... .

`of- role. and status may be successful strategy. Mixed types of resistance may
..,

require _strategies entailing tactics such as role playing, wherein, cognitive and
t.

affective issues can be explored in low-risk situations. ..

te

Implied in Figure 111-3 is a linkage between 'forces at various levels, as well
,

.as forces from each level which bear directly on the current state of a; fa The

educational reformers will need to plot out the paths of li;Jkage in order to identify '

.

those which fake precedence in problem-solving,ptiority.. .E6r example, it is point-
.

4:

less to expend energy convincing departmental colleagues'of the advantages in,
2=

creating a new experiential learning program if the universiq's turritulu Ommitebe

or academic standard's committee will not autherize'the granting of cvedit .hrough

such a program, 44 if the acquisition of resources to implement stied a program is

contingent upon being able to award credit...Ip short, the' educational reformer must

do a critical path analysis of the event flow towards the ideal state and identify

the forge field around that path'' from sage to stage, frOmiieyql to level,, and from

functional'component'to component.i,

-4
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The general, objectives of the report were presented in the IntrodAtion. Uere
., we will cover the main concerns -of this project at-the Univerbity A Oregon in

developing a deeper understanding and commitment to experiential learning and-to,

take some'specific steps toward establishing'a knowledge base about standards and

costs of sponsored and prior learning. The development'of awareness and knowledge

and the spread of'a receptive climate are prerequisites for any attempt to operation-

alize new programs of experiential learning or to improve old ones. Thus the aims

of tre project at the University_were as follows.: .

1. To raise the consciousness levels of key-individuals regarding the

existence of the needs of nontraditi onal and experiential learners.

2., To develop an understanding , of the developmental processes (as in the

model discussed,in,the last section) and the need for a-comprehensive
.

,

.

educational delivery system' which includes many.of the,kinds of programs

related to CAEL, suet: as assessment of prior learning.

3. To explore the assessment of costs and standards bf:existiong sponsored.
,programs. ,

. .

. v ...:,

4. Tolrenghen existing-programs and Make-theM a more valued part of, an
-,.

organization's delivery capability.
- *

5.' To idenlcify alternative strategies by wick new programs can bed deveioPeddeveloped,,

dai
taking 0.nto account how:old programs have atisen in theirs particular

contexts.

, These five aims were to be pursued with four le is of orgenizatpn,in mind:
,,. .

'(a) individual student and_instructor level, through selected interested and key

StidIviduali thih departments and Schoo/s(b) the departmental >or schodllevel
. ,

.

;within' unive4ity in selected instances; (c) the University-Wiae le\vel through%
O \

) centralizbd vi es, and (c) the state educational organizafionaldeVel through,

-.
.. .-

the Oregon State System of Higher Ed cation, the state, Educational Coordin\ating
, \"

.Colpmission and- some selected other groups. ,

A \The methods whereby project pursued these goals were many and varied Since

the University, does not, have a centralized office ot an officiil policy about (--'..

.
.. .

. .
.

experiential learning,-individual schools aad departments have responded-in a
. -,- .

Variety of ways to emerging needs for experiential learning. .tie ndted b'efore here
.

.

has been very little done in crediting prior learning except for the QUI' and C 7:e -,
1, _

Allengelprograms. In sponsored learning a number .of departments and'schoOls hay
-1,

developed their own unique forms. So a'major part of the project was Io get ftfori-
, t

illation on the various programs which masted on campus and tb .get people talking

together who had nevt, r exchanged viei4s before. In this "gathering togethe?
f

1..
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information and interested people, the-nitie-month'project was very usefurend.

successful: The pftncipal activities used in the course of, .the program by various
-.....

- -

-sygteirlevels were as folloWs: 4`0
.

1. Individual tude4s and faculty members:-'

a. Involvement Of 13 students in writing portfotfos and 9 faculty members

-in assessing them. .Three workshops for students on portfolio deve lop-
.

sment were cofiducte d'(related to the- CAEL Fiel0 Research project).
0 .

.

'1%. Involvement of more than 20 faculty Members from several different'

departments-and schools, in assessment of simulated portfolios (related

_ c. Development of a project for grantingcredit fdr friar learning in-one

d.- Interviews with individual faculty members.

to the CAEL Field Research project). . :

of the required beginning courses in SPA. . '

.

..

.

..a

, .

4.

°.

_

1

e74414;

...

. ...._
-...

'b. 'Interviews with administrators anakogram headS in selected depart-

'Department or school. level:

a. Analysis of operational models of sponsored leariiing.indfour programs

involving 8 graduate_Atudents_and faculty members.

through A two-term seminar entitled "Aksessing Experiential Learning",

,-.'

I

.

e -

. .

.

f

2 ,,

,

.

::*
'

.. '
ments.

c. Planning (and ultimate submission) of a proposal for prior learning

to,thilCSPA planning committee and Policy COuncil (carried'outby the
.

staff of the New Cares project ineconsutation with CA#Vstaff).
. ...)

0

3. University-wide level: ,

Hi,..
. 4.4.

a.. Campus wide survey by the Univeritx,60Mittee.on Educational
-

,

-,... -

Experimentation and Instructional InnOvation.(EEII):of which one of`
, .

the authors was chairOerson. The sUrveY'Of facultyllembers and gradu.-
.

ate teachingassitanns covered perspectives and attitudes tpward
.

educational .innovation, including expetiential'learhing. It-was-the

first such survey on campus. -

b. Discussions with the Ad Rbc tommittee. on Con lnniniEduoation in their -

. _
investigations of needs for life-long learning, continuing education

and provisions for non-traditional learning, ,

c. Discussions with chief admini trators of the-Dniversity, followed by

copies of reports.

4. Extra-University level:
,

lb . a. Re ional conference on experiential learning and competency based
4.

22
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education (co-sponsored by the CAEL Faculty Developierit project and

the New Careers program in CSPA). The two-day conference 'was a ended
4.

by 40 people from several states in the Pacific Nprthwest-.and Roc y

_Mountain regions.
.

b. Successful submission of a grant application to'the Oregon Educational

Coordinating Commission. This body was established-by 0e,state_lggis'..-
a s .'.

lature to coordinatd the planning 40 evaluationo! educational
.

). ,.
policied from kindergarten to post-graduate levels. The grant provides,

. .

for involvement of post-secondary educatipnal policy-makers andinon- .

--.. -.1... ,,
- traditional education consumer's la a review of current operational -

models of non- traditional and experiential educ.ftion:in Ogegan'and the
-, ---" \

development of recomme9dations to address gaps in the preaeni system.

It also,provides for the developdent-of mixed media presentations of

eexperiential learnIng programs.'
. ,;

. 4,
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yj.,-,-Project Results: The Continuing DevelO6mentof Sponsored Learning

In this-section, we_will examine the application 'of the developmental model to .
amajor form of sponsored learning-at the University of Oregon. and conjecture about

the forces in the histofical contextof its origin. We will go on to delineate the
.

dimensi s of sponsored learning and illustrate with several different programs at

the Unit rsity. We will report on the findings about standards In evaluation'of -

. .

students and about the costs of varieus'prOgrams.
.

.

.

. . ,

Original Development of Sponsored. Learning: The major form of sponsored
,

"learning is the reg4lar agency placement program of the Wallace Sch 1 of COmmunityi.
-.

,

Services n4 Public Affairs (CSPAT: When CSPg was esfablidlied in 19 7";" the fouddit§

.persons declared field instruction to be-one of the major tenets of the

the full backing of the iresidehtat that tame, Arthur Flemming,, and committees

which had been planning curriculum and searching for the deqa (Sundberg, 1970).1

The level of awareness was high, and'amongthe first appointments were people with

'experience in work in public and social agencies and.in supervising students in the

Witbjnthree months, the procedures for placement in agencies had been
.

established and the first students were screened and given field assignments. On

thedevelopmental cycle, the School'had moved from the awareness stage, to action,

and structural assimilation within those months.. The force field i6 those beady

be4inning weeks is depicted la Figure V-1: S.

Worst Stage: -
No procedures
No students,
No community
interest, -
No program

Helping_Forces

Private donation assured
sufficient funding to start
operation

Student and university Zeitgeist
favoring "relevance" and
interest ill,community work

EnthusiasEic'ipterest by stet?,

Expert knowledge of- field and >
university procedures

Restraining Forces.

Slow-University procedures
for-course approval

,Tcme pressures tostart all
Of program; limitedtime
Ito plan
Na previous arrangements
made with community

/agencies

Current.
State:

No Existing Program

Figure V-1

Farce-Field for Field Instruction at tht
Start of the Sarol in Fall 2.967

24,

[Ideal I-

State:
field, -

-Instruc-
tion Pro-
ram
eady in

Jan.11968
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The positi4e forces working,toliard establishin:i'a field instruction Program easily

ovkrwhelmed title negative foxces. .The University Curriculum Committee granted per-
,

c

mission to usetemporary nuMbers'for courses. We hal enough staff memberq to contact

agencies and deterimineAinterest in placements, to firm up the necessary program pro-
o

cedures and supervise the student- placements the next term. The followiag steps now

used for field placements are scar to those 'established near theiZginning:

1. 'Student application during the term previous to-placement (see Appendix B-
.

. for-4py of current form.)

27Preliminary didcussion between student and CSPA Meld instructor to clarify

,1 4 :e.f' qtudeni interests, and 'knowledge.
. f

3. Staff review of applications and available agencies, and matching oC

.'student'preferences with'agencies. ,
, ,

- .
, .

4. Pre-placement visit by student to agency'and decision about placedent..

, (Opportunity at this time for either side to change hisAer mind.)

5. Initiationof placement.
.

.6. On-iOing activities during placement, intluding (a) supervision and cn7

0

,

going evaluatiOn by agency, supervisor,'(b) visitations to agency by CSPA

field instructor and review of student records (logs, reports, projects)

-k-and general progress with student and supervisor, and (c) theory-practide

integration seminar, conducted by field instructor with teveral students
;

to facilitate "making sense" out of experience and relating readings to a

ekperiential learning, . . t

'

_
,

7. Termination activities, including.final reports, and final evaluations by
,

student of self, by agency supervisor and by field instructor, and a

conferente among the'three to discuss.eVAUatiOns,add unfinished

business.' (See Appendix. B for forms of evaluation.).
4 . . . .

8. Post - placement follow -up; including pl.anning for further placements and--.,
.

. . .

. 'improvements in'tfie program:1/4
. Sr ,,

The SchOol has two major divisions. In Community Service the student takes a

placement in both the junior and senior year; in Public Affairs and International
.

Development, the stoudent takes a placement only in the senior year. Usually the,

placement is fUll-time, andthe student earns 12 credits of Practicum (CSPA 409,

Supervised Field Experience) and ecredits of Theory-P
I

actice Integration (CSPA 411

of 412) each totaling 15 oreditSthe,normal,undergraduate.load per quarter.

In ten ,years since 1963, there have been about Apo placement§ ill,
11

over ACM social agencies, goiYernmental offices, and special` projects. and programs.

The amount bf-contributed student-timeto agencies runs into hundreds of thousands

25



1

22

of hours. The fie/d program has been a greatsuccess by standardssuoh as student

interest (about twice as many students apply to CSPA than can be accommodated with

out present budgetary:limitations), agency interest (there are always many more

'wanting gtudent placements )an we are able to stpply),,and faculty interest (despite

willingness to be very self-dritical, the id'a of field learning is strongly upheld
4

by all
.

in CSP41.-.. Field insteuctioa has become' one of the hallmarks of CSPA (Kelly,

1974)', and the School ICS 'been consulted ty,other,paits of the University (e.g.

FSychology)` inthi development of their programs..

Present Developmental Questions: Following our concept of the continuOus

developmental cycle, we should be aslqng such questions as these: What stage is the

field prOgram (or parts of:it) in now? What does-itUow see as ideal? What forVes

help movement toward that ideal and what forces act a.gal.rist it?' Fortunately the

field staff, dpspite periods of over- burdening, is a lively one and feels thgt there

is much yet to be done with the PSPA regular field program. The present program can
P

be viewed as'fully accommodated to thc,structure and process,of the School, but some

see it,as too routine. Others would see the program as being in the Aware stage of
4

the renewal, cycle; those people are particularly conderned with two needs of qe

regular field program: D.) Developing a set of core anOpecialized -competencies

for the whole School, some of which would be, covered and assessed during the student's

field placements, and (2) Improving theory-praqIca integration,' particularly bye

developing both a core set and a specialized set readings, which Can,be utiliied

with other-instructional procedures, in the seminar. A part41.iorce field analysis

regarding .a competency p ram of this %tage looks like the following Figure.V.-2:

0
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A similar analysis coula be done for the Theory-pri ice' integration component.

Spore progress tolard a competency-base is under way. "Regular meetings of a School-
.

wide planning committee are spelling out core competencies this year; the:CAEL

research projects have started to develop some assessment techniques and one of the''

mhjor faculty members, concerned with field instruction, is planning to use her

'sabbatical for:this purpose. o of the grant related field programs (to bq men -

tioned soon) are on a competen y basis now. Thus the almost 10 year old field pro-
.

. gram seems to be headed away from routine,rtoward renewal.

Variations on the Field Instruction Theme: Within the School of Community

Service and Public Affairs; a large number of experiential learning program6 other
,

than nearby'agency plaeements, have spawned, including the following:

Placements at a'distance, such as-with the New York. Urban Corps, with a

congressman's office in Washington, or with a Family Planning Center in Hong

Kong. In such cases, arrangements are made for a local professional person

to serve as supervisor and evaluator, and theory- practice integration is

handled bylia special paper, or by a seminar on the student's return to campus.
.

Approximately'15% of placements are out of state:

Problem-oriented projects (as distinguished from agency oriented placements),

such as the organization of ten students with a faculty member who went into

a small community to develop summer recreational facilities for the very young

and the very old. (Co-sponsored with VISTA.)

Field instruction center, an experiential learning unit placed off campus near

the clientele and agencies with which students work; for in;tance, the Field

InstfUction Unit which "brought campus and joint appointments together in pro-
,.

jects in parent education (Co-sponsored with the Oregon State Children's

Servicsici;hion.) 41111-

Program Evaluation and Development (PED), which uses a competency -based program,

tt tdrtrain seniors in 'evaluation and development while they are in placements

.¢r a year pna human_service agency (funded by the National Institute of
44

ental Health.)

N Careers PrOgram, which is a competency-based, on-the-job training program

1

===-- for paraprofessionals with low-incamvproviding site-delivered courses

leading to AA and -BA degrees'(also funded by NIMH). Over the last 2 1/2

years approximately 10 percent of the New Careers students' credits have come-

from CLEP or portfolid- awards, the latter during the CAEL'project.

. University Year for Action (UYA), which involves students in-community programs

for a full year .while they work toward their degrees: (Funded bx,ACTI014;

students receive VISTA-lei/el support while in the program).

S
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Independent study, which involves students working with faculty sponsors in

develoPing'a learning,contract, usually includes projects and field experience

outside the classroom,. the contract and the final product being reviewed by a

faculty - student panel (See'Appendix B):

In addition there-are a nOpber a`-program.4in sponsored learning in other parts 'of

-4, theAtniversity:
.., 4

',ESCAPE (Every_Student Caring About Personaj.ize'd Education) which, is a student-
.

.
,

initiated, student-run, and student - oriented program in volunteer field
- Or

experience while earning upper-division academic credit. It is the largest

field program on campus, averaging 700 students inplacements per term, each
,-,

student averaging four credit hours-. The. organization is a tiered one, with
. .

volunteers supervised by ex-volunteer. coordinator's earning credit, who are-in

turn supervised by division heads and the ESCAPE director, all of whom have

had exteisive volunteer experienee. Tlacements are typically in schools with

,students serving as tutors or. in community.service. (Jointly sponsored by

Education, CSPA, and the Associated Students of the University of Oregon.)

Recreation and Park Management practicum, which involves usually part-time

placements of one .term duration, supervised in part Hy experienced students.

In connection with this CAEL project, a Practicum Handbook was prepared, and

a graduate student from Australia who participated in the seminar has decided

her doctoral, dissertation on ield-based' learning to provide an opera-

tional model for her department in Australia.

Applied Psychology practicum and seminar, which includes a year long seminar on

theory and research in applied social psychology (carrying 3. credits per term)

, and two germs of field work (carrying 3 to 6 credits per term) resulting in

an organizational analysis of an agency or industry.: -Students are supervised

by faculty members and...serve as consultants and observers more -than full

participants in the organizat on. There are about 12 undergraduate` artici-

pants each year.

In other parts of the University there are:some other field instruction programs, -

notably in teacher education, but these will not be covered in this report.

The examples just given and others suggest that sponsored learning projects
_

vary on several significant dimensions. The major dimensions of curricular or con-
,

tent concern are gis follows:

(a) AgenCy placement-oriented vs. problem-orientation. The one emphadizes

professional role learning in prof7siOnai settings. The other emphasizes

the study, and intervention in' human/ problems, such as development of

recreational facilities for the glderlysor organizational information flo



(b) Specific 'and heavy emphasis on theory - practice

direct concern with relating work experience t
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tegration va. little

cePti and research,

II rograms (not those-mentioned) simply place students in work situations

r si months, sometimes'at a distance, withoUt any direct connection

'with the college or university.

(c) leavy,requirements for record keeping (e.g. logs) apd reports (term papers,

projects) vs. light. requirements.

(id)_, Part time (concurrent placement)

(e) Short (3 months or less) to long

vs. full -time (block placement)

(9 to 12 months) placement s, usually

related to another variable, amount of credit.

(f) -Amount`of credit given, usually related length of lacement, but may

involve in certain programs required,internships wit no credit at all, as

in. medicine or clinical psychology.. The internships.

(g) Pay for field pl'acements. SoMe programs will not give credit if a student

is being paid by the agency; some field programs arrangefor living

subsistence and transportation costs.
(..

. d

(h) Roles of principle`prople involved, e.g., student as observer orjull
.. )a

participants in the experiential situation, presence of an active agency

supervisor or none at all, and frequent and active consultation from t4 -
.. . - .

university field instructor or very little. 0

Such dimensions ofdifference often served as foci of discussion in groups'planning

' '.field programs. ___ x

-...-. _
Criteria and-Standards used in evaluating students: Through the special seminar

0,,

on Assessing Experiential Learning and through interviews, we inquired into practices

concerning the evaluation of students. Assessment of students can be broken down

'into two parts: the gathering of information.on wbich to base assessments and the

processes of decision-making on student performance., We will mainly confine our-'

elves hereto the regular SPA field placement program, illustrating occasionally

fro r programs.

Typically the.field instructor requests that that student keep a log or journal

of tds/her experiences in placem ent. Usually this is not to be a rigid daily diary,

_ ,butiprocedure foNr making several entries a week about important observations, prob-

lens, "peak experierces, or'insights. When University field instructors visit the

agency., they look over the logs with the student and discuss their experiences.

Sometimes they are discussed in Theory-Practice Integration seminar. The other

major documentation of field-experience is a report, either in conjunction, with an
S

1

agency project or as a special paper for the Theory-Practice Integration seminar.

4.1
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The philosophy of student evaluation is that it should be pn-going, by all

concerned. meeting regularlY with the student,The agency supervisor should be
is

, ,

keeping in mind the criteria of evauation listed below. The university field

instructor should also use these. The final evaluation involves the student checking

the list for himself or herself, and the supervisor snd instructor, doing thetame.

4A joint conference of the three clarifies meanings an& gives. illustrations. The

student characteristics which are rated range over ability, to relate to clients,

making good use,of time, and understanding social issues related to agency work.
. .

Appendix,B shows the complete form used' faith Community-Service pl

ratings are, of Courae;-,subjective4 and must be interpreted relat

. the raters; whiehin sods cases rest on corkiderable experience.

used not justasia cut and dried assessment tool, bilt more as an

initiate discussion among,the three raters. T e final grades in

are n a pass-no pass basis. It is extremelyra e that a student

acements. These'

ive to the norms of

The rating foripts

opportunity to

sponsored learnin

receives a "No

ps." There are, however, a number of instances in which students are c unseled
`.

into changing placements or to withdraw from the field instruction cour ,Om.rare

occasions, a student is-given a "prdfessional revj.tx,;" with a small g p of faculty

members; the outcome of such a review is that the student is advise to try other

areas of study where professional conduct is less Of a problem. Th ew instanc s

it which this extreme action has been taken have had to do with persisten k f
responsibility or pdrsonal disturbances.

-Thefither forms of field instruction at the University vary in the

required but all 'of. them are quite seb ectiveAin the. final evaluation.

used in some other. programs see Appendix
. .

Costs of field instruction: Our in y into costs was carried Out through the

seminar. As alirst rough 'attempt, w asked the participants to collect data.on

their programs about the numberof student credit hours in\Lield instruction

-granted over the last year (or term) and the total.emount of faculty salaries

deVoted-to the field program.* The results of this study vary widely; from highest

to lowest they are as follows:.program EvalUation.end Development-(approximately

$100 per credit hour), New Careen ($50)-,, Field Instruction Unit ($45), the regular

Community'ServiCe field-placemehtS ($22),.the Public Affairs and International

entation

forms

Development placements c$17), and therIndependen Studies, program ($7 -$10): The

ESCAPE prOkr4th would be very low, but f4gures arpot available. It is ateresting

td note that the highest costs are froth programs which are experimental and

supported by outside grants.
. These costs will pose4problema when the programs go-

"hard-it-Toney". The two regular field placement program costs°($17-$22) are not far
.

from the overall average cost of student credit hours in.faculty salaries, at the
(

342
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University of Oregon, which is approximately $27. It can also be argued that field

programs dd not require most of the overhead that regular di"Sroom courses do,

since. they do use university buildings and service personnel, very little. -Since

salaries and number of students will vary each year, study of costs over a longer

period of time is needed: These'figures are very rough estimates.
1 .

Eai-ly in the development of CSPA, studies were made to determine the number of'.;

students to be coveredby ail one field instructor. Standarde used in otherpro-
.

&ems, especially in social.work, were consulted, and expefience with different
.

numbers placed ih different places lead to the conclusions. The final figure was

that a full-time University field instructor, teaching a Theory-Practice Integration

semlar ana visiting nearby students. three or foUr times term, could cover fifteen

students located in several different agencies. This standard of 15 students Per

field instructor, in combination thithe 15 credits thetstudent obtains in block

placements, produces 225 student edit hours per term. Zhis :figure is somewhat

tower than the average student credit hour production per instructor at the

- -University, namely about 360 in the junior and senior year. This figure is

increased by the large lecture classis, of course.

Whi.1.04are talking about 'personnel, we might mention some policies of CSPA

relating to standards for'field instructors:- One policy-is-to recruit and hire

only people who have held active positions'in relevant agencies or offices; faculty

member's have practical experience: In addition we regularly supplemerif our fien.d
,ments

staff with adjunct appoint from agencies i-Alich have field programs. Another policy

.is that every. member of:the faculty must be invoiveeeVery few years in field
'

ti

instruction work. This policy ties regular classroom teaching to on-going practice
401ftv.,

in the field, as does,apcither policy, namely thatgvery field instructor must teach

atl.east one regular class per year. Furthermore, CSPA has arranged for special

job deicripiions atthe t of appointment of some field instructors, whereby they

are judged for ptomotion and Enure with less emphasis on research and publications

and more on other kinds of professional growth and scholarliness, and on high

quality of tfieiekind-of teaching and their felations with the community.

When)mentioning costs, one also should think of,the benefits of a field pi.o-

gram. In follow-up studies of CSPA graduates (Owens,'1973) and in many privafe
%

conversations, ex- students say the part of the University study which had most

impact and Value for them-is field *experience. Many students-also report that their

sUbsequent jobs grew 'out of

in thfieid placements.

the favorable contacts and Useful skills they developed

Increasingly we are findingCSPA graduates in the

.33
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governmental units and sociangencieg in which,studentk have placements. Beyond

the regular field placement programs, there are also som kinds of special benefi

.For instance; a recent graduate inthe Independent, Studies program Stated that he

would not have stayed in the University if he had not had 'the freedom to explore'

and construct his own education that,he had iwIndependent Studies.' 6

Recommendations regarding sponsored learning: On the basis of our CAEL Project,_

we would summarize our recommendations for further development at the University

of Oregon as follows:*

1. In CSPA, continued exploFation of waysto provide a competency, base for

field instruction.

2. Further refinement of indillidual assessment techniques, especially those/

measuring interpersonal competen ce in itiated in CAEL research (Fehnel et

al, 197)
3. In CSPA, projects locusing on developing reading materials and instructional

exercises providing theory-practice integration:

The continued and expanded_pe of seml4Irs, consultation, whkshopd, and

other,means of improving the awareness and developing capabilities'of

different departments to conduct sponsored learning.

S. Establishment of a center for experiential leaping to coordinate community

placements and regional field activities, train faculty in developing

programs, and carry outiresearch on assessment and the relation of class-
.

room and field learning.

The seeking of pore- interchange with other institutions in the renewed

development of sponsored leirning.

a.
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VI.-P ect Results:. Consciousness Raising and Beginning Actions,
in the Crediting of Prior Learning

s

The previoudN\sectio showed sponsored expe4ential learning to be 1n a..
a

healthy state,with a stirrings toward some creative developments. The picture with

'regard to,the crediping.of prior' experiential learning is much different. Even

those who readily accept sponsored learning do not always see thecrelation- ship

o f that kind of assessmentand'crediting to prior learning. HOwevei,.it carirbe '

argued that the interior of learping, and of earning college credit, shiP1141 be

demonstrated competence in whatever toptc the learning experience concerns (assuming

/the topic and level of learning fall within the bounds of college level performance).

Thus, if one reads twenty volumes in the history of the Spanish civil war, reflects

on that -reading, and demonstrates knowledge of that subject as proficiently as
.

someone who has attained a given level taking courses in it, why shouldn't the

former person receive academic credit for that learning? Similarly, if one can

demonstrate knowledge of the law, through passage of the bar examination, 014thout

-having studied law in school, why shouldn't that person be able to receive Liemic

crec for learning obta ned elsewhere? If educational-institutions, such as the .--

University of Oregon,
A " 0

4.04VitieS, such a

nt credit for learning throdgh experienceinspOlsored
. .

A

d placements or internships, why,,shouldn't it grant credit
. .., .

TA Jlearning that occured without having been pranned and superVised aby e agent,
'

.

of the university? a . .- .

, kt '
In recent years, a large number of colleges and universities, aided by,CAEL,

ar6.moving toward policies

,.. dccrediting it when justf

but severar\ceneral theme

increasing 'numbers of "new
,

: ....., ...... ;
.

significant learning experiences; (2)-credit for prior learnifg'cail substantially

cut the'iime and/or cost of higher education to the consumer0.4) reducing the cost
,

. .

ofTducation (to the.consumer) can result in,attracting new Aarners to higher
.

/ ',,

education, which may offsv the declining enrollment of tradt6tOnal learners.
-A .. i,ge,

Declining enrollmenr probably accounts for the majot incentive4to innovate in-tne
.4'

area of prior learning. The .reality of declining enroilmept has been demonstrated
. ,..

.

in numerous studies on the national level (Cross and Valley, 1974; Leslie & Miller,
. .

. .

and procedures fo'r evaluatineTrior learning` and

ied.
2

The specific rationale oi,their programs vary,

generally, found: (1,,there's recognition-that
,

*-

learners" come .to higher, educa4aqlhaving already had

N.

1974). It has also been demonstrated at the Unix rSity of'OregonflitOgre i pattern'

2
Evidence of such.movement can be seen inthe growth of literature'on the subject.,

The-following are examples ofthat literature growth: Houle 73; Keetun, 1976;
Knapp and Sharon, 1974; Knapp,- 1975; Meyer, 1975;"Sharo , 6; Trivett, 1975;
Warren, 1973; Carnegie Quarterly, 1.975; Ford Foundation, 1976.
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of declining enrcIllment among traditional students is becoming
,

estimated that the University may lose between $1!5 and $3 m1 ion''ddring the

,two years as a result of this decline. Nevertheless, the climate ards c edit

31 .

ar. --ft has been
.

'for prior learning can still be expreied as being apathetic at, the UO.

. Prior learning programs. onsist of two mi3or kinds'of procedures: Credit by

examination and credit by portfolio. At the University of Oregon, -credit by exami-

nation
.

has been installed in central services to,some extent. As mentioned before,
ft -the Career Planning and Placement Office has admiastered the CLEppexOnations for

a number a years, and a process of obtaining credit through Course Challenge is

available throUgh 'he Advising Office of the College of Liberal Arts. plough rather

little used, as yet, these .programs haye been gain'ing ground( StatiUgwith 57

students taking 99 tests'in 1972, the CLEP program. saw 283 student; taking 425 tests

in 1976. In 1975-76, the third.year of credit by examination-(coUrse challerIge)',J257
. y

students completed examinations earning'770 course credits. Some faculty methbers

feel that CLEP and other P.aper.and penal tests are inappropriate for some students,

given their ,cultural kckground, orthe content,of their work-related learnings
.

Credit by portfolio was practically unheard of before the CAEL project began. Early'

in the project we decided to concentrate on portfolios and Set our goals only on

raising the consciousness of some'key people and trying out procedures enough to
P

dgmonstiate how the process works. We also developed plans fbr surveying attitudes

of the faculty on campus and-disseminating information and developing ground work.,

for_granting credit for,prior learning in other Places.: These limited goals were

reached during the course of the projectl.

Learning (Assessment by PortfoliP):. Appl*ng

is:that the'University Of Oregon was at the

andis now it the awareness stage with some'`

The Developmental Status of Prior

our developmental model, the consensus

apathy stage before the project began;

*

.
vpeople and somewhat into the attioh , stage with others. It seems likely that, the

assimilation' stage will arrive in CSPA in afew months, bUt wfAolot come.to-this
.

,
.

.

traditiOnal uhiversity.as a whole for a few years. The major forces pro and con

are depicted .n Figure VI-1.
m

.6
A
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The picture at the beginning Of prior learning is much different from that at the,

14ginning of sponsored learning iniCSPA. 'Field instruction in 1967 could use

accepted precedents from ,relevant professions, such as socii,work and public.

administration, and the academic climate was an expansive One, whereas now .there is

greet concern for costs and accountability. A significant influence in1967 too,

was the availability of a gift which covered a larger p6icentage of the operating

expenses Ol-the new School for five years., Now, another problem is, that many faculty

members at the University of Oregon do not really understand what the assessment'of..

prior learning entails, why and where it is being done, or what effect a program

%:of this sort might have on their department or college. There is,10..ittle perceived

necessity for this relatively new inventitdin-the academic marketplace and the

necessity foi departing frOm previously successful patterns is not yet apparent.

Training and Tryout Activities in Portfolio Assessment: One tiling that seemed

important to do was to acquaint a number of infludttial and receptive faculty

members with the new procedure of portfolio development and assessment. We made

use of the CAEL Field Research project to organize two workshops for twenty-four

faculty members from several parts of the University, including Education, business,

Liberal Arts, and CSPA, in evaluating simulated'portfolios. fteceeding the evalu-

ation we had a training session with the faculty members on the rationale...of credit

by portalio, the procedures for developing a portfolio, and the general standards.

.
A follow-up evaluation survey of i be participants showed that all oe'the were

willing to graat credit by portfolio and were favorable to further work along

Ohose lines. ,
. 0

Another activity was a pilot"portfolio assessment project in CSPA. Twenty,'

students participated in three workshops using CAEL Working Papers 6 and 7. These
, ..

portfolios covered learning experiences related to the students' career goals for

which they had not previbusly received academictcredit. Thirteen students '

finishe&their portfolios.. and submitted them Tor review. Nine faculty members
, .

constituted the review panel. As part of that activity they underwent a short

ining session on.portfolia assessment. Each portfolio was read independently by

three faculty members tirecorded their credit awards and criteria for assessing
..

K-

and.coimented On the documentation provided. Where substantiaD-diffeiences in,
,,

credit awards emerged, a Delphi technique was used in an attempt to close the range.

This amounted fo providing each rater with the rating :Meets and comments of other
.,..-

raters in -order to provide a bisis for understanding their judgment without having
.

to set up a series of meetings. This'action had mixed results. In some cases the
. A

range. was-Earrowed, to a point, where all raters felt comfortable with the oucome.

39
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In other cases, the raters 'did not 'change their or
4

credit awarded was An average of the raters ..cred awards. Our impassion was that

a face-to-face discussion would have been more effective than this form of the Delphi

technique.

The gicomes of these activities were several. All°faculty members inv5ved

believed that portfolio assessment is.a viable means for evaluating prior learning'

andshould be a part,of CSPA's educational program.

One of the CSPA faculty membefs independently developed a procedure for

granting portfolio credit for a course which is required of all entering SPA majors.

, A copy of the instructions for students wishing to use this procedure is to be

found in Aupndix C. The prospective applicant studies the course description aud

expected cdmfiet4ncies which emphasites interpersonal skills and knowledge, suck'as

I

34

inal credit awards, and the

I

V

interviewing and group analysis. S/he *ins a general rationale
.3

lists relevnt.

hitherto non - credited learning experiences and documents these with reports,' letters,

and other materials. This procedure illustrates how an individual professor Can

make a course s/he controls available for credit by portfolio, even in the absence

of a departmental or university procedure for using that system. The same pro-.

cedure can, of course, be applied by instructors more flibly to open-ended courses,

such as. Reading and ConferenCe.

Plans are now under way to develop a CS A general policy-on credit by portfolio.

The New Careers staff members have followed up on the CAEL workshops and are sub-,

mitting a request for such a procedure. A special course number is also being -1

requested to grant credit in instances where the experiential learning does not fit

a particular course. We anticipate that action will occur establishing general.

policies for Credit.by Portfolio in CSP in the' atademicyear 1976-T7.

Criterion standards: Portfolio assessment brings up a vexing question to many.

faculty members: How can we have faith in the quality of the credits being. given

by different judges? Many feel that "cheap" credits are likely to.be granted.
Jolf

o (General CAEL experience, however, suggeSts that most colleges and universities,,are

so concerned that they are likely to bend over backwards and require m4e evidence

of effdrt and learning outcomes than- would be required from regular courses0 To

guard against the cheap credit, which would not be to the advantagegof either the

school or the student,'there are three particularly important actions which tae took:

1. Training of assessors in portfolio asseasment. Assessors deed to under-

stand the rationale and procedures of portfolio
*usage. Simulated port-

foliop and subsequent discussion can serve to help faculty members xamine
,, .

.

stAndacds they are _using and come to- common underiOndings.,, In our
.

. .
experience it is best to hold face-ta?face discussions in inieial stages of

:-.

. ,,,. _.
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development rather thanto exchange rating sheets Only. Neophyte judges

are helped by thinking in terms of regular classes with which they are

familiar' and matching requirements and performances. the, six criteria of

CAEL (Working PapeT No. 6, pA 26, edited by Knapp, 1975) are useful in

disOussions: The prior learnlhg outcome should (1), lend itself to measure-
:.

'ment and evaluation,'1(2) be at the level of undergraduate achievement as

defined by the institution, (3)be applicable outside the specifijob or

context in which it was learned, (4) have acknowledge base,*(5) imply a

conceptual as well a4,4Tactical grasp of the knbwledge base, and, (6) show

some relationship to degree goals and/Or a lifelong leati\ing goal.

2.' Careful selection of portfolio assessors:- Judges should be knowledgeable

and experienced in the area of gOrtfolio content. In a University, a
A T

sizable proportion of the judges should be known and respected in the
,

o e,. university community as shown by tenure r some other vidence. However

mghtjudges, some even from th4 community, might be used In special cased.-
, ...,.:,

(SedWhilaker,.1976, for discussiOri Of selection of judges.) If possible,

'.

,

it is desirable to have several judges review the same case, at least part

of the time, and for judges to meet together 'to check each other out,
. ,

,..
.

occasionilly.. A review panel may go over randomly selected cases or partied-
,

,,. A.larly troublesome ones. The purposes ate not only to obtain great rend--
, I.=

bility and credibility for the particular case; }Alt also to establish a
...

. quality control mechanism..

3. Attempts to dgvalop,respected administrative procedures. The college or
4.

.
1.,,.

university mutt develop, through widespread faculty knowledge, what the
--.

(--
legitimate portfolj.o.procedures are. In order for the portfatio,assessment'

A. _--
to he seen as having quality, the administration of th--Vrogram must be as

respected as the judges thems,elvei:" The_granting of reditis ultimately

subjective, as it is with any classroom course,
,
and it will engender trust

only 'in so fal as the faculty judges and the'proeedures are-deemed trust- °

worthy.

Costs: In the present project we were, not able to carry out realistic cost

estimates of prior learning assessment. With faculty members doing these judgments

for the first time, the resulting costs_would.not be appropriate: At the present

time it seems best to take the estimates from-programs in similar universities or .

colleges. For example, Memphis State University (Ranta,_1976) covers costs by

charginga $15 application fee and a $25 contract/adv4.sing fee. In general, most

.
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colleges and universities which assess prior learning charge a fee for credit

earned which is substantially less than the tuition paid for traditionally earned

credit. This lower charge seems toteflect.lower costs, with .the savfhgs passed on

to the consumer as an incentive for enrollment.

State resources, student fees, or other funding must cover faculty time and

support services so that prior learning programS-are not a burden to the University;

otherwise they will not be accepted. Another source of revenues, which has aided a

number of uniVersities, is group or organizational contracts to prepare portfolios

or other prior experience assessments for employers who might enter university pro-

, grams. Because of the 1144ited,number of large industries in the vicinity of Eugene,

such contracts are likely to be.limited.

Conferences held and planned: In June, 1976, a two-day conference entitled

"Competency Based Education and Experiential Learning",was held in Eugene. A copy

of the program can be seen in Appendix C. kmajor emphasis was put on developmental

issues and on understanding institutional needs and constraints. The conference

was sponsored by CSPA's New Careers and CAEL projects and,was directed toward

individuals who are responsible for the development and evaluation of competence-

based education and training programs and experiential, learning programs in selected

secondary, post-secondary,-and human service agenciei in Oregon. The purpose of

the conference, which brought 40 people together, was to establish for the first time

links in4the educational-work setting chain where similarities in conceptual and

philosophical.approaches.to education, training, and assessment exist. One df the

outcomes was initiation of commitment to\stablish a network of communication in

Oregon and Washington of those working on competency-based education and experi-
.\

ential learning.

Other conferences are planned. Some will be in conjupctiop with the CAEL-
.

Faculty Development project and others in conjuqction with the cant, obtained from

the Oregon Educational Coordinating Commission These conferenc whIch were 4
facilitated by the Operatidnal Models program, are,iiportant developmental outcomes

at the extra-university level.

Surveys: As mentioned earlier, the University Committee on Educational

Experimentation, Innovation and Improvement conducted a survey related to the

OPer'ational Models project. This was seen both as a way of gathering data-about

the perceived=needs_on campus and of building up an awareness of experiential

learhingr. Respopses were received from appfoximately 200 faculty members and giallur

,ate teaching fellows (unfortunately, at a'return rate of only about 15%), the

numbers varying somewhat according to the questions. About half were in_Liberal

42
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Arts and half in the professional schools. The survey was wider than the issues

of sponsored or *prior learning assessment. Here only a few items of most relevance

will be presented.
4

'One question inquired if the present emphasis on experiential learningwaS

adequate. The responses are shown in Figure VI-2.

Ought to
be more

College of Liberal Arts

Present Em-
phasis okay

Ought to

-be less

- (N=69) 45% . 33% ,- 22%

Professional Schools
(N =71) 65% 25% 10%

Figure VI-2. Responses to Questions about Present Emphasis
on Experiential teaming

Another item was concerned with the emphasis on off-campus education (including

practices and courses offered off-campus). The responses are shown in Figure VI-3.

Ought to
be more

Present Em-
phasis okay

College of Liberal Arts
'(N=76), 54% 35%.

ProfeS'sional School's

Ought to
be lesg

11%

, (N=80) 69% 29%

Figure VI-3. Responses to Questions about Off- campus

Education-
.

The respondents also indicated that there needs .to be more curricular and program

changes specifically oriented toward the older, experienced student. A general
6-

question about the status of educational innovation at OregO4SWealed th'A a

majority in both Liberal Arts and Professional schools felt that it was now-given

low importance, but that it should be given high or extremely high importance. The

-diagnosis,for most of the University is a state of apathy and unawareness.

Recommendations'for further development of prior learning programs at the

University of Oregon: On the basis, of our learning experiences during this project,

we recommend the bellowing steps:

1. Departmental and school encouragement for-continued development of credit

by portfolio efforts by individual faculty members and by programs,. More
k

experience with the prodedures and more'experimentation will-be helpful.

In CSPA,.it is likely that procedures can ,soon be worked out through-
..

,initiative'generated by CAEL activites. -

4



2. Follow-up communication and mutual support among - faculty members already

involved in prior learning assessment through CAEL, including use of

workshops, faculty newsletters, and publicity for .CAEL publications avail -

able. in the Library.

3. Establiglent'of open numbered courses entitled "Prior Learning ", and

inclusion of a short,individualized description on the trInscript.

4. Coordjnation and strengthening of existing offices for credit by examina-

tion,,course challenge, and life-long learning advising with credit by-'?

portfolio. Continued Training -with such personnel in portfolio work.,-

These, along with representatives from sponsored learning pro176, 'could

form the core of a central office for experiential rearning.

5. Last and most important, the appointment by the University president of a

Vice-President for Continuing Education and Experiential Learning, charged

with reviewing needs, costs, procedures, and standards in both sponsored

and prior-learning and implementing a coordinated educational program for

-tha-U

\sity

directed towards "hew learners". This person stio.4,thave

sufficient 'taff. suppo t to make studies of the potentials for regional

usage of prior programs and provisions to cover costs; and to develop and

implement activities aimed at keeping awareness, action, and assimilation
.

from becoming apathetic. 1

a

9
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VII. Conclusions and Implications for Other Academic Institutions

Repeatedly in_this project we have recognized, e importance of context and of
.

systems thinkidg as primary-elements in an operatio al model of development. The

,introduction of change Into any complex systeriris inherently difficult. The systemic

nature of higher education defines,a multiplicity of functions: to discover and

promulgate new knowledge to a wide range of indiViduals whose needs vary from

satisfying casual curiosity to obtaining highly technical professional preparation;

to serve as a quality control mechanism for learning in society, ascertaining and

certifying that individuals do indeed possess certain Rinds and levels of knowledge

and ability; and to provide a catalytic stimulation for the review and exploration

of policies. intended to improve.the quality of life in society. These functions, and

others requite a multiplicity of actors involving-many diArse and frequently

competing structures. Legislative committees, boards of education, classroom

instructors--all are involved in varying, degre4 as structural entities in the

creation and implementation of policy which affects nontraditional learners and

those-seeking _credit for experiential learning.

Given the real and perceived interdependence of r4ertnd structural elements,

change in the function or behavior ofwsone role creates tension which ripples through

all other roles and structures. Thus, to change the institutionalized role of the

classroom instructor from the center of knowledge, authority and attention; as is.
e. 9

implied in expetiential learning, is to introduce a-needfor change in institutional

roles which will have repercussions throughout the educational system.. To the

extent that the entire system of norms and roles has been institutionalized, each

level of the foUr covered in this report-acts as a'self-reinfoicing mechanism of its

own behavior and becomes a part of the environment which has predictable, behavior-

limiting and behavior-rewarding influences on each other level.

Consequently, the Strategy foi,change must be,comprehensfile and ha e a high

degree of patience. It needs to be.based on knowltdgable assesment ol authority .

and behavioral,iinks in the system. It needs to have ,a plan forirtmoying obstagles

and'introdusing change at.each level and monitoring the tensions such action pro-
,

duees. It should have 7plan for limiting the tension buildup, and converting the

,energy created by sudha buildup into a positive force. It must also be comvehen-
-

s.sive,in the sense.of having a tactical continguency for each type of change-resistant

behavior. That is, some change will not -occur until arational.piocess of problem

solving has occurrecywithin which.the availability of new knowledge is. essential. ,

In other instanced, the introduction of new knowledge will have no impact because

the tynsi'-bf change resistance will evolve from an ego need rather than an`, information
.

need. In that case
4
a different response is needed. In all cases, recognition off` the
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need for change should be internalized by key members of dominant structures if the
,

-

tension created,is,to be a change sustaining force. This pro3ect has identified,

some of the strategies%and, tactics for instititutional developinent toward improved

experiential, learning. It has exemplified a number of &actions that can be taken

toward that end.
.

1 .

As we have seen in this report, the Oregon experience has been.quite extensive

in'sponsored programs, at least in CSPA, but quite recent and limited in the credit-
___

ing of prior learning. yet even oide-r-prograirs-h -e-eddivelopment and renewal. The
: ._ .. .....

.
----

cyclical shiftiketween creative 1mproVement and routine or decline goes on. The
. -.

4 CAEL OperationalrModels project has helped us define and understand our situation

betterand&tms moved us"significAntly tows d the goali outlined at the start.of this

report. The major impacts promising contin development have been toward relatings.

sponsored learning to a competence base .in CSPA and toward developing a 'Mire of

faculty members and outside organizations interested and somewhat skilled in assess-

ing prior learning. Although development of prior learning will not come' overnight,

a core of reform within a large tradiional university can demonstrate values and

try out procedures and with persistance can affect the whole, institution.

. What usefulness mightfhis report have for others? Every college or univer7

sity is different; yet .there are enough coMmbnaiities so' that can lean; frol each

other. Innovation'in education, as in other endeavors, is seldoq original, but

consists in the conjunction'of two or more ideas that have existed before'or

applying an idea to a new context. In most instances innovations are tri
--r
sferred

from one locale to another, with local adaptations being grafted on along the way.

Probably a considerable number of colleges and universities are in'developmental-

stages similar to the University of Oregon, and neariy ar feeling the pressures

of these times of declining enrollments, cost-consciousness by the trustees-and

public; and the shifting nature of the potential studeAt body. In summary of this

report, the following suggestions seem to apply to most universities:

StUdy where the college or university or a selected unit within the univer-
.

_ _

sity stands on the Cycle of APathy4wareness-Action-Assimilation,,and identify-the

desired state and the_forces moving toward and against it. Apply this analysis to
.

established programs as well as to new program possibilities. For new programs.it is

especially important to understand what is necessary in the_ environment to achieve
sj

acOrance and legitimization.

2. For developmental Steps to be taken, most programs will the'buildinr

of.awareness of possibilities and fhe generation of knowledge and skills in selectc.

Opinion-leaders. Such a
-

cplvties as the folldwitg are likely to be helpful: Trainin;

prOgrams and workshops inlaculty deireiopment such as those being promoted'by CAEL,

surveys of student needs and faculty attitudes and perception of needs and discussions



'with selected leaders.
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3. Develop continuing -snppod and communication networks within the university -

and region through conferences, newsletters, common work ,on projects and grant

applications.. Find "friends" of the idea onecampus. Any new development is a

lonely process at the start and friends' can heap. Pay. attention toicontinuing
_

group maintenance needs, rewards_for persistence and new ideas,,and student support;
,

---------"-----417015-t-tadards and respect for standards by 4ear procedures for
*

assessment; selection of judges and advisor whO alp experienceo, and respected on

campus, and a responsible and respected administration.

. 5. 'Analyze costs of programs and make sure'that they are-defrayed.AccOrding t).G. ,

.

Ilocal expectations. .In analyzing costs, one also has to look at the other side of

the ledger--at the benefits. Good will, student satisfaction and growth in self-

understanding, indreaSienrollments, and more competent graduates can result from

experiential learning programs.

Kenneth Boulding (1973, p.21) has written about the problems of the future in
0

a way that can:.beanalogously appliedt6 cur concern for the developtent ot4ex2er-
*

learning.in academic Institutions:
t 6

The dangers. and difficulties of the present time are very' great.

Nevertheless,, the only unforgivab1e,sin,is despair, for that will justify

itself. *Man is,Very far from having exhausted the potential of his a

extraordinary nervous system.. The troubles of the 20" century are not,
.. .

unlike those of growth beyond the ability
,

of organizations

to manage, uncontrollableemotion and a desperate search fOr.identityl.

Out of adolesce400r, however, comes maturity inf-which rapid physical growth
---. .

. . ,

with all its attendant difficulties comes to an dnd, but in which growth

continues in knowledge, in spirit, in community, and.in love; it is to this
.

that we look forward as a human.race. This goal, once seen with our eyes,

will draw our faltering feet towards it.' -

A
)

li td

47, . . .
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APPENDIX A
' -0-v

1. General references: Thbse wishing to use organizationardevelopment methods,
as applied to,.the development of sponsored and prior learning progrirs,are, re-
ferred to such books as Bergoist and Phillips*(1975), the CAEL Faculty Development _

1 materials (Knapp, 1976), and Johnson andvJohnson (1975). The CAEL materials are =

particularly relevant to developidg asqessment of such learning. The other books
are more general but are related to program development; the exercises would have
to be adapted to the-specialneeds of the /Institution.

2. Group Session on establishing stages:

a. Explaii the lical del: Apathy (Routine) -Awareness -Action -Assimftation.

Ask group to identify several major Components of;the program under con-
.

sideration (e.g. course challenge, field instruction).

e

c. For eacktomponeni, ask individuals to answer first by themselves a set of
items like ht following regarding their unit of the university or college:

'(1)' Where would you locate yourself.qn the spiral? (One might use
numbers from 0 (aPathy), 1 (half way to awareness); 2 (awareness)
and so on. to.7 (half way between assimilation and routine), and 8
(routine).

(2) Where would you locate the Unit you are in?

(3) Where would you locate faculty eoll9agues?

(4) Where would you locate administrators?
.

.

d. -Alternatively one can constrict a set of sentence completions, such as
. .

"Regarding giving credit for prior learning, I fear---" or "I believe---"

e. After individuals have answered for them7sel:ies, they 'can be asked to share -
with their neighbors a d to clarify differences inresponsed.

f. Using this and other wayeand.general discussion, the goal is ta arrive at
# description of here the program, or the component of the program is in

i
deve opment. In he STP (Situation- Target - Planning) model (Bergquist andl

Phillips, 1975) t isiis the deacription of the situation. It aims not --.-1-

only to get knowledges out in the open, but perceptions and feeling about,
programs. Throughout thig-process it is often helpful to put brief state
ments or terms on the blackboard or o newsprint taped to the walls so
that all can see..

t -
- .

Goal and Rationale Clarification:, The above references can be of assistance
in developing exercises. .A needs survey of the group or campus can be conducted.
In general discussion,- the group can define the target or ideal state' of affairs
for the campus. Defi+g the opposite of the goal (the worst situation) is some- _

times useful.in clarifying both the present-and potential state.

51
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4. Force Field anaiysis; After identifying the current stage and situation and

. the target, the group can discuss the forces moving for and against the rgelcipment -

of the Rrogram, using discussion or brainstorming fit anclthen prioritizing the
.- elements concerning which some movement might be accomplished. It is particularly:

useful to look toward minimizing negative forces.
.

10.

`5. Proposal or plan:- finally the group may consider the means or strategy to-
f implement the program, the various alternatives for moving from the present situ.-1

ation'to the tavet. Proposals Can also be brainstormed without judgment first,
but later judged on the basis of their compatibility with the feasibility, costs
and 'benefits. In the process of this kind of exercise, conflict may arise in
describing 44 situation, in determining the goals, in understanding.the forces or
influences, and in determining the means for action. The breaking down ofote
process into its various components, however,tendsto help each member i e _

group examine his or her beliefs and perceptions so

(

ewhat objectively.
-

52. /
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APPENDIX,B

. A t Forms Used in Sponored Learning or Field Instruction '

2

1. ,Student Application for Stipervised Field Study in Conpupity Service

2. Agency Evaluation of Student Field Experience

3. Description of tht0.esponsibilities and Tasks, of the Independent Studies
Sponsor

4. Sponsor Evaluation of Independent Studies Student
.

(Note: More complete descriptions of he various CSPA Lid programs and their
assessment techniqur can be obtained by writing to the authors of this-report.)

0

A

53-

V

10.

406

%.



e' Sbh,;(ii of Community Service
andoublie Affairs
University of Oregon

'Date
(Submit in duplicate-to CSPA
Field Secretary, 103-Hendks) "444

COMMUNITY SERVICE MAJORS
Application for Supervised Field Study
(To;Be Made for Each'Placement Request)

Field placement is a full7time (40 hour per week) commitment including agency

a cliprolvement and Theory ntegration. Any additional commiiments must
te negotiatedin ad ce with the field instructor,

Name
(past) (First) Initial)

Social Security #
MajOr Option: (CS), <SW)

When 4o you expect to graduate?

Female

Birthdate Sex Male

Focus Area: Correetions Other

Local Addres

/Permanent

Address

Name of Academic Advisor . Have you discussed the

type of plaeement and when placement fits into your academiCPi^Ogram'with

SP , your academic adirisor? Yes No If not, you should do

this before completing your application..

Telephone

Telephone

Tield placement requested for (term) or ( m ) .

(1st choice) , (2nd choice)
- ,

..
.

s'"'-`h Wilen can you take a placement' outside Eugene4p field?

Would you be interested in taking a-six-month placement withIpay?

List past jobs or volunteer work done as well as other hobbiAs or interebtS:
,,

(For Office Use Only) ,

Senior -level placements: Field Study comPlet0
__(agency )

. Field-Study Waived

iZfield instructorT. (credits.)

g
Restrictions: river's license; Q Car available .Family. commitments

te

Employment
a .

Referred to
Ate

Courses 3' Otier

Pate
0

=,



COMMUNITY SERVICE MAJORS

Required Prerequisite Courses

Junior Placement:

CSPA 230 Field Observation
CSPA 32) Strategies of Intervention4I

Will you have completed the above courses prior to requested

Yes No
r

Sentor Placement:

.Junior-plabement prerequisite courses
CSp409 Supervised Field Study (Junior Level)
CSPA 411 Theory- Practice Integration

CSPA 324 Strategies of Intervention II

Will piu haves-completed the above coUrseS,prior to

field placement?

requested field, placement?

Yes No ,

Please check your Interests regarding clients, methods and settings as listed

below. Check yciur top three prioritie's (indicate 1, 2, 3).

Methods

petetings

111

Group

. - -

'Research

Coruranity Organitation ,

o.

...Program -Administration.

,11

adoption

daY. care

No preference
-

foster, tibstituto care

.schp41 problems

mental retardation

phycalhandicaps

=community develdpmni

planning social services"'

Clients

'3

k Children

Adults

Elderly,

No preference

-.vocational

housing'

recreation

ethnic services,
minorities

legal

medical, health.,

. mental health

financial

abortion,.. family

. E

..

Desired.agencyor specific placement Cif you ha:ye oho in mind :'
. ;-4.,,,,

. .'
.4.k,

protective
services

crisis

;volunteers.

corrections

offer (specify)



1

AGENCY EVALUATION. OF STUDENT,FIELb EXPERIENCE

;

Name of Stutent: "Date:

Agency: Supervisor:

tipper/ (Aix,

.

Brief Description of the Placement:

5\ .
.

. Please evaluate the stbdent in each of the following areas (1-04tstanding, 2-Good,

3- Needs a Little Improvement, 4 -Needs a Lot of ImprOvement,'5-No Opportunity to

Observe). Your comments will be especially helpfulft

4

/-"1 jo Rating CommeAts -

0........../ 40A

1. Initiative & Creativity
.

'

.

,

-

, .

. --

4*----7---

.

.

-;.

. .
.

t.

2. Dependability & Responsibility ,

'3. Self
I
=cohfl!dence

lik,
.

I
._ -

r .

.

'.;

-.

.

.

-a.
4. ',;'; Enthualasm

.

.-

.

.,

, .

.
.

.

.
. . .

5. Appearance -

.

. ,

\

,

.

., .

, . --.

,
.

.

/
.

.i

. 6.. SensitiVit))-& Tact . . . _ .

,
. .

,

. . _ .

.

,

....

7.

(_

Leadership Ability *

.

.

.

.

.

.

. .. -

.

...,

0 r _

8. Ability to Wdrklaith.Agency

:.Fp.1:s014;14:t.

.

-. _,,

, .

9. ,,-Ability to Use Superisi174
,

.
.;

,

...!:(., -.:-. ,-; ,, :..r...y..

x

,-;

, -.
. . .

10. Ability to Organize & Carry
'Out Tasks.

.

,

, .

.

.

*
s

11. Ability to Relate to Clients-

on Individual Basis =

.

f

.,4,..

7

."

.

.

.
AP

.

.
.

,

5



..

Agency Evaluation UUStudent Field Experien

Rage 2

' :ItAgIML

e

Comments

f12' Ability ro\Work with Croupi i5

e

13. Ability -to Undeistaad Client

^Needs . ,
, -

. ,

I

..

14.

... .

. .,. : . 7

Ability .to Make' Appr?priate

Decisions Regarding Clients

--

.
.

' ..- ) : .:....

.

...

.1

15.

a ,_.. .
,..

Understands Broad Social
.Issues1Reiated to Work of

. .

Agency. . ..
-._.

,

. .
-.

.

.4

.

.

.

.

- .. . . . . . . . . .

,

._

. .

-.. ,

.

:.,:.q..

.

:, -,!..

.

16 .

.

,

Ability to Evaluate Effect
,

ivenesesa Programs

. %.
..

,-

..

.

.

17.

r

.

. .
.

.

Ability to Write Necessary
Reports, Case:Summ aries, Etc. . '

._
.

.4

.

'.

,..

....

.

. .

.

. .

..

.. -

.,

18.

.

. .

Ability to Communicate :

Orally. Individuals -

. .
.

Groups c:.

..

.

.

.
,

.

.

.

19:

.

. .
.

...- . .

Understands Work of Your
'Agency & Its Relationship

? to tile :Community : 4'

.

_

.

,

.

,

.

. ._

-

. ..

. :1 .1. !
.,.

J

. .

,

.-

f p ;,,T, .
. ..

/:):

.

'1%

.

20.

' y , ,

Makes Good Use of Time

. . . . ..

. ,

.

./.

Please- also cotment on the following:
. .

, .

-.

- ,

.

1. Was the student adequately. prepared qualified for this placement?

I '

s

. . .

e

e f

.
. ,

5 '7-
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Agency Elialua,tion of Student Field Experience

Page 3

4,

2. What further academic work and experience dd yowthin
in preparing this student for aPkotessional career?

as

be most hd.11;ful

Please make any other comments you feel would be useful to us in,valuation
of the sudent's performance in this placement.

;

9, r
'°

4. Did you discuss this evaluation with the student? Yes No '

e

Date:

:".

O .

r

4
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L INDEPENDENT STUDIES;,
..k A

k
a

i
. a

t'/
1 The role of the Independent'Studkes faculty or community sponsor is that of an l,''. -,..-

'advoFate, resource person, and advisor. The IS,sponsor works cooperatively with the

student An developing her/his Independent Studies program and helps monitor and

assess the'student's progress. A student who secures community sponsorship will

alaoneed a CSPA faculty sponsor to provide school and university linkage in.support-
. .

-kng_the student's IS program.

-
4

-
-

.A The major responsibilities of the IS sponsor areto;

1.' assist in'the development of the studgnt's educgitional contract

2. help monieor,and assess the student's progress each term

3. meet periodically throughout the academic year with the'student and

.CSPA's Indepektdent Studies committed (or IS coordinator)
. 4. help the IS program unit personnel retain'timely intormation and elal-

.

,

nat
v. .

ions about its students .

5. serve on the student's final review board and help assess the student's

;" ,..,

. -*completion of the Independent Studies Program,

.

Specific tasks
relatedcwf ..,

an Independent Studies Sponsorship are As folloWs: ,

. . ,

.
.

, 1. At the beginnineof each term, 4k /sponsor and studeqt will develop' ..

a quarterly plan of action. This should serve :as a .working subset (.

of the educational contract, re4emphasiiing 'thelgoals'ana objectives of

e
. the s,tulient's IS program. .

-
. -

Ziq The sponsor will write 4eshort report eachterm for IS program personnel

Mi.'s statement will idefitify the ature.and quality of the student's wprk,

..,
.and may include a list of classes r a description of a student's proposed

field plaCeMent
,

. .

3. Sihemaywish:td sponsor the student for speck41 prbjects Or 'Selected

readings in agiven term(s) whereby the student max receive CSPA credit.

Agreements c$ncerning content, grade options, and.other stipulations should

be collectively developedand,submitted in writing to the Independent Studies

.s Office.
.

.

.

4. The IS sponsor wills meet throughout the academic year with the s dent:and

IS commitiee .t.0 Oxchange infOrmation about the student's progress. .

.

.
.'-

5. The-sponsor"will be encouraged to attend IS-seminars and retreats.
e 4

N 6.. S/he must .participate in the. .development of the filial product and assist

in evaluating the'Students's program at the timejff-the.final oral review.

,
.

;.?

7. The IS sponsor will actively encourage the student to utilize pertinent ._

Y . vniversity and community resources in herlhis prograii. .
,

S'

/ a.

4 .
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El.fAiXi;TION OF STUUl STUDENT

Name of .Student Date

Name of SFonsor

Independent Studies Contract Title

-Department

:lease evaluate the student in the following manner, keepin in mind the
goals,object:.ves, and focus, o the students contract. 1-Cutstanding,

2-Coud,.3-Needs .rome improvement, 4-Needs a lot of improvment, 5-No
olportunity to observe.

. _

Initiative find Creativity 4 COML.:NTS

Dependability and Responsibility

Ability to utilize resource
materials,and personnel fox
his/her IS-focus

'o,
.

Ability to Organize and carry_W tasks

.41

ti

Inte3ration or: Academic prograM With field 'work

Development of Contract, Objectives

Skill Competence Development

Overall Progress jof Student

1th
Development of Communication Skills

Describe any alternations or new developments from the original contract
o2 which you are aware,

How often, do you meet

hours)

Weekly
Bi-weekly

4 jenthly
I,have not

,reasons or explain)

with ti.is.,larticular student? (Cheek one and estimate

.'or hrs.

for hrs.
for hrs-.

met with-this'student to any significant degree. (Cite

Once 'or twice.4.4,444*

1 .

a term hrs.

Proposed date o2 ,Graduation'

4 c .

Sponsor's.3ignSture

4

6O
:



APPENDIX C

Materials on Prior Learning and Conference

4

Instructions to Students for Cre4t by Portfogo. in Strategies.

of Intervention I.

2. Program for the Conference: "Competency' Based Education and

Experiential Learning: Current Practices, Programs and Issues

0

for the Haman .Services," JUne.9-11, 1976, Eugene, Oregon

lob

".

1
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Statement to Students:

, Obtaining Credit by Pottfolio

53

Appendix C 1

<

in

tSPA 323,- Strategies of Intervention I
1976

Introduction: CSPA 323, Strategies of Intervention I is a'very important, 5 credit
course normally required of all entering CSPA students. Strdtegies I,covers know-

.1e4ges, skills and attitudes involved in working directly with people, either in a -1

one=to-onerelationship or in small groups. ,Occasionally a student will have-had
a great deal of experience in such wbrk, perhaps in interviewing, counseling, and .

facilitation of problem-sblving and decision- x.aking in groups. This experience may
have come from training programs, workshops, or lengthy periods of wprkflin agencies
sdpplemented by reading on one's own. -If this experience in/olved development of

_understanding, reflection on the experiences, consideration of a conceptual frame-
work and preparation And testing for generalization beyond the immediate experience, -

and if the learning exiberience covered all the activities and tquirements presented
'in the Strategies I syllabus or outline, then the student may wish to consid
obtaining credit by portfolio. All CSPA course requirements are content- req
meats, not exact course requirements. Before deciding to work for credit by port-
folio rather than taking the class, the student should talk with the current
instructor, read the descriptive material-on the class, and look over the textbook
and readings carefully.

Distinction between Waiver and'Gredit by Portfolio: Waivers may be given if the
' student has already had sufficient study related to the-area,makingSttateg;pq I

Generally waivers are granted only when,thelostudent has taken credited
course work such as interviewing and group dynamics, involy,ing actual carrying out
of assignments in,the field. After discussion with his or her adviser, if the
student wants awaiver, s/he should obtain a waiver form in the Advising Office,
fill it.out referring to courses taken and have it signed by the adviser,-who
will pass it aiong to the division chairperson fOr final approval. Waivers
rarely given be6 ,ause fewacoursespare similar enough to Strategies I.

Credit by yortfOlio is a relatively new development in CSPA. As described
below it is a lengthier process- than a waiver, but 1t5, leadsto the granting of 5
credits whereas a waiver does not resdlt in an credit.

General Conditions for Credit by Portfolio: The student should begin discu-Ssions
with the instrucZor before signineup for the 'class, but in no case later than two
.-weeks after the class starts. It is oftewdesirable for a student to attend class
anyway for a few meetings to get a more complete idea of what. it is about, even if
s/he.plans to take the Portfolio route from the beginning. It should be noted that

4 . the student, in preparing for the portfolio, will need to examine his or her back-
ground and knowledge quite thoroughly, a time-consuming but sometimes quite
rewarding experience. S /he cannot use in the portfolio any Work or elsperience for
which s/hphas already received credit. In-gaining a general. knowledge of portfolio'

writing, the student will find the CAEL Working Paper No. 7, "A_Student andbook on
. 'Preparing aPortfolioefor the Assessment. of Priof Expefigatial-tearning" quite.

helpful; the handbook gives examples of portfolio work elsewhere, whirl will of
course not be directly applicable to:the .Strategies I situation.

4-

The Portfolio: A portfo io is a set of statements or documents showing theAcind of
,work a perso as done. rtists or architects often put together.porefolioipf

, -,,,
. -_,

orks, or diplomats use the term to refer to a set of dotuments. In this case,; .

( 0 , - '

this

62
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a portfolio will consist of three pacts:

1._ A general statement about (a) why the student thinks s/he has already had
the relevant and equivalent learning experience, (b) whit is important.
to receive credit by portfolio rather than sitting in on the course,' and
,(c) what the student's career goals are.

2. A list of relevant learning experiences (see examples below), along with
brief referenceso documents supporting each 'of the-learninglexperiences.

3., A note saying thdt none of these experiences have been part of courses
for which credit has been given.

4., Documents suppprting the, learning experiences.

Usually it is a good Idea to keep these statements, lists, and documents in a
loose-leaf binder.

Distinction between Simple, Experience and Experiential Learning: It,is often hard
tor students to separate experience, especiatly.i long period of work in an agency;
from learning. But we have all known people who have had a great deal of experience,
but they have not learned much from it. Learning involves, reflecting on the.experi-
ence, relating it to other situatio s and other times, analyzing, criticizing, and
applying and improving performance then a similar situation comes up. The experi-
ential learning we are concerned wi h must also be of college level, and in-this
particular instance of relevance to he particular course.

Possible Learning Experiences and Documentation: The following items cover the
kinds ofJearning expected in, Strategies I,, eagh ofl!hich might be supported by .

documents like the. examples given:

1. Knowledge leaning, including
a. General knowledge of concepts in interpersonal relations communication"

and helping individuals and small groups..sA
b. Perional elo towards a conceptual framework relevant to

working ith individuals- and small groups.

,Independent reading of relevance, not connect ei wh credited\
courses; workshops; agency or volunteer training courses!

Documentation: Training course outlines, notes, letters from instructors,
',grant application, bibliography, brief synopses of books or articles,

papersritterclor taking°the quiz given in class).

2. Skill learning, including

a-. Development of ability to interview at an introductory level and
analysis/Of purpose's and methods Mt interviewing in different
situations.

b. Development of ability

.c, Development of ability
bah for accomplishing
cohesiveness; skill In

to do observations, of

to participate in and
a task and developing
leadinga group.

63

dyad's or.small groups.

facilitate group activity -
satisfactitn and

:



Experiences: Rod-credited training, e.g. interviewing or group management
courses in an agency or business; interviewing on jobs or in volunteer .

work, especially if thei involve consultgtionLot supervision; observation
of self or others on videotape or directly;-group participation and
-facilitation, especially with leadershij!of orgaalzed group projects.:

Documentation: Training 'course outlines or notes, letters from instruc-
tors, reports or descriptions' of interviews; letters from supervisors,
reports of 'observations of groups, evidence of participation in reseatbh
Arojects, statements describing groups, reports on groups, group products,

3 letters -.from employers or others.,

1

55

3. Attitude and-Awareness Learalngt

a. Increading appreciation and undetstanding of human relations sad the
diversity of hum4n needs and values, indluding4one's Man.

.

b. Ability to empathize with clients and group' members in ,different roles,
without losing perspectiVe on the whole situation.

c. Sensitivity to ethicalaspects/ofintervening ±n the lives of others.

d., Understanding of oneself'in relationship to professional responsibili-
ties in the human services. 1p

i,
4 (Note: These statement are necessarily genera and long-term;-in the

. cour e of one's past expetience onashodld look for growth along these
.e, ,..

lin we do not expect peilection - yet!)

C

e-

xperiencet Many of those experiences listed eary'er; experiences being
a\client or a minority group member in certain situations; some kinds of
acting experiences; reading and thought about relevant novels, clinicale.
cases, etc.; reading about ethics and professional problems.

Documentation: Reports or^desdtiptions of activities, experiences;
letters front supervisordzmad others; bibliographies.

It is not expected that the student will present every last feature of dodumentation
listed, but orb of the three major--arees of learning. must be listed and given some.
documentation. The'student should also keep in mind that s/he may wish to reserve
some of his or her past experience for portfolios for other courses if those are
possibilities-in the University.

Sequence of Procedures
r.

1. Initial discussion with. instructor Sefoie or shortly after registration.
\.

2. Preliminary submission of general statement and listeof learning
experiences with intended documentation.

3. Decision hyinstructor,as to possibility for granting credit and
additional documentation And requirements (Such as.taking quiz).

4. Final submission of full notebook including all documentation (as soon
# as possible, but at least before the.ninth week of the term).

-64
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.5. Intervietr with the instructor and'one additional faculty member
acquainted with Strategies I., tricludIng a review of the notebook.

, f ,

6.7--Credit'granted (and grade assigned, if requested), If not passed,
student willbe given an Incomplete or'allo-Pass' grade. If Incomplete,

the 4tudedt may re-do the portfolio or take the ourse. -
. .4 . ..

0

.1

V

O
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