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The primary purpose of the University of Oregon project was to explore ) o f

‘ principles and procedures for institutional development which will be of use to other

universities and colleges .These principles 8nd procedures are based on experiential
learning itself - in\jart 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-

B ing a prior learning program. The contrast between these two developmental experi- "
‘ v

ences initiated i{:the same institution/but at two dramatically different times in
the Zeitgeist of higher eduéation offers some important opportunities for under-

- L

i Hn -

standing the processes of institutional development.
) The setting‘for this project is the University of Oregon, one of three large -
public universities in the state. It eonsists of a.large College of Liberal Arts,
whtch has over one half of the 16, 000 pember student body, and nine’ professional T
schools or colleges. Ehe report pays considerable attention to one of the pro- . . >
fessional schools, the Lila ,Achestia Wallace School of Community Service and‘Public
Affairs CCSPA), which unlike the rest of- the University,has a strong tradition of

v

sponsored experiential learning. Much of CSPA’S emphasis is on interpersonal <

communication and competence, which form core qualities in preparing,studenté 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 gor routine) to a‘areness, action and assimilation. The

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

‘“r0utine again, The report examines the detailed steps in this process of innovation-

‘and renewal and exemplifies them with a rich variety ‘of operational procedures in

RS

sponsored learning in well developed sectioﬁ% of the University and a‘ beginning
set of procedures in prior learning. " Two of the crucial conce&ns of experiential

leanning are criterion standards and costg, and these are covered in an examination

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

: Geisinger model, such as program rationale and articulation, were discussed.

At the end, the repdrt assesses- the’ state of progress in eXperiential learning

»

! at‘the University 6f Oregon and outlines developmental needs. It recognizes the

complexity of fostering change in a traditional“university. (Someone has said it is
easier to move a graveyard than to change-an.éstablished university.) The report-

ends with suggestions to other colleges:éf\hniversities with similar developmental
[

’ problems. A continuing theme throughqut is the need to asSESs various levels in th..
oo
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. twenty others who particippteﬁ in various developmental activ We are also

ies.
very appreciative of the support and’ enCouragement by James (e 3 helly, Dean of CSPA.,
Of Course, our gratitude must also go to the Cooperative Assessment of EXperiential

+ Learning progect\ not only foF su;port for the Operational Models program, ‘but also
for 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 many ways, for development of eXperiential learning programs in

Oregon' and the Pacific. Northwest.

.
~ ’ ‘ .
. !
— . , / * -
¢ . + .
j RV . .
- -
- ‘ . Q Py - .
\ .
f
, . ‘ * " " , A ;
s ’ o
( 14 \, \1 .
- [ B L 4
\ > ' -
- -
. o .
. . '
’ {
- . w i .
h .
’ — K
N P N N
- . . 3 Y 2 '4
~ - : .
P ! ., N
PO R
. R > I
. kY . . - v - , /
R . . , - ' -
I3 ’
e \ < & 2
. .
s C - - ., . L
- ' [ ¢ N
Ton d a9 - . L
- . . . -
. . .
- \ - -~
— R . .o
- ‘ -3 * > 4 (4 M
W»
. . o!
- . '
’ ° ' ol . Y °
. - . e
N o & ° .
) - \ Y]
- > lad ” . 7
13 L N . -
. -
- - A4 .
~ N . . T . N b -
] b — . )
’ = WL / ~ T .
. - . f
- ' - . “s .
M % . e - ’, ¢ :~ . -
» - -, . (I
v - ‘ . . , R —— . ! 194
- N ° i . o
A - o RN
- -
\ B st o . I .
.
N - N . .
. .
- *
M -
R ve© . 4
£ . - N ‘
a4, : s s
.o
R .

.

L]
s

\
Alsd of great assistance in Various Qarts of the proJect were a number of -

N

-r



I. Introduction ‘ .

The 'model we are presenting is a)quel of development for experiential learn{ng
t . . e . .
It is intended for the use of institutions which are at

over a wide spectrum.
%ﬁ;iobs stages of program development. 'Our experience talking with people from'
t

er colleges and universities at CAEL/meetings and elsewhere suggests that there
" 1s a need for an overall framework for loo&ing at 1nstitutional development which
' would asgist people in making/ a diagn0sis of whére they arg.and'where they might .
-go. This report's aims are as follows" . e 5. .
1. To present a conceptual frameiork .for thinking about insgitutional . o
_y development of experiential learning (both sponsored and prior).

2. To apply that framework to case examples in a traditional university,

’ being as realistic as possible. T
3. To analyzebat different levels the in tutional forces affecting both
p " sponsored 'and prior learning and relate them to -the inst‘tutional ‘ ,
environment as it changes oder time. ¢ R

’ A; To eXplore the study of both standards and sdﬁts of assessment as ,they -

apply to- a traditional institution. L . - S
) 5. "To discuss generalization of the conceptual framework and offer suggestions *

for activities to promote eXperiential programs in.other tolleges. and..

S/ P universities. A . . 1 st

«

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

: be well to take some time to identify basic concepts’ and processes SEonsored

learninggprograms are these non—classroom exgerienées planned.through 'a college or

‘t university recognized as of value to a student's learning goals and granting credit

oxt comparable academic recognition. There are two major kinds' (a) chular program

related placements, such‘as superv1sed field study, ppagtica, cooperative 'place-

ments and internships (if credited). (b) Special learning contracts,,such as '}

endent study, with individualized plans for field learning.

’inde
Fil’rior learning programs are programs for crediting learning resulting from s ey

experience obtained before, or outside df college enrollment or supervision. There , . |

-7 are also two major kidds of priox learning (a) Credit by examination, such as | - .
’~ CLEP Course Challenge ot specially related tests of comoetencies (e.g. by intér-- ‘; f :
r views, simulatiods, or worksamples) (b) Credit by portfolio which is based om -
evaluationTof narrdtive accoUnts and documentation of prior learnings. . -:_? -
v,o- ) \. ’ s ) . o ~ ‘~w. .‘r "
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«

Sponsor=d and prior programs~differ‘obviously id’the timing of the stgdent -~

relative to university activities. Hoyever, theig many similarities make.joint L

. considerati¢n highly desirable. Both forms ;ecbgnize that experience outside the

2.

university lassroom {is relevant to college cunriculum, that experiential learhing

may be a. po erful process and that assesbment of such learning involves a num ex of

A

o

\the same crilteria. The stages of éssessment are .dlso commdn to both as‘the‘

~

w

. following list fadapted from Willingham 1976) shows. o . Q ..o
- _ SN e R
. 1. Identification of the-types of learning or competenciés acquired 6r to be.
i T, aequiféd decide ‘what kbnds and 1evels justify cﬁ}lege credit or‘fit : # :
oL Barticular prpgrams. el G - '
N 2, Artikulation of. the learhings or competencies with fhe educatipnal goals of
fo
. the student' see 1if such learnings‘are in line with degree plans. = | -
] . .
A 3. Documentation of - the fact that the student “has participated in such learning
’ experiences. ‘(C&mmon documents of sponsored learning include logs or 'f:’
) - journals, essays‘ reports.iﬁ‘ N L S Lo - ‘.
4. Measur&ient .of the extent and nature of knowledge, skills and‘awarenesses
3 ‘acquired, usually through expert judgment based on documents, interviews
' a ), " and observation sometimes through examinations. Exgert JUﬁgment often
9
°o- . includes f1eld instructor's. and supervisores ratings and 1etters, s§N7~ -
- \ Co
‘assessment and- sometimes c1ient and peer assessment.. _ )
L 5} Evaluation of whether the knowledge, skills and -awarenees meet an aacept-
. e able standard ‘and’ how much credit or. recognitidn is to be awarded' "(This
.’ “‘ .
:- . “step is orten interwover with “the previous one. ) . Cl \ + -
' . 6. Transcription of the cre%&t or, other appropniate déscriptiqn of the
. A learning and its assessment; ofte& this _involves specialized kimds® of
. s recording : o A - _ ¥ o .
s * . , . - = [ . ., -
o. ‘vg‘ '¢ _ - ~ R - . 5] _
H . ~ . . . .
- » . Lt -
b . ' ) ) ) ) . . :
T e, :  TI oo = X
e . ’ _ Lo C »
. ~ L. oSN 2 ’ A s ! »
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In‘1876 th Univer ity of Oregon opened its doors in a high tovereé Victorian, L

;oo ’ment, sti.

fall The U 1] ersity is trong in the»sciences, social sciences, and humanities,
and in its

—'ibrary Sciencet Health Physical Education and Recreation, Music, e LT
. Business Ad nistration and ‘Communi{y Service and JPublic Affairs (CsPA /The last

examples fr
1969, 1970;
Uniyersity

its nearly ten year history of emphasié of field learning (Sundberg,c e
elly, 1974) and its heginning attempts at portfolio assessment The .
s one of seven publig colleges and universities undexr the Qregon S ‘
Board of Higher Edugation. 'Of the total enrollment of approximately 16 OQO * one-
'fifth to one-fourth are graduate students, and graduate supervis1on and research
are accorded high préstige in the University The University is proud to have been
. 'invited s veral years ago to become a member' of the prestigious Assoo}ation of

'American niversities, which now numbers fifty universities, there is only one

°* TS . .ﬁ X
. other me ber in the Pacif4CoVorthwest. ‘ v ,‘.* $i~*'

c£€s in several ways. ‘Its faculg;$reward and recognition system, though not a —, !‘
"hard—no ed publish or perish one does place high value on %cholarly productivity.
(Thqrne, Baird and $cott, 1974) found that faéulty members ranked publica-
n scholarly books and Journals as the overWhelmingly important variable in
determining promotion and tenure. (Faculty opinion is important since professors
‘_ . have é particularly ‘strong influence in ds:c1sion—-making ina this institution.)
The Rt iversity has a,heavy percentage of tenwred faculty (68%). The University has
a tra 1tional department and’ school oroanization, with heavy emphasis on liberal
. artszeducation, and ., the traditional credit system There is relatively libtle - . o

special concern for non—traditiomal, older students, except a program started in

';,1975 to .advertise coursee for non—matrfculants 'and a Bart.of onejberson s time i

- tudent Services'is now assigned to advise "life-long learners.

! ecrease in student enrollment as the eligible pool of young people diminishes "
'thmoughout the country. State budgets ‘are baged on total student credit hours‘




‘._1 ' . ‘ ’.r . o ‘ * . ’ 6 ‘
' In ‘regard to experiential learning and its accreditation there hava been a |

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

Plamning and Placement offers ‘thé CLEP (College 1evel Examination Program) tests. ‘_—ifi

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

credit through a Course Challenge .program; such examinations have to be developed <=

by dindividyal professors. Although these two offices comptise—the official S

centralized services, there are experiential learning programs -in a number of
individual departments and schools. The following table shows the undergraduate L

credit. hours produced in experiential learning

. " . o~ ) »
- Total Number of Total Number of Experiential Credit,
. Student Credit Hrs. Credit Hrs. for . Hrs. as a % of _ ° \ .
. oo ’ in Undergraduate ExperienEial . Total -
. Instru¢fion : Leafning R . . \ "
College of ' . . ) .
' . Liberal Arts 353 ‘763Z . 396 0.1 ' \‘
Professianal. I ' - L.
‘Schools - . 231,111 11,180 *° 448 \ -
& o ; Y o
A Figure II-1. Credit hours in Experiential '

Learning in 1974~75..

1

Therée 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 %ssistance ¥rom one of the CAEL.staff members) a year old sequence in )
Advanted Applied Psychology vhich involves field placements. Sst1ll the College of S )

-~

Arts,thich accounts for 60% of the undergraduate credit hours and 34% of J

"“f':policiés -:5'“1\ -gpinistrators, obviously shows little activity aimed at
. developmen“:= \ ential learning as yet. . a I '

There 1s' some recognition, however, of the needs of non7traditional students ;ayvf\
“and the potkntiali;y for new kinds of learning. In President William Boyd'gffifst
address to the University facult%.on October 1, 1975 he said that the University
of Oregon ‘can and should improve our teaching and find ways to make it available
to a wider range of students than those who can lay aside four years for an expen-
sive, life in a youth ghetto". This followed a statement at a prhss conference on ‘J
September 4, 1975 in which he said:. ’

. Y
"I«anticipate the development of a new constituency for universities in. .

N
-

2These credit hours are based—on registration using the "409 praéticum course «witle
which is used t roughout the University. While it is not" the'only ‘course title ‘used
o ‘or experientia 1earning, it is the post widely used.

. . \ LA ) s, A
EKC‘%.:., T |
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1o for . c . . : . 4 : . e .
v , the comiqg'decade/ 1 can imagine a. middle-&ged housqyife .for instance, who )
;/J" . needs ‘the credential of a degree“to enter the job market as well as .certain, ,: P

. skil1l4 and knowledge, but yvho has acquired other skills and knowledge by her " !
1ife.experiences. She _shoudd be ahle to contract with the University to convert

N hertekills and knéwledge into credit - experience can bé just as authentic as * .

any knowledge picked up in a classgoom - and then work out a combinatiod of _ < :
) ‘ ’ tlassroom experienaes‘with videp amd audio tape and home reading to'JLhieve Wwhat

she needs. I can imagine itinerant facultv in this country Just as there were

once itinerant clergy » I believe the majority of citizenry 'will have some need

7 ) forspostsecondary education and that the university will be a major |esource for

- . . ' —

fulfilling that need." o ' gl PN - -

' 1t is in\such the largely\traditiohal climate that aponsored progras have
developed and}new prior learning.programs’ must develop. In the light of this

environment it/is interesting to“note the differences between the univergity climate
when the field programs ‘of the Wallace School Yof Cgmmunity Service and Public
‘Affairs arted in 1967 and the presen% Univefsity climate when e;edit foi prior
- learning is being considered. 1966 68, when the School was being planned and .
initiated was the .heyday of higher education. Relatively abundant federal grants .

N’ and increasing student enrollment provided flexibility for new programs. The Presi—

%ae that from a former alumna, Li /a Acheson Wallace, to help start:the new Scho®l. '

. - : PP

~§Now in 1975-76 the climate is one of caution, no-growth and guebtyons‘of‘a'cdunta— . .
bility. We shall loox again at histqricalaeontéitual-factors later. o
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\ . - " 'III.. An Interrelated'Model of Development

‘. . . . .

At any system level “from individual to nation, there is-a 1imited amount of ..

&

energy and attention available at any given time. Priorities for the use of energy -~

and resources determine which areas grow and which recede. Usually, if the Lo

v surrounding ecology is 'nutrient and energizing, the whole system will gtow toward

\‘_ its potential.- However, if'resources are present but not perceived available or :

intEresting, programs will not stagnate The system is inTa constant state of flow
) and' fiux of attention and energy with new ‘experiences comiZg in and ‘61d produdts o
moving out.c The attention of the system plays like a slow-moving spotlight on}an ) .o
array of pdssibilities for resource dutilization and growth. .Some opportunities
T are seen developed and adapted to the.instiﬁutional structure; others ara not seen;
) same. old aeructures sluff away with time?_raith each change there is a cost and . )
. benefiE’ though the?e may never be recognized Inertia is heavy in most bureauw
cratic organizations, including universities, and it is much easier to question new
programs, like-/tose crediting prior. learning, than old ones, like sgiehce labota— ]
tories, Wwhich have been accepted for a long time. The following ana]ysis presents -

concepts and- ﬁrocedures useful for the development of programs and interrelates

several different models or frameworks. Appendix A outlines‘how some of these .

.
- . ' 14

- :-' k‘\- ¢ ) /v

refeféndes ’
General Stage of Development' Keeping in mind an ﬁmage of program development. L

ideas may’Ee translated inte. practical discussions and exergisas and provides

¥
in "behavidgal ecoIogy,' we dre interested in first getting a general idea of' the <
nature and &ontent of awarcnass in the decision—making structure of the University.
- Those who have been arpund public schools or colleges for some time have noticed

/ the way that pld issues keep coming back ,or old problems once solved Came up in

another guise. Like individuals, larger systems’ go through cycles of creative
expansion and consolidation' high energy alternates with rest .and reéhperation,,anq

people's attention shifts-from concern with effectiveness to a concern with

efficiency and from social change to conservation. It is helpful to envigion the )
. developmental process as a cyclical or spiralling movement through four stages:

apathy, awareness_;action and assimilation. Then the program may degenerate into ° §

rodtine of apathy again' only perhaps to be reawakened later for *a cycle of =

\ .

renewal. * The protess is pictured Wn Figure III-1: _ ) .




.

)

interest about experiential learning or by habitu#eion stagnation, and 1aqk of

The Apathy or Routine gtage is characterized by either littﬁe knowledge and

I
2 i /
~ '.“. ’\lu N - et \ ! -
N g ,o ! .
yi, \‘ ,'.\J‘ - . . -
. AN s - . TR
e, . .
’ 4_1 - Q?) s ‘
Y L e . .
b 1) C,
. - oL . - - -

.« t . %
A ‘ N -«
. . }
o . ,, - Figure III~ " : )
i The Apathy—Awareness—Action-Assimilation A "‘ ’ R N TR
T Cycle in Developufegt . ¢ . . I

p; R
- ¢ PR \
- v . 7 ‘

.\

interest and awarene§s of need to change. The Awareness stage is characterized by

°

clear interest and growing knowledge about experiential learning Many aware people

xopposéd“

Cwill be positively interested in movin& toward action. Some aware people may be

Bhe, Action stage is characterized by decision—making in favor of programs

of experiential learning and moving out from the original group to:incorporate

.- others Jn the development of program.’ The Assimilation stage 1is characterizbd by’
acceptangce accomodation and legitimation of'*qk,zprogram by .the organization and

incorporation in its onrgoing processes and structure. This round completes the

first cycle. .Theusystem has reached an équ11ibrium. s an organization movﬁg.into

the second cycle, the on-going“%rogram becomes routine and "bureaucratic 3 partici— N

-

pants begin to show only "casual interest. In some cases, k! psogram may wither

"

second cycle, beginszto move ,taward awarenegs. These fouf stages can be identified

1 1

away completely " This may or may not be ‘desirable. In any caée,-relevant issueé}

may arise “in new forms or néw ideas begin to come-into.the ofganization- and the

and assesged by group procedures outLined in Appendix,A It is.probably that B
differenh parts of the college orf university are atr different places in the cycle, , i
— ’ s T ~ - ‘ ' . . * B ) o ' -
. “ , ) S T \ ) "«.
. 3 . l ’ ‘ 1 l ) ' ‘ l-
- . - [} v : Lt : - e .
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and they mdy be concerned with differenf aspects of*their functions. One depart—~
ment may be review1ng ‘the place pf field instruction in its curriculum, while ’ *
another is ,unconcerned with field instruction but is devoting its efforts to v
activating research projects; s l another may be in the doldrums on all-qf its ¢ -
functions. _Also, within a deoartment 1ndividuals are at different places on the
cycle. ). U ' n .

’ [

-

.. - The observation that different components within a system may be at different *
levels of development ox evolution at any one point in time has been accepted ‘
. within an organiZational theory context, for some time (e.g. Lippitt, 1969)
What is essential for educational fkformers to have in mind is not only the
cyclical developmental model outlined above, Wut also the functiopgl components of
'an _operational model ;f experiential learning, and the relationshiplof both the
cyclical and functional models to the levels of analysiks. (on an individual - ‘
department - university - latger educational context scale) 2 .
A functional model of eXperiential edueation has been devé&oped by Willingham
, and Geisinger ‘(1976). It embraces thirteen componehts whose relationships to eth : ’

>

other are‘shown in Figure‘lII ~2.

¢ . ~ .
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In our ensuing discussioh we w1ll identify and discuss those. components which seen

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

" functional activitiés range .in a temporal/sequential framework from admitting

-

in a few other cases where we have ‘somé knowledge of their process of development. -

¢

For the moment , however, let us consider the whole model shown in Figure I1I-2.

lts purpose is primarily that of .serving as a comprehensive idea—set against which

functional activities requiring organizational manifestation can be checked, The A

-

'sthdents td graduating students, and from philosophically oriepted activities (such

as defining the program rationale§ to the procedurally oriented.activities (recording
or transcripting learning.outcomes) The components also have an obvious inteqr
dependent q’ality which, unfortunately,’tends to become organizationally segmeqted
-such as admfssions, advising, off-~campus 1earning, and transcripting -

The functional model 1s an aid in identifying key developmental issues. As
Willlngham and Geisinger suggeSt, six questions can be asked of each of the com- ’
ponents in the model:. .

1) - What are the major issues involved? ) .
. 2) Whdt policies need to be defined? N '
.3) What documents need to be developed° ’ (
'4) What procedures need to be specified’
5) What policy roles need to be clarified?

L 6) What administrative respog&ibilities need to be assigned7

° .

An implicit assumption made by Willirgham and Ge1singer i{s that a policy:

: dedision has Deen made to initiate an eXperiential program, and the remaining task «

is that of implementing such a decision. We have a different assumption.“ In many

- well~established public universities, such as Trhe University of Oregon, there is a

prevailing climate that mitigates against the incorporatlon of innovative experi~
ential programs' ofi "hard money". . Thus, our starting point in the developmental
model is th a rbutinized or apathetic state of equilibrium. That being the case,
the six qu tions posed by Willingham and Geisinger concerning each of the com=
ponents take dn a somewhat, different character. The major issues revolve around why
and how administrators and faculty should become aware of the potential of experi- 5
ential 1earning programs; what exisfing policies would such programs conflict with;
what new policles would have to be considened and by whom; what documents’would need
to be developed to aid faculty &and administrators in considering experiential

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

consultantso might be cons¥dered to aid in the process of shifting from apathy to ‘

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

N & o
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In short, the funcfional“model .and its six focusing questions can be considered

as an agenda setting guide in ‘at'tempting to move a system from one stage of a .

developmental model to the next. ‘As we mentioned earlier, a system is composed of

many different compohentg., We ! uave identified four levels of components generally

‘found in theuhigner education industry. These,are the inter-institutiogal level,’

the institutional (organizatlonal) level, the departmental level, and the individu;i

level "Each level might be seen as$ having its formal, ﬁnformal and contextual e 4

‘compotients, For example, at the inter—institutlonal level in Oregon the formal

actors include each institution of higher education, the State Board of’Higher
Education, the Educational Coordinating Commission ghe OregOn State Legislature and

3

m%h
e
458

the ‘State Depar tment of Education. informal actors at this level include pro-

A

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

individuals, and organizations external to Oregon but.which have direct and indirect .
1nfluence.upon the shape and character of ligher education (e.g. funding sources and
WICHE). _The contextual components include such factors as elusive (but real) as .
the prevailing cultural expectations of Oregonians rega&ding higher education (keep

it practical, no frills, watch the costs) and as definitive as the chan°ing demo—

graphy of the state and the hard to shake economic problems which directly affect : .
revenues available to higher»education —qthrough the state legislature and through O\
tultion payments made by consumers. It also includes the loqational fac\gr of }

) Oregon, which makes it cbstly to bring in outside consultants . e

The institutional or organizational level means, .in our case, the formal entlty
known as the Univers1ty of Oregon, with 1ts formal structure of administrative
offices, academic units (colleges and schools) and faculty ggvernance mechanisms. - .
It al %0 includes infgrmal chnracteristics of this unit (e.g. the influence of the’
College of Liberal Arts) and context omponents»[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 nest of the state )
(with stronger allegiances shown to Oregon State University)]. - ‘.

The departmental level is meant to embrace those formal ‘informal - and
con;extual factors of the sub—unit level Within the univers1ty, where éub—units arl
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 Ay
referemge point for the faculty member . - - o

The individual level obviously refers to the specific persdn \administratori

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

-
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change oriented focus. See Appendix A for a brief bibliography
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other levels, in the formal informal, and contextual senské. That overlapping

‘ membership is both an’ aid and an obstacle to theachallenge of ‘developmental change.

Aggregates of individuals and .units frequentiy add up to sonething different than

might be gxpected from an understanoing of the separate entities. The educational’

reformer therefore, needs to assess the equilibrium at ali levels, in each stage of

developmené, vith reference to key functional components of an experiential learning
model in order to plan, implement, and evaluate actions.) C - .
The interrelationship of these models (developmental functional, levels) has

been the.focus of several articles recently, with specific reference Lo higher 45;

& v 3

5
educatidd'”<THefe is additionally, a growing literature in the field of organiza-
tional change and development which considers these interrelationships from a dynamic

]

f
"Given this framework let us turn our attention to a few_ of the key components

in the Willingham - Geis1nger model’ as a way of illustrating the interrelatedness of
the models discussed - L » ) .

\ -
-

Program Rationale' Why should a university, such as the University 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 keep’ trad1tional universities in a state of equilibrium
which is apathetic towards experiential learning? At any given place in the cycle

of development there are opposing forces. Many of these can be seén as environmental
forces nurturin or suppressing a potenti&l program. Bra1nstorming and other‘group
exercises can’bf\helpful in leading to a force field analysis (Lewin, 1945: _ | ~
Johnson and Johnson, 1975; see Appendix A). Ip using force field analysis the
educational reformers trying to understand program development need fﬂ&St to

” fdentify the 1deal state and the anti-ideal or worst state in regard to Lhe‘program
rationale of experiential learning in which they are interested . They also need to
recognize that the current state of affairs lies between the worst and the ideal

and that there are forces keeping the curre’twstate where it is.  These' forces ay

exist at all four levels, as illustrated in Figure II;~3 below. -
i . - . ‘ . \‘“. ' ’ .
. - ' ‘ .
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. be.a waste ‘of time.

.~as forces from each level which bear directly on the current state &f affadrs.

. 16

\ - .
¢
In order tﬁ(we from one st:age of development to another (e.g. apathy to awareness),

it will be .necessary to strengthen the li es of force pushing towar& the ideal state, .

or weaken the lines of force pushing toward\ the anti-ideal state. The strategies
) -

by which this can‘be done” are many, the chglice of strategy‘depends upon the resoprces‘

availabley the norms of issue clarificatio and conflict resolution, the timeframe

1f fesis-

- fance {s due tq a. lack of knowledge about experiential learning programs,. a strategy
Y .

Ay
LAY

percei'ved threat %o role and status,,an informatio* ased (cognitive) strategy will

within which one may operate, and the nature of resistance encouEFered

based'upon iaformation sharing may be appropriate. If resistance 1s due tq a

However, affective reassurance b significant others" from

institutions where eXperiential learning programs have been successful without 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 -
affective issues can be explored in low-risk situationms. -

; Implied ih Figure ITII-3 is a linkage between ‘forces at various levels, as wéll
The
educational reformers will need to plot out the paths of limkage in order to identify

)

.Fdér example, it is point~

those which take precedence in problem-solving, priority.. ;

'less to expend energy convincing departmental colleagues*of the advantages in,
creating a nev experiential lcarning program if the universiti's curricult#ommitt’ee
or academic standard's committee will not authérize' the granting of credit hrough
such a program, ahd if the acquisition of resources to implement sUch 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 foree field around that path from stage to stage, from ievel to leveln and from

.
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. E IV.. Project.Objectives and Methods LT . . a

<

The general’ obJectives of the report were presented in the InLroduction Here

'
o we will cquer the main concerns of this project at’ the University of Oregon in .

developing a deeper understanding and commitment to expériential learning and to,
ﬂ/" take som%\specific steps toward establishing a knowledge base about standards and
costs of sponsored and prior learntng The development of awareness and knowledge

and the spread of’a receptive climate are prerequisites for any attémpt to operdtion-

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

L » .

of the project at the UniVersity were as follows: . e .
'l. To raise the.consciousness levels of key - individuals regarding the :
- . existence of the needs of nontraditional and experiential learners ) y
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
N related to CAEL, suth as asseSSment of prior learning. d

3. To explore the assessment of _costs and standards of: existimg sponsored

- * /
- ‘l'

. programs.: v e - -

4. Tojétrengthen existing - programs and make theh a more valued part of an

14

organization s delivery capability ¢ b T .
5." To idenEify alternative strategies by wihch ;;w programs can be developed
.. taking into account how old programs have atisen in theiraparticular
'-( contexts ) e, e e ' ,

> These five aims vere to be pursued with four levels of organization in‘mind '
"(a) individual student and instructor level, through selected interested and key
,Jndividuals thiph departments and schools,,(b) the departmental %r school level .
. within' 5H//;::vegsity in selected instances, (c) the'University-wiae level through g_
), centraliz:d\actiyipies, and (c) the state educational organizational leveJ through .wﬂ'
the 0regqn ‘State System of Higher E:)cation the state Educational Coordinating .
Commission and- some selected other groups.” = - ~ et K i.‘

—

The methods whereby project pursued these goals were many and varied« Since
the University does not, have & centralized office or an official policy about . C
experiential learning, individual sehools amd departments have’ responded in a - <
Variety of ways to emerging needs for experiential learning “As néted bbfore, here

" has been veﬁy little done in crediting prior learning except for the CLEP and C:k

hﬁllenge Qrograms " I sponsored learning a number .of departments bnd schools hav

deveLoped their own unique forms. .So a 'major part of the project was }g'get ihfor-
amtibn on the various programs which existed on campus and td .get people talking ',
‘ together whé had nevér exchanged vieiwss before In this 'gathering together o;/”,\

L . o o . ",P""*
[]{\!: . . - - 221.' . . f‘k

e ke .




~system§“levels were as follovs " ‘..'n' o

information and interested people, thefnine—month'project was very useful and

successful. The pMncipal activities used in the course of the pro&ram by various

4 t{ o ¥ -’ ‘ ' : - b .
1. Individual studen;s and faculty members o T . . {

¢
P

a. Involvement of 13 students in writing portfplfos and 9 faculty members
-in assessing tiem.  Three worlshops for sEudents on pOrtfolio develop-.
.ment were conducted*(rélated to the CAEL Field Research project)
%b. Involvement of more than 20 faculty members from several different -
- _departments”and schools in assessment of simulaﬁed pnrtfolios (related
_to the CAEL Field Research project). S /

* -
. -

c. Development of a project for granting credit for prior learning in-one

of the required beginning courses in ;SPA. . " - e .
. -dtl Interviews with individual faculty members. S efﬁiﬂnt -
'2. 'Departmeént or schpél level: . .. g S o

a. Analysis of operational models of sponsored learning inﬂfour programs
throUgh 4 two-term seminar entitled "Assessing Experiential Learning

involving 8 graduateistudents.and faculty members. . " » *
, 1 "b. Interviews with administrators and‘program heads in selected depavt-
ments. .o ) i B S . B . -

&

c. Planning (and ultimate submission) of a proposal for prior learning
to t%ﬁ'CSPA planning committee and Policy Council (carried out by the

o ‘ staff of the New Careers prbject indconsultation with CABL/ staff) i
3. University—wide level: - L - / i,‘ '1"
;ﬁ a.. Campus wide survey by the Unlversitx o‘ﬁmittee«onéﬁducational

Experimentation and Instructional Innovation (EEII), of which one of

the authors was chairperson The survey'bf faculty members and gradur

ate teaching ‘assistants covered perspectives and attitudes tgward

educational ‘innovation, including expefiential learning It- was® the

first such survey on campus. - - "+« R . -
'Discussions with the Ad Hoc Committee on Cont!nuing Eduoation in their .

investigations of needs for life—long iearning, continuing education

and brovisions for non—traditional learnihg, e < * . :
v c. Discussions with chief admini trators of the university, followed by N
. copies of reports. L ‘ ’ \_“#g ‘_.
N '4. Extra-University level: ‘ ‘,%,l ,‘\ oo T .
* .., a. Regional conference on experientlal learning and competency based r’

Y
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education (co~sponsored ty the CAEL Faculty Development project and — ~

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

by 40 people from several states in the Pacific Nprthwest and Ro y

JMountain regions. . ] '

Successful submission of a grant application to the Oregon Educational
Coordinating Commission. This body was estgblished- by the state_legis-
"lature to coordinaté the planning ag evaluation of educational

policies from kindergarten to post-graduate levels. JIhe grant provides

.

for involvement of post-secondary educational policy-makege and%non- .

-

oy

-traditional education consumers in a review of current operational -
models of non-traditional and experiéntial educétion in Oxegon and.fhe
development of recommegdations to address 8aps in the present system,
It also provides for the development-of mixed media ptesentations of

experiential learning programs. _
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.- V,»~Project Results: The Conr;inuing Development of Sponsored Learning

. In this- section, we_will examine ‘the appligation of the developmentadl model to .

- a* major form of Sponsored learning~at the University of Oregon and conjecture about -
the forces in the histo;ical context'of its origin. We will go on to delineate the )
\ dimensi:a\s of sponsored learning and illustrate with several different programs at

* the Univgrsity. “We will report on the findings ‘about standards 4in eyaluation"of _—

.
%

students and about the costs of variéus programs. T L T *

\—
Original Development of Sponsored Learning: The major form of sponsored

. learning is the regular agency placement program of the Wallace Schowl of Community‘ .
% Service and Public Affair'%(CSPA) When CSPA was establ{s’hed in 192"’ the fouﬁding g
'persorm'Lclared field instruction to be one of the major tenets of the School withm.l_.....-"
the full backing of the President at that tXme, Arthur Flemming, and committees
which had been planning curriculum and searching for the degnm (Sundberg, "1970). ' ~
The level of awarents was high, and among the first appointments wege people with
‘experience in work in public and social agencies and .in supervising students in th,g .. -
ield Wittin three months, the procedures for placement in agencies' had been e
established and tbe fifst students were screened and given field assignments On

the developmental cycle, the School ‘had moved from the awareness stage, to ac.tion,

and structural assimilation within those months. The force field in those heady ‘ '_ )
beginning weeks is depicted in Figure V-1: K ) -]
Y ' Help‘ing_Forces - 1 . Regtraining Forces " ¥4
b < Private donation assured - B .
sufficient funding to start , . .. . ..
. aperation - > «Slow University procedures o
X 1 _
sty Spen and mbreretey telteelar), for courte spprovel gzt
rocoduresl . interest i community work Time pressures to-start all |State: .
No ptﬁdZnts ! n-ere n nity wo f> ‘6f program; limited-time [Field | - +
° s ? Enthusiastic ipterest by staf ¢ ,to plan +4Instruc- R
ilotcom:nity troert knowled eI and / na previous arrangements tion Pro-
Jonheres m *P Iivern;t € %eczd re made with community ram "
(o] pro'gra un s }:p (o} uxes N é__agencies eady in o
L R . . i . v % ] \ = ~ ] Jan;E968 | %“,
. . , - /J, .
S \ , , Current . T
T ) _ State: 4 e
No Existing Program ' ‘
Y ¥ l~ »
. 7 - - Figure V-1 ‘ °. . ) .
. l - C Force—Field for Field Instruction at the . N ) g

. Start of the Schol in Fall/,/1967 - -
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The positife forces working toward establishiné‘a field instruction program easily

overvhelmed the negative fogces. The University Curriculum Committee granted per-
C

mission to use’ temporary numbers for courses. We hagd enough staff memberg to contact

agencies and determineAinterest in pldcements, to firm up the necessary program pro- ‘o

cedures and supervise the student placements the next term ﬁhe following steps now
used for field placements are sii'.ar to those established near the beg nning
1. ‘Student appli#cation during the term previous to\placement (see Appendix B

2
5. ° L

forTcopy of current form.) - (
) 2“”°Pfetiminary discussion between student and CSPAGfield instructor to clarify
o §< student interests, and knowledge N

; .
3. Staff review of applications and available agencies, and.matching o(

r student* preferences vith’ agencies ’ . . -

-

. (Opportunity at this time for either gide to change his/her mind;)
EN 3. Initiation of placemengﬁ ’

.

- 6. On-going activities during placemént idCluding (a) supervisiqn and on-.
’ going evaluation by agency supervisor, ‘(b) visitations to agency by CSPA
- field instructor and review of student records (logs, reports, projects) ‘
’ . ->—and general progress wﬁfh student amd sugervisdr, and (c) theory—practice
integration seminar, conducted by field instructgr with geveral students

. " to facilitate ' making sense" out of experience and relating readings to
?

experiential learning — ' C . . | S

7. Termination activities, including-final reports, and final evaluations by
student of self by agency supervisor and by £ield instructor, and a

« conference among the” three to discuss evaluations. and unfinished

S

business (See Appendix B for forms of evaluvatiom.),
{

8. Post-placement follow—up, including planning for further placements and-

improvements in tﬁe programa

. The School has two major divisions In CommUnity Service the sﬂudent takes a

LY

placement in both the junior and senior year; in Public Affairs and International
Development, the sgpdent takes a placement only in the senior year. Usually the,

placement is full-time, and’ the student earns 12 credits of Practicum (CSPA 409,

”.

’ 4
4, Pre—placement vis1t by student to agency “and decision about placement‘\\\\ﬁ. y

-4

Supervised_Field Experience) and ‘credits of Theory-Prractice Integration (CSPA 411 .

or 412) each term totaling 15 ¢redits,, the -normal undergraduate Joad per quarter.
In the'nearly tén .years since 1967, there have been about 2500 placements in¥
overAGOO social agencies, governmental offices, and speciar'projects and programs.

The amount of contributed student -time* to agencies runs into hundreds of thousands

-

»
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of hours. The fieId program has beem a great success by standards»suoh as student
interest (about twice as many students apply to CSPA than can be accommodated with
our present budgetary’limitations), agency interest (there are always many more
‘wanting student placements’ E’an we are able to sdpply), and facqulty interest (despite
willingness to be very self-critical, the a of field learning is strongly upheld

by all 4n CSPA}' Field instruction has bedome one of the hallmarks of CSPA (Kelly, .
1974), and the School !gs ‘been consulted ty, other: parts of Jthe University (e.g. 1
Psychology) in the development of their programs, . ) ) .

¢

‘ Present Developmental Questions: Following our concept of the continuons

developmental cycle, we should be asking such uestions as these: What stage is the . ?;
field program (or parts of it) in now? What does it now sée as ideal? What forces

help movement toward that ‘ideal and what forCes act‘against it?” Fortunately the

field staff dpspi{e periods of over-burdening, is a lively one and feels that there

is ,much yet to be done with the CSPA regular field program. The present program can )

be vieyed as*fully accommodated to thq»structure and process.of the School, but some ' *

see it-as too routine. Others would see the program as being in the Awar@ stage of

the renewal cycle, those people are pafticularly concerned with two needs of gpe
regular field program (1) Developing a set of core a and specialized<competencies .
for the whole School, some of which would be, covered and assessed during the student's .

field placements, and (2) Improving theory-praosice integration particularly by o
developing bothk a core set and a specialized set of readings, which can be utilized \

" with other instructiona\ proceduxes in the seminar. A partial. force field ‘analysis
3

regarding a competency prbgram of this §tage looks like the follewing Figure V—Z'
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- A similar analysis could be done for the Theory-pr;;ti:e integration’ component. :
Sgme progress to&ard 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 asseéssment techniques and one of the ’
mjjor faculty members, concerned with field instruction, is planning to use het
‘sabbatical for this purpose. o of the grant related field programs (to be men-
tioned soon) are on a competen'cl;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 programs 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 mith a Family Plamning 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 by!a special paper;or by a seminar on the student s return to campus.

TN—

Approximately*lSA 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 yﬁung

. and the very o6l1d. (Co—sponsored with VISTA.) R

%

-

Fieid instruction-center, an experiential learning unit placed off campus near
the clientele and agencies with‘which students work; for'iﬁgtance, the Field
" Instruction Unit which’%rought campus and joint appointments together in pro—i
. Jects in parent education (Co-sponsored with the Qregon State Children s
* Serviceﬁxk&ion.) - S o
Program Evaluation andlDevelopment (PED), which uses a cdmpetency—based program '
t e td}train seniors in ‘evaluation dnd development while they are in placements )

e ér a year in a human .service agency (funded by the National Institute of

- N -

ental Health.) - ) ! ‘37 LT )
Careers Program, which is a competency-based, on-the~job training program
. = for paraprofessionals with low—incomwf providing site-delivered cqurses -
" 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 portfolio awards, the latter during the CAEL’ project. L
University Year for Action (UYA), which involves students in.community programs
for a full Vear while they work toward their degrees. (Funded by, ACTIOﬁ )

students receive VISTA-lével support.while in the program):

. . . R s . . .
‘1 o o . L L. 2 9 N .- . o
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Independent study, which involves students working with faculty sponsors\in e

»developing'a learning: contract, usuallyvincludes 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 némber of\programs~in sponsored learning in other parts of

- " the. University. o7 s - G . ’ o :
' ESCAPE (Every Studenit Caring About Pexsonagized Education) which is a student~
initiated, student~run, and studentroriented program in volunteer field
experience while earning upper-division academic credit. It is the largest
field program on campus, averaging 700 studeats in placEments per term, each
student averaging four credit hours The ‘organization is a tiered* one, with -
voluntéers supervised by ex—volunteen coordinators earning credit, who are in )
.- turn supervised by division heads and the ESCAPE director, all of whom have
had extehsive volunteer experience. .Placements are typically in schools with
- . students serving as tutors orfln community'service. (Jointly spohsored by ‘
Education, CSPA, and the Associated Students of the University of Oregon.) o
L Recreation'and Park Management practitum, which involves usually part—timé
pPlacements of one term duration, supervised in part By experienced students.
. In connection with this CAEL project, a Practicum Handbook was prepared and
e , ‘a graduate student from Australia who participated in the seminar has ‘decided d
_w——to-do her ‘doctoral. dissertation on- field—based learning to provide an opera— )
tional model for her department in Australia o . 1 ~
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 uerms 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_gerve as consultants and observers more than full
- ) participants in the organizatlon. There are ahout 12 undergraduate partici-
E%g pants each year. N :. g ‘
‘ - In other parts of the University there hre some other field instruction programs, -
notably in teacher education, but these will not he covered in this report.
'The examples just giwen and others suggest'that sponsored learning projects
vary on several significant dimensions. The major dimensions of curricular or con- !
= ~ tent concern are®s follows: . ‘ ' : “
(a) Agency placement—oriented vs problem—orientation The omne emphasiaes )
e . professional role learning in profe siOnal settings. The other emphasizes 7
- the study and intervention in' human problems, such as deVelopment of 3;
) 1 recreational facilities for the'flderlyuor organiaational information flo¥. '~~
o B - .o - T z : . . i
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. (b)) specific:and heavy emphasis on theory-practife;jz::gration vge. little - .

direct concern with relating work experience to#oifcepts and researchb

zzﬁe\p;ograms (not those~mentioned) simply place students in work situatipns

r siX months, sometimes’at a distance, without any direct conmection

{
[ 4

lwith the college or univérsity. - . R

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

. projects) vs. light requirements

' (d)_ Part time (concurrent placement) vs. fdll~time (h?EZR placement)

(e): Short (3 months or less) to long (9 to 12 months) placementa, usually
related to another_yariable, amount of credit.

(f) .Amount ‘of credit given, usually related a length of. lacement; but may
involve in certain programs required, internships with no credip at all, as
in.medicine or clinical psychology. The internships. o )

(g) Pay for'field placements. Some programs will not give credit if a student

is being paid by the agency; some field programs arrange for living :
subsistence and transportation costs. -

4

.. (h) Roles of principle“péople involved, e.g., student as observer or~full
N
‘ participants in the experiential situation, presence of an active agend§

Supervisor or ngne at all, and frequent and active consultation from the

university field instructor or very little. - - : o L]

’

Such dimensions of difference often served as foci of discussion in groups'planning
field programs ) -;, X . N

- g r

*Criteria and- Standards used in evaluating students; Through the special seminar

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.which to base assessments and the

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

¢

ﬂﬁelves here, to the regular GSPA field .placement program, illustrating occasionally
fro % . .

- -

r programs ' o e o v o

r

). Typically the: field instructor requests that that student keep a log or journal
of his/her experiences in placement . Usually this is not to be a rigid daily diary,

. but,procedure for making several entries a week about important observations, prob=-
lems peak experiences, or;insights. When University field instructors visit the '~

agencya they look over the logs with the/s:udent and discuss ‘their experiences.’

Sometimes they are discussed in Theory—Practice Integratioﬂ seminar. The other P

’ _major documentation of field experience is a report, either in conjunction\with ah

agency prOJect or as a special paper for the Theory—Practice Integration seminar. r

. o N —
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The philosophy of student evaluation is that it should te pn—going, by all
X concerned ‘The agency supervisor should b2 meeting regularly with the student,
keeping in mind the criteria of eval&ation lIisted below. The university field
instructor should also use these. The final evaluation involves the student checking
. the 1ist for himself or herself, and the supervisor and;instructor{doing the ‘same.
+A joint conference of the'three.clarifies meanings and gives illustrations The
student characteristics which are rated range over ability to relate to clients,
making good use. of time, and undérstanding social issues related to agency work °l
Appendix,B shows the complete form used fith Cbmmunity Service placements These
ratings are, of courSe‘~subjective‘ and must be interpreted relative to the norms of
' . the raters " which ‘in some cases rest on comsiderable experience. The rating forggs
.used not just as'a cut and drigd assessmént tool, bat more as an opportunity to
initiate discussion among,the three raters. final grades in sponsored learnin
LA a;:/én a pass-no pass basis. It is extremely i:re that a student receives a "No )j
pafs."
into changing placements or to withdraw from the field inst?uction cour

There are, however, a number of instances in which students are cpunseled

2. ,Om.rare

. occasions, a student is’given a "préfessional reviEW" with a small srgdp 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&kfew instances

-

‘in which this extreme action has been taken have\had to do with persisten ck bOf

. responsibility or personal disturbances ) '/ Q' ;S

used in some other programs see Appendix . “

¢

Costs of field iﬁstruction: Our in y into costs was carried out through the

seminar. As a first rough ‘attempt, we asked the participants to collect data on
their programs about the number‘of student credit hours i\\field 1nstruction ,
granted over the last year (or term) and the total amount 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 -and Development (approximately
$100 per credit hour), New Careens ($50)¢ Field Instruction Unit ($45), "the regular
Community Service field" placements ($22), the Public Affairs and Intetrnational -
. Development placements ($17), and the' Independent Studies program ($7~$10)‘ The .
ESCAPE prdgrgm would be very low, but figures are not available. It is interesting
to note that the highest costs are from programs which are experimental and - o '
i supported by outside grants. These costs will poseaprobléms when the programs go- g;T/ "
! "hard-foney”. The two regular field placement progran costs ($17-$22) are not. far -,
from the overall average cost of student credit hours in, faculty salaries, at the N

EKC o 32 e
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University of Oregon, which is approximately $27. It can also be argued that fieldga
programs do not require most of th¢ overhead that regular cI;;sroom courses do,

since they do use university buildings and service personnel.very 1ittle. —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.

Ehrly in’ the development of CSPA, studies were made to determine the number of“
students to be covered by any one field instructor. Standards used in other‘pro~'
grams, espegially in social.work, were consulted, and experience with different . -
numbers placed ih different places lead to .the conclusions. The final figure was h
that_a full time University field'instructor, teaching a Theory-Practice Integration'
semijar and visiting nearby students. three or four times.a term, could cover fifteen
students located in several different agencies. This standard of 15 students per .
field instructor, in combination th/the 15 credits thecstudent obtaips in blocL -
> placements, produces 225 student ;gedit hours per term. Jhis figure is somewhat

1ower than the average student credit hour production per ipstructor at the
/‘University, namely ‘about 350 in the Junior and senior year. This figure is
increased by the large lecture classﬁs, of course. '
Whi&g, wi .are 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 )
members have practical experience. In addition we regularly supplement our field
staff with adjunct appoint/ f%om agencies vwhich have field programs Another policy
.1s that every member of-the faculty must be involved every few years in field o
) instruction work. This policy ties regular claSsroom teaching to on—going practice
in the field, as does. another policy, namely that. every field instructorﬂgust teach
at "least one regular class per year. Furthermore, CSPA has arranged for special
Job descripiions at the tigg of appointmenE of some field instructors, whereby they
- are judged for ptomotion and nure with less emphasis on research and publfcations
) and more on other kinds of professional growth and scholarliness, and on high
- - quality of their" kind .of teaching and their rélations with -the community.
' Wheh .mentioning costs, one also should think of the benefits of a field pro-
‘gram. In follow—up studies of CSPA graduates (OWens, l973) and in many privafe
. conversations, ex—students ‘say the part of the University study which had most .

v‘\

1mpact and value for them is field.experience Many students -also report that their

subsequent jobs grew out of the favorable contacts and useful skills they developed
in their field placements Increasingly we are finding CSPA graduates in the -\3

.\.




Beyond
kinds of special benefits.

.For instance, a recent graduate in the Independent Studies program statéd that he

) governmental units and socialhggencies in whichmstudent have placements.
the regular field p1acement programs, there are also sojéﬁ\

e would not have stayed in the University if he had not had_Ehg_ggaedom to explore’

.

and construct his own education that .he had ia-Independent Studies. * . iy

LY

Recommendations regarding sponsored learning, On the basis of our CAEL project

we would summarize our recommendations for further development at the Unilversity '

of Oregon as follows:" N v _ : S

/ -

1. 1In CSPA, continued exploration of ways, to provide a competency, base for
field instruction. — ’ ' ¢ T ' . '

| - .
Further refinement of individual assessment techniques, especially those‘//

" measuring ﬁnterpersonal competence initiated in CAEL research (Fehnel et

al, 1975)

In CSPA, projects focusing on developing reading materials and instructiona

el/>-

exercises providing theory-practice’integration: ) .

The continued and expanded use of semi‘&‘s consultation, wdrkshops, and

ather means of improving the awareness and developing capabilities of

different departments to conduct sponsored learnidg. ) - - - .
Establishment of a center for experiential learping to coordinate community .

placements and regional field activlties, train faculty in developing

programs, and carry out-<research on assessment and the relation of class-

room and field learning. ) o ) R -

The seeking of_more'interchange with other institutions in the renewed -

"development of sponsored learming. ’ NG ; . T

. - . ’ ) .
¢ ‘ - : - .
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ject Results: Comsciousness Raising and Beginniné Actions ~ .
in the Crediting of Prior Learning -T\\\l N

The previous\sectio showed sponsored expengential learning to bé 1In a-
healthy state with a stirrings toward some creative developments The pictuxe with
‘'regard to the crediting.of prior experiential learning is much different . Even |

. those who readily accept sponsored learning do not always see the‘relationship o,
. of that kind of assessment ‘and’ crediting to prior learning. Howevex At can be
) 1{ argued that the interior of learping, and of earning college credit, shgaiﬂ be
< demonstrated competence in whatever top!c the learning exp\fience 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 Rnowledge of that subject as proficiently as
" someone who has attained a given ¥evel taking courses in it, why shouldn t the
foru&r‘person recgive academic credit for that learning? Similarly, if one can
démonstrate knowledge of the law, through passage of the bar examination, w‘thout

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

. e
creizt for learning obtained elsevhere? If educational -institutions, such as the —
r

. Univ Gsity of Oregonm,, nt credit for learning through experience in- spogsored
ad& vities, such a ekx d placements or internships, why shouldn‘t it ‘grant credit °
o Yd& learning that occured without having been planned and superVised by an agent4 J”
" of the university? ™ . , . . " ' -

-

,,In recent years, a large number of colleges andfuniversities,‘a?ﬁed ?y CAEL,
) aré moving toward policies and procedures for evaluating“prior learning and

. accrediting it when justified. 2 .The specific rationale ofﬁtheir programs vary,
but severar\@entral theme e generally found (l} there is recognition that
increasing numbers of new learners come -to higher educatipﬁ“having already had
31gnificant learning eXPerie,nces, (2) -credit for prior learnigg can substantially
cut the time and/or cost of higher education to the consumer**Y3) reducing the cost
of *ducation (to the, consumer) Can result in attracting new I%arners to higher
education “which may offset the declining enrgllment of traditional learners.
Declining enrollment probably agcounts for the majot incent1vefto innovate in <tife’
area of prior learn1ng The xeality of declining enrollment has been demongtrated

in numerous studies on the national 1eve1 (Cress and Valley, l974 Leslie & Miller,
- 1974),' 1t has alsowbeen demonstrated at the Univ rsity of Oregow;inyme a pattern

43 N

& 2Evidence of such movement can be seen in- the growth ‘of literature‘on the subject.,
The following are examples of ‘that literature growth Houle 73; Keetun, 1976;
Knapp and Sharon, 1974; Knapp, 1975; Meyer, 1975;" Sharos 6; Trivett, 1975;
Warren, 1973; Carnegie Quarterly, 1975; Ford Foundation, 1976.
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ar.~‘ft has~been
estimated that the University may lose between $l 5 and $3 mu. v
.two years as a result of this decline Nevertheless, the climate 4
for prior learning can still be expregbed as being apathetic at the UO
Prior learning programs coasist of two ardjor kinds of prooedures Credit by

exXamination and credit by portfolio © At the Uniwersity of Oregon, credit by exami-~
nation has been installed in central serviceg to,_sore e&tent As mentioned before,
the Career Planning and Placement Office has administered the CLEP exapinations for 3
a number o} years, and a process of obtaining credit through Cpurse Challenge is
available through tbe Advising 0ff1ce of ‘the College of Liberal Arts. Ihough rather
little used, as yet, these programs haye been gaining ground S;arting with 57 )
students taking 99 tests’ in l972 the CLEP program saw 283 students taking 425 tests

?

in 1976. 1In 1975-76, the third year of credit by examination (course chgllenge)bJ2§/—///

students completed examinations earning 770 course credits. Some faculty members
feel that CLEP and other paper. and pencdl tests are inappropriate for some students,
given their cultural &ackground or ‘the content,of their work—related learnings. )
Credit by portfolio was practically unheard of before the CAEL project began Early
in the progect we decided to concentrate on portfolios and set our godls only on
raising the consciousness of some “key people and trying out procedures enough to
demonstrate how the process works. We also developed plans fbr surveying attitudes
of the faculty on campus and, d1sseminating information and developing ground work

for granting credit for prior learning in other places. These limited goals were

reached during the course of the project. ' o /”ﬂ- '

-~

The Developmental Status of Prior Learning (Assessmegt by Portfolio) Applying

our developmental model, the consensus is. that the University of Oregon was at the

apathy stage before the p oject began), and is now at the awareness stage with some
people and somewhat into :hé\aCtion 'stage with others It seéms likely that the

assimilation stage will arrive in CSPA in a _few months, but will not come to~this

traditional un1versity as 4 whole for a few years. The major forces pro and con

Y N ¥ * 3e -

are depicted in Figure VI- l ' . ‘ ° - . PR
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: The picture at the beginning of prior learning is much different from that at the.
beginning of sponsored learning in «€SPA. TField instruction in l967 could use
\ accepted preCedents from relevant professions, such as sociil*wor& and public
. administration and the academic climate was an expansive one, whereas now .there is ’

great concern for costs and accountability. A significant 1nfluence in‘1967 too,-

was the avallability of a gift which covered a larger pétcentage of the operating
expenses of 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
_‘fof this sort might have on their department or college. There is jittle perceived "
y <necessity for this relatively new inventidn’ in, the academic marketplace and the T
necessity fo£ departing from previously successful patterns is not _yet apparent.

Training and Tryout Activities in Portfolio Assessment. One thing that seemed

= . important to do was ta acqua1nt a number of influéﬁtial and receptive faculty P
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 4,
K faculty members from severdl parts of the Un1versity, including Education, Business,'
_ Liberal Arts, and CSPA in evaluating simulated 'portfolios. Preceeding the evalu— .
» ation we had a training session with theofaculty members on the rationale.of credit
) by, portfolio, the procedures for velop1ng a portfolio, and the general standards.
* A follow-UP‘evaluation‘survey of 1Ze participants shoged that all of “them were
willing to grdmt credit by portfolio and were favorable to further work along

hose lines. - : * . é ) . - - o

» :  Another activity was a’pilot‘portfolio assessment project in CSPh. Twenty, ’
. students participated in three workshops using CAEL Working Papers 6 and 7. These
portfolios coveéred learning experiences related to the students career goals for -
which they had not previbusly received academic, credit. Thirteen students
finishedztheir portfolios’ and submitted them for review. Nine faculty members
constituted”the review panel. As part of that activity they underWent a short ’
\E ining session om:portfolio assessment. Each portfolio was read independently by o
{l threeifacuity members wﬁfirecordsd their credit awards and eriteria for assessing - .
and . commented on the documentation pfovidedf Where substantial?differences in .. .
- " credit awards emerged a Delphi technique was used in an attempt to close the range. V
This amounted fo provid1ng each rater with the rating gheets and comments of other
raters in order to provide a basis for understanding their judgment without having
" to set up a series of meetings. This action had mixed results. In some cases the_

range was “harrowed,.to a point, where all raters felt comfortable with the ougcome. ‘

sy
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.and other materials.
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In‘Pther cases, the raters ‘did not change their or

o
-
»

inal credit\awards, and ther ' -

credit awardgd was an average of the raters \\E_, awards. Our imp¢§ssion was that

a face-to-face discussion would ‘have been more effective than this form of the Delphi
technique. . : . . ¢ T .

7 ’ .

The o“icomes of these activLC1es were several, All°faculty members invof%ed Lo

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

and’ should be a part-of CSPA's educational program.

hd ~

One of the CSPA faculty members independently developed a procedure for

granting portfolio credit fer a course which is required of all entering CSPA majors.
A copy of the instructions for students wishing to use this procedure is to be

found in Aggendix C. The prospective applicant studies the course description and

expected cdmpeténcies yhich emphasiZes interpersonal skills and knowledge, such,as R

interviewing and group analysis, lists relevant

S/he wites a general rationale}

hitherto non—credlted learning experiences and documents these with reports, letters, ‘
This procedure illustrates how an individual professor can ' S

J

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

Sy

of a departmental or unive?sity procedure for uSing tha; system. The same pro- i.ﬁ

cedure can, of course, be applied by instructors more flé;ibly to open-ended courses,

- such as’ Reading and Conference. ’ .

L]

faculty members:

M,
. 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- -

K special course number& is also being , ¥

—ma—

mitting a request for such a procedure.

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

a particular course, We anticipate that action will oceur establishing generaI
policies for Credit by Portfolio in CSPA* in the' aCademic.year 1976-77.

Criterion standards’ Portfolio assessment brings up a vexing question to many

How can we have faith in the quality of the credits being»given | o

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

b

(General CAEL experienge, howvever, suggegﬁz that most colleges and universities/are ~
so concerned that they are Iikely to bend over backwards and reguire ndke evidence -
of effdrt and learning outcomes\than would be required from regular courses,) To -
guard against the cheap credit, which would not be to the advantagevof either the ‘
school or the student, there are three particularly importamt actions which Wwe took:

1. Training of assessors in portfolioﬁassessment. Assessors rneed to mnder-

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

folio$ and subsequent discussion can serve to help faculty members;gxamine

. - standards they are,using and come to‘common under§tandings., In our

,experience it is best to hold face-to-face discussions in 1nitial stages of

.
- re . . 5
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P ¢ development rather than to exchange rating sheets only. Neophyte judges
| are helped by thinking ih terms of reguldr classes with which they are
familiaf and matching requirements and performances The, six criteria of .
CAEL, (Working Paper No. 6, p# 26, edited by Knapp, l975) are useful in

s discussionS’ The prior learnfhg outcome should (l) lend itself to measure-

AN

:ment and evaluation,*(2) be at the level of undergraduate achievement as’
defined by the imstitution, (3)'be applicable gutside the specific\job or
context in which it was learned (4) have a' knowledge base, (5} imply a

« . conceptual as well aé\practical grasp of the kndwledge base, and. (6) show
o ~ some relationship to degree goals and/or a lifelong learning goal ) ',

.-“2.: Careful selection of portfolio assessors. Judges should be knowledgeable i
T and experienced in the area of portfolio content. In a University, a
N . sizable proportion of the judges should be known and respected in the
upiversity community as shown by tenure or some other evidence. However
" -other judges?.some eyen from the community, mf%ht be used in special cases s
‘ (Seé.Whitaker, 1976 for discuss1on of selection of judges ) If possible,
_ T it is des1rable 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,
. occasionallyJ- A review panel may go over randomly selected cases or particu- E
- ) larIy troublesome ones. The purposes aEe not only to obtain great relial
- ‘bility and credibility for the particular case, but also to establish a
quality control mechanism. -~ — |

- -2 " 3, Attempts to deleop,respected administrative procedures. The college or B

A : university must develop, through w1despread faculty knowledge what the

legitimate portfolio procedures are. In order for the portfoiio,assessment

to be seen as having quality, the administration of thg/program must be as

respected as the judges themselves: - The granting of eredit-is ultimately

subjective, as it is with any classroom»course, and it will engender trust

only n so far as the faculty judges and the procedures are deemed trust- °

worthy. _ " . A

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 costg would, not be appropriate: At the present
time it seems best ,to take the estimales from programs in similar universities or . -

colleges. ‘For example, Memphis State University (Ranta, 1976) covers costs by

charging~a $15 application fee aund a $25 contract/advising fee. In general, most

’ e
» .
s - e "
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colleges and universities which assess‘prior/learning charge a fee for credit

~

earned vhich is substantially less than the tuition paid for traditionally earned
credit. This lower charge‘seems to .reflect lower costs, with .the savihgs passed on
to the consumer as an incentive for enrollment. -

State resources, student fees, or other funding must cover faculty time and
support serV1ces so that prior learning programs are not a burden to the Upiversity,
otherwise they will not be accepted. Another source of revenuea 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 btmated number of large industries in the vicinity of Eugene,
such contracts are likely to be. limited N oo

Conferences held and planned: 'In June, l976, a two-day conference entitled '

"Competency Based Education and Experiential Learn1ng was held in Eugene. A copy
of the program can be seen in Appendix C. A'major emphasis was put on developmental
issues and on understanding institutional needs and constraints. The conference ’
was sponsored by CSPA's New Careers and CALL projects and was directed toward
1ndiv1duals who are reSponsible for the development and evaluation of competence-
based education and training programs and experiential.learning programs in selected U
secondary, post—secondary,.and human service agencies in Oregon. The purpose of
the conference, which brought 40 people together, was to establish for the first time
links inithe educational—work setting chain vhere similarities in conceptual and
philosophical .approaches_ to education, training, and assessment exist. One of the
outcomes was initiation of’commitment to\EStablish a network of communication in
Oregon and Washington of*ihose working on competency—based education and experi-
ential learning ‘- ‘ ) 20

_Other conferences are planned. Some will be in conjupctiop with the CAEL~
Faculty Development project and others in conjugction with the grant obtained from o«
the Oregon Educational Coordinating Commission. These conferenc Ywhich were . ‘;;" -
facilitated by the Operatiodnal Models program, are important developmental outcomes -
at the extra-university 4evel. . _ s ¢

Surveys: As mentioned earlier; the University‘Committee on’Educational\
Experimentation, Innovation and Improvement conducted a survey related to the
6perational Models project. This was seen both as a uay of gathering data'about
the perceived-needs on campus and of building up an awareness of experiential . -
learning. Responses were received from appfoximately 200 faculty members and gradu—
.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
1
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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. . <o
- - - L
One questiSn inquired if the present emphasis on experiential learning\was
- ‘adequate. The responses are shown in Figure VI-2.
Ought to Present Em- Ought to
be more phasis okay ‘be less
v . . -
College of Liberal Arts o ) '
(N=69) K / . 45% g 33% - 22%

Professional Schools o .
«(N=71) - 65% 25% ) 10%

Figure VI-2. Responses to Questions about Present Emphasis
on Experiential Learning

-

. Another item was concerned with the emphasis on off-campus education (including

practica and courses affered off-campus). The responses are shown in Figure VI-3,

4

Ought to Present Em~ Ought to
be more phasis okay be les$
College of Liberal Arts
(N=76) . 547 : 35% 1 11%
’ Professional Schools . ' s .
» (N=80) . 69% 29% 2% Lt

. . Figure VI-3. Responses to Questipns about Off-campus

" Education- o
2 : .

The respondents also indicated that there needs .to bde more curricular\and program
changes specificall& oriented toward the older, experienced student. A general .
question about the status of educational innovation at OregoﬂgreVealed that a i
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 mest 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 basig of our learning experiences during this project,

we recommend the féllowing steps: _ ' 4 ‘ B

P} H

1. ”Departmental and school encouragement for ‘continued development of credit
/7

.

T by portfolio efforts by individual faculty members -and by programs. More
*  experience with the procedures ‘and more experimentation will~be helpful.
. -In CSPA, it is likely that procedures can soon be worked out through

-initiative’ generated by CAEL activites, - ° ' <

.
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Follow~up communication and mutual support among.faculty members already

involved in prior learning assessment through CAEL including use of S
workshops, faculty newsletters, and public1ty for CAEL publications avail-
"able.in the Library : - .

- v -

Establish?ent of open numbered gourses entitled "Prior Learning y and )
inclusion of a short. indiv1dualized description on the trapscript.

Coordination and strengthening of existing offices for credit by examina-
tion,. course challenge, and life—long learning advising with credit by* ’

portfolio, Continued ?raining with such personnel #n portfolio work. - .

These, along with representatives from sponsored learning pro{:ams, COuld
form the core of a central office for experiential learning

Last and most important, the app01ntment by the University president of a
Vice-President for Continuing Education and Experiential Learning, charged
with review1ng needs, costs, procedures, and standards in both sponsored
and prior: learn1ng and implementing a coordinated educational program “for
‘fherﬂniversitzkd\\ecte: towards "hew learners". This person shsul\‘have
sufficient\s\aff support 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, *

-
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VII. Conclusions and Implications for Other Academic‘Institutions

+ Repeatedly in this project we have recognized,zhe importance of contékt and of
systems thinking as primary“elements in an operatio 1 model of development. The
.introduction of change into any comolex system is inherently diff1cult The systemic’
nature of higher education defines d multiplicity of funct10ns‘~ to discover and
promulgate new knovledge to a wide range of individuals whose needs vary from
satisfying casual curiosity to obtainin° highly technical professional preparation;
to serve as a quality control mechanism for learning in society, ascerta1n1ng and

certifying that individuals do indeed possess certain Kinds and levels of knowledge ~

.

and abllity, and to provide a catalyt1c st1mulation for the review and exploration .
of policies intended to improve :the quality of life in society. - These functions, and
others. require a multiplicity of actors involving many divBrse and frequently ' t
competing structures. Legislative committees boards of education, classroom
instructors--all are involved in varying degrees as structural entities in the ¢
creation and implementation of pollcv which affects nontraditional learners and
those,seeking_credit for experiential learning. ’

Given the real and perceived interdependence of rolzs‘and structural elements,
change in the function or behavior oﬁ‘one 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
implied in experiential learning, is to introduce afneed for change in 1nstitutiona1
roles which Will have repercussions throughout the educationai. system.. To the
extent that the ent1re system of norms and roles has beén 1nstitutiona11zed, each -
level of the four covered in this report acts as a self—reinforcing mechan1sm of its
o&n behavior and beoomes a part of the environment whfch has predictable, behavior—
limiting -and behavior—rewarding influences on e;ch other level. '

Consequently, the” strategy for, change must be.comprehensiVve and ha?e a h1gh

degree of patience. It needs to be based on knowledgable assesment of"authority

and behavioral. 11nks n the system. Jt needs to have a plan for,zemoving obstagles
and introducing change at each level and monitoring the tensions such action pro-
duées. It should have 3 mlan for limiting the tension buildup, and converting the
.energy created by such -a buildup into a positive force. It must also be comprehen~
..Sive in the sense of haVing a tactical continguency for each type of change—resistant ‘
behavjior. That is, some(change will not occur until a-* rational process of problem
solving has occurred,}r:ithin which. the availability of new knowledge isr essential.

In other instances, the introduction of new knowledge will have no impact hecause

the tyné*bf change resistance will evolve from an ego need rather than a%linformation

need In that case "a different response is needed, In all cases, recogn;tion of the

-

. . .
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. need for chahge should be internalized by kéy members of dominant structures if the

. -. - . N t - . .t ‘, - -
tension created is,to be a change sustaining force. This pra‘ect has identified
_some of the strategies and_ tactics for 4Ynstititutional development toward improVed o
experiential. learning. It has exemolified a number of ‘actions that can be taken

> .
At - 2

toward that end. ) . s .. ) _ N

4

As we have seen in this report, the Oregon experience has beenvauite extensive

- - ~
in sponsored programs, at least in CSPA, but quite recent and limited in the credit-

ing of prior learning. Yet even.oldexaprograWS”need”development and renewal. The

cvclical shift_Petween creative 1mprovement and routine or decline goes on. _The
*+ CAEL Operational’Models project has helped us define and undérstand our situation

) better-.and. has moved us significantly towaxd the goals outlined at the start. of this
—
report. “The major imoacts promising contin development have been toward relating

sponsored learning to a competence base 'in CSPA and toward developing a ﬁﬁdre 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 traditional university can demonstrate values and .

.Q\ try out procedures and with persistance can affect the whole institution. _ ’
. What usefulnéss might*fhis report have for others’ Every college or univer-
. . sity is different’ yet there are enough commonalities so that we can 1earn from each
other, Innovation in educatlon, as in other endeavors, 1s seldom original, “but
* ~ consists in the conjunction of two or more ideas that have existed before or in, .

applying an idea to a new context. In most instances imnovations are trqsferred

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’ nearly all aré feeling the pressures

of these times of declining enrollments, cost-consciousness by the trustees- and
public, and the shifting nature of’ the potential studeﬂt body. 'In summary of this
report, the following suggestions seem to apply to most universities: . ‘

o ) ;}. Study where the college or university or a selected unit w1thin the unive%~
sity stands on ‘the Jycle of ApathyrAwareness-Action—Assimilation, and 1dent1fy the
desired state and the forces moving toward and against it. Apply this analysis to .

‘ established programs as wel% as to new program possibilitles. For new programs it is

especially important to understand what is necessary in the .environment to achieve

. - —
-

acqbetance and legitimization..

L

2. TFor developmental Steps to be taken, most programs will require the buildinc

v

of"avareness of possibilities and the generation of knowledge and skills in selecte,
opinion ‘leaders. Such ac;iv#ties as the followihg are likely to be helpful: Trainir-
programs and workshops in “faculty deVeiopment such as those being promoted by CAEL,

surveys o§ student needs and faculty attitudes and perception of needs and discussions

LY
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" iential learning. in academic Institutions: ' ‘

‘with selected leaders. Co- '

‘3. Develop continuing support and communication networks within the university
and region through conferences, newsletters, common work .on projects and grant
applications. . Find "friends" of the idea onmsampus. Any new development is a
lonely process at the start and friiends can heIp. * Pay, attention to continuing

. ’
group maintenance needs, rewards. for persistence and new ideas, and student support. ,h

_i__—m~w——m~—4%—"ikﬂnﬂzﬁr”"ﬁaards a‘d’respect for standards by c{ear procedures for

. assessment, selection of judges and advisors whoe a@e experience& and respected on

campus, and a responsible and reepected administration. - ..
. 5. Analyze costs of programs and make sure ‘that they are*defrayed.according 73
lo expectations. In analyzing costs, one alse has to look at the other side of }
‘the ledger--at the benefits. Good will, student satisfaction and growth in self- )
understanding, increasg‘tenrollments, and more competent\graduates can result from

. -

experiential learning programs.
Kenneth Boulding (1973, p.21) has written about the problems of the guture in

a way that can,be analogously applied to cur_ concern for the development of;ﬁxper—
v k‘ B
The dangers. and difficulties of the present: timé are very great, ' .
- Nevertheless, the only unforgivable sin J1s despair, for that w1ll justify N
itself * Man is,very far from having exhausted the potential of his =~ * | =

extraordiﬁary nervous system. The troubles of] the Zg/b century are nou‘af‘ '
unlike those adolescence-—rapid growth beyond the ability’ of organizations .

to manage, uncontrollable emotion and a desperaté search for. identityn ..

* ‘Out of adolesceqﬁg' however, comes maturity in“which rapid physical growth .
. with all its attendant d1fficu1t1es comes to an énd, but in which growth ot
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 tovards it. = . - A

. 1 ) ‘e .l
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A?PENDIX A .
- - : .*' .
1. Generdl references: Those wishing to use organizational development methods,
as applied to_the development of sponsored and prior learning programs, are re-
ferred to such books as Bergquist and Phillips-(1975), the CAEL Faculty Development _
, materials (Knapp, 1976), and Johnson and® Johnson (1975). "The CAEL materials are -
particularly rélevant to developing assessment of such learning. The other books JU
* are more general but are related to program development; the exercises would have® ’

- to be ‘adapted to the- SPecial needs of the<institution. . '

’ -2

~

2. Group Session on esﬁablishing stages:

et

-

a. Explain the del: Apathy (Routine)-Awareness-Action—Assimttation.

- b. Ash'group to‘identify s%veral major components of the program under con— c
sideration (e.g. course challenge, field instruction) J - 77 ’ -
: « €. For each_component, ask individuals to answer first by themselves a set of
items 1ike the following regarding thefr unit of the university or college: - A
. - (1) Where would you locate yourself.qgn 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?
i . (3) Where would you locate faculty collgaguggz g . 7
» L . - -

) ‘Where would‘you locate administrators?
. . d. - Alternatively one can constr&ct a set of sentence completions, such as
. "Regarding giving credit for prior learning, I fear---" or "I believe-—-"

.~

e. After individuals have answered for themseres, they ‘can be asked to share —
with their neighbors arfd to clarify differences im responses. )

! - . , e -
Using this and other ways" and. general discussion, the goal is to arrive at
g description of here the program, or the component of the program is in
development. Ehe STP (Situation-Target-Planning) model (Bergquist and
Phillips, 1975) this/is the deScription of the situation. . It aims not -
only to get knowledges out in the open, but perceptions and feeling about -
. programs. Throughout this process it is often helpful to put brief state———‘
o~ ments or terms on the blackboard or odknevsprint taped to the walls so
) that all can see. . -

\ -
-z

3. . Goal and Rationale Clarification: » The above references can be of assistance . -

in developing exercises, . A needs survey of the group or campug can be conducted.

» JIn general discussion,:; the group can define the target or ideal state of affairs o
for the campus. Defining the opposite of the geal (the worst situation) is some~ _
times useful in clarifying both the present and potential state. - ) =

,ﬂ - . . A -
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4. Force Field ana ysis; * After identifying the current stage and situation and ’
the target, the group can discuss the forces moving for and against the Hg$eldpmenx ~

of the program, using discussion or brainstorming fist and then prioritizing the ‘
elements concerning which some movement might be accomplished. It is particularly’
useful to look toward minimizing negative forces. h

k1] .

¢

® el . ’ ’ . - ) . r

‘5. Proposal or plan:: g‘inhlly the group ma§ consider the means or strategy to-
implement the program, the varigus alternatives for moving from the present situ~:
ation'to the tayget. Proposals can also be brainstormed without judgment 'fixjst,

. 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 - T
‘describing the situgtion, in determining £he goals, in understanding. ttLe forces or
influences, and in determining the means for action. The breaking down of ghe /
process into its varlous components, however,*tends to help each member i e

group examine his or her beliefs and perceptions so<xewhat c:bjectively.
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_ - APPENDIX- B ,
. ) T
4 .. .1 -Forms Used in Sponsored Learning or Field Instruction '

1.. Student Application for Superiised Field Study iq Cohmuoity Service:,

.

2. &EEnc§mEvaluatiéh of Student Field Expef&enée v, N

3. Description of thg Responsibilities and Tasks of the Independehe Studies
Sponsor . '

4. Sponsor EVgluation of Independent Studies Student \///"/

————.

(Note: More complete descriptions of=<fhe various CSPA éield programs and their

assessment téchniquis can be obtained by writing to the authors of this report.)
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I S S et o - o o o %
" -

: (,f. . Sbh}. of Commmlty ‘Service ° . “ Date APF@I’!A’X B'— / .

< - - and-Public Affairs . ~ (Submit in duplicate to CSPA
Umver§1ty of Oregon s _ Field Secretary, 103 Hendrieks) g
i ) ' COMUNITY SERVICE MAJORS ‘ S o
Application for Supervised Field Study ) .
. (To: Be Made for Each Placement Request) ’ K -,
F:Leld placement is a full tlme (40 hour per week) commitment :anludlng agency oY
N Qﬁnvolvement ard Theory; ntegratinn, Any additional comuynents mu.,t T
ke negotiated:in ad ce mth the field ingtruoctor. : ‘
T N ) ' Female
Name g Birthdate / Sex Male
(Last) - (First) (Initial) - ' ,
Coe e . . o . SocialySecurity # ° \
Major Option: (CS). {sw) e ‘ - .
' . ’ When o you expect to graduate?
{ . . ¢
Focus Area: Corrections Other : L
. . _/
® . - B
Local Address =~ . ° ; . Telephone
' Permanent Address . ~ . P Telephone
- . , - r -
Name of Academic Advisor ] . Have you ¢ dlscussed the
. type of plaeement and when placement flﬁs into your academic program with *
s . ’ . Yyour academic advisor? Yes No If net, you should do
, vhis before completing your application.,
‘Field placement requested for (term) or - (term). -~
T (lst cho:,ce) . (end crgoice) : . _
"'\\ When can you take a place'nent outside L\lgene/ $pr§ngf1eld° R S +.,
Viould you be interested in tak:mg a 'six-month placement with pay" ‘
List past jobs or volunteer work done as well as other hobblos or 1ﬁtereéts' .
‘\';:///\,/.’ ° “
OO SR A S
. v 2 - .
(For Office Use Only) ) ) <
. « - . - . AN
“Senior-level placements: Field Study completed _ SR
: : : . ‘ (agency) -, : (term) _ 2, '
N ' ‘. Pield Study Waived ———
DL . (field instructor) . " (eredits) <. . ) C .

n~

pe , . .. b - '
Restrictinns: Driver's license. ~ & . Car avdiladle .Family, cormntme,nts

~ ., . - ¢

LAY e A,
N Employment - Courses } ’ > : Ot_lie_r

=~
* v ~owB . . . - . e
. . - ‘s

‘Referreg%‘bo’: ] - S - . " s Date
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. COMMUNTTY SERVICE MAJORS T -

v

Required Prerequisite Courses

. JV.J.I'D'.,i‘Ii Placement:' - : . .
CSPA 230 Field Observation
. CSpA 32j Stnategles eof Intervention'Il

~—

~
® b{ill you have corrpleted the above courses prlor to requested fleld placement"

Yes ) No

o w— s S

. Sendor Placement: ' 2 . . . - .

. .. Yes ., _ ..Ne

¥ ) * {

Junlor ~p1acement prereou1s1te courses

CSPA. 109 Superyised Field Study (JUID.OI‘ Level)

CSPA 411 Theory-Practice Irtegration . (
CSPA 324 Strategigs of Interventlon I

Wlll ysu have. co'npletod the above courses- .prior to requested field placement°

Please check your 1nterests regard:mg c11ents, methods and settings as listed
below. Check your top three prlorltles (indicate 1, 24 3).

- ' : = N ’ . ’ = -
Methods . . _Q}_lents -
Individual - - . 3 S 'Cohildr_én
i Group L . Adults . .
- N PR - . ~ Py \ ©
< . -Research tos - Elderly . ‘ .
———— - o T . i
. Py . R e , . . . - » , '
¢ .4 -Comminity Organisation . | No preference
. g . ‘\‘. . ) . * ,
b4 © . - [
. .. Program -Administration. . - , . .o
O ————— i . -
R N . . .
No preference ‘ '
S‘et ‘ngS ) ’ °, : R ® vy ) . P ‘"' 5 - ~ . R i
) * - . - - » -~ - - A y .‘ -
’ adoption - / R ,, »vocational . financial
“ ‘u . . .. .. . . . , o ‘ . N ' ! .
+ day care TN houwsing .- . - - abortlon,h family
. 5 . AR ETEEN .plannlng) S
- foster, substitute care . 1\ recreation '
) T : \’ . : - . protective
' .schovl problems ' . -~ RN et.?hnie eervmes, ” services ¢
, . L , minorities o ‘o
mental retardation — : o, - - erisis
. » X . ~ ~- . . legal . . . . _
physjcal handicaps - | o T e N volunteers. #v
’ " medical, health., ‘- - T
— comminity develdpnent - 7 : ‘ _ correctlons
e . mgntal health :
", plannlng social sernces il . ] otpsr (specstfy)
_— - - P I
Deslred agency' nr s*>e01f.Lc placement (.if you have one in m:md) v

,’M& A
, .

_ 50 N o i B “." ’ o




. Name of Stufent: K ) \l;\vate:

) PO . ) ... ..‘ N “.. . L : . .
- Agency: - - o Vo Supervisor:
EN . - . . ;4' ; ’ v . K
- QBrief Description of the Placement: ¢ . LT e e .
U TRg kN T T apammoar e

Please evaluate the st.‘udent in each of the following areas (l—Oqtstanding, 2-Good,
. 3= Needs a Little Improvement, 4~Needs ‘a Lot of Improvemont, 5«No Opportunit:y to
. Observe), Your comments will be especlally helpful.,,m

- - . e . . o ~

' > . Y . - .. ” ., -
- - - Lg

¢ - - “ o~ . -8 .

. ~V  a j . Rating ' Comments _ ° ¢ "
s o . ’ 1. " . .
1., Initdative & Creativity .

~ .| 2. Dependability & Résponsibilityl . o T

® i / N M o : [ s ) ' L Y
K i ' ( \ 1 Lo .
. - . L e : v - ) .
. \_\ ‘3, , Self-confidence S . L VR
R [T i P - D | IR o e
R e D+ — T < v N v Cos -
i B < < ’ - N PR e .« s ,
, 4. » Enthusiasm , . , - o

R T S F . oy .
- 2 R . . .7 / ] {w - A 4.1

5. Appearance : S ' . I I

S S,énsitiv'ity}i& Tact . . . St
« ¢ « .« ' ) '

—

) ' . . . . [y . R * . . 2

7. ‘Léadership,Ability R ' - ) R A o

N Ability to Wd‘rk with. Agency' . g T / T T T T
.Pexsennel ’ _ 1 : LA R s S Ve
. - - ~ .

" . = > —— s -+
« 19 ﬁ—Abili,ty to Use supérvi,sicfr;? B D RN W man IRETI
10. Ability to Organize & Carry L. . ’
e, ' Qut Tasks. '’ ) A o -

¢ - « ‘( . EEN . ] \£ = . \

s N R . » ‘ V;‘ (4 ﬁ‘u Ll ' A _ -

, 11. Ability to Relate to Clients ‘ A T ' .
on Individual Basis ) : . ( :

Y .
Yol , v *
. . - »
. .
.

L
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. e
. .
. g .
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. T Rating { Comments
12< Ability to Work with GCroups ¥ g L T
., . - ! '
¢ ‘_o . . ’ < ° . '-':ll « .
13. Ability to Undetstand Client ~ . . .
v ’ _’ Needs . .
\ (PR AR . . , » .
N 1 -'94" . T N ; :
14, Ability to Make‘Appropriate N . R s - ]
) Decisions Regarding Clients cr _ v
f 15..'Uederetends Broad Social - PR
. IssuesgRelated to Work of Pt e T ‘
.- Agency oo ) U . B s :
f R ) . - ' . ¢ . ’ > Lot ,.")_.' ;3'. , '.,-.
. Iﬁl.,.Ability to Evaluate Effect> . . iy - . ¥
: . ivenesé‘o Programs ‘ e SRR R
e l?: Ability to Write Necessary . SRR e N e
: . Reports, Case ‘Surmaries, Ete.}. ’ . . e ~
. . - i - il , x e 7 > 2 .
+ |18. Ability o Communicate® | . N . A
. _Orally to Indlviduals & -
w Groups °, . e MR ¢
: . ‘. g » T -
. > v ,::r - - - s
v .’-. - . . - - A' » - r——
v 19} Understands Work of Your T T T T e T
Ageney & Its Relationship . . Tapt ot tidp ke L ERD
. _to the Community A . T L
* ., - - - Toosmmmem - ! -
oo 120. Makes Good Use of Time ° ) U . . ;
Tl . L < P )
P P - [ . Rl CoL
Please also comment on the following. . R R P T?V. :

1.

-
¥

Was the student ad quately prepared and qualifieﬂ for this placement?

Al H

RO

:~n- Coge e e ot
4a . . o "
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" ° 7 'Agency EGaLuepion of Student Field Experiemnce - ;

Page 3 v : ~ .
L 4 ) ' . . 7‘( ) . . . \" . - . .'

|
| ;7 ; . ’ ‘ S : ¢ .
|

2, What further academic work and experience do you’thiﬁkxggg}) be most hélpful . '
in preparing “this student for a proﬁessional career? )
P LY - -

¥ . . . . .

_" . » . . “ % . , .

. - . . .
» .~ - . . -~
‘ L3
- v /

o3 Please make any other comments you feel would be useful to us in ,evaluation -
S of the student s performance in this placement. - - . . '

-
N N

ﬂl
s 4. X . N . * e
. .
.
. .
» . -~
& oy . . -
‘ v~ b4
N - .
. . . ' C
[ . ‘ . 3
» - > . (3] -
« . .
LAl ’ 4 - f . 4 -
~ . 3 - o . ,
. . .
«. 4, Did you discuss this evaluation with the student? Yes No .
. ‘ - - -
R, . . 4 [y
¢ ' ' ! ’ 4 N
» @ J-’ by ,
4 ’ > . » ' - _
-
>
N ¢ M . e * .
- 3
. ‘- - /(- ". N " -
v
. N .- ' o . ' ! T
- e o . , -
N
a Date: " ‘ . ‘Signed: .
N . 2 ¥ - - . e .
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‘ INDEPENDENT STUDIES, SPONSOR ‘ v
» RN o ’ ’ DL

?

. The role of ;Be Independent'Studaés féculiy or community'sponsor is that of an v

4
‘advogate, resource person, and advisor. The IS sponsof works cooperatively with the’
student in developing her/his Independent Studies program and helpg monitor and e "
assess the student's progress. A student who secures community sponsorship will
also-need a CSPA faculty sponsor to provide school and university linkage in .support-
~ing_the student's IS program. ) , . :
N = . ' =~ o N YA
[ . The major reséonsibifities of the IS sponsor are -toQ: . .
. - 1. assist in the development of the stud;nt's educgitional contract -
. 2. help monitor and assess the student's progress each term ’
T 3. meet periodically throughout the academic year with the’student and
: ‘CSPA's Indepéndent Studies committeg (or IS coordinator) )
, * "4, help the IS program unit personnel reggin‘timely information and eval-~ - .
' uations about its students ° . _ . . bl :
5. serve on the student's final review board and help assess the student's
.+ s " “completion of the Independent Studies Program, o . .
v * . :
S Specffic tasks related(toﬁdn Independent Studies sponsorship are &s follows: .
.. . 1. At the beginning of each term, the sponsor and student will develop’ . .
- . & quarterly plan of action. This/ﬁlan should serve as a working subset ¢°
P, ., of the educational contract, re*émphasiiing'the!gpals’ana objectives of .
;o0 the student's IS program. . T . e
b 24 The sponsor will write Zashort report each.texm for IS program personnel .
e This statement will idehtify-the hature. and quality of the student's work, :
PRI «. - and may include a list of classesﬁyi\a description of a student's proposed
. " - field placement. o . - i . . \
Lo 3. ,é}he,ma -wisﬁitd sponsor the atgaent‘for specil projects or selected
\ readings in a.given term(s) whereby the stfudent may recgive CSPA credit. -
.t ) *  Agreements cgncerning content, grade éptions, and other stipulations should
A be collectively developed and submitted in writing t5 the Independent Studies
+ . Office. ’ ] " . ‘ ) .
e . 4., The IS gporsor will meet throughout the gcaaem}c year with the s dent:anq‘
) IS comminfce to cxchang¢ information about the stuQent's progress. RN
v , . . N . - . v
) 5, The'9pousor*w}rl be engouragea to attend IS-scminars and ret;uaté. .
- ' 6~ S/he pust participate in thefdéVelopment'of the final product and assist
K . {in evaluating the student's program at thgwtimegﬂf’the,final oral review,
7. The IS sponsor will actively encourage the student to utilize pertiﬁqng ~
A -7 .univeiﬁity and community resources in her/his prografj. C .
N X ) - 8’ o .'..“4 )
L \)‘ . . , ”
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T Appendix
- Lo \SL-C\!SGR CVALUI.‘TION CF TilL. il N STU4I 3 STULENT 4.

4 - , - . .
o Nacie of Jtudent ' Date
- : Name of Sgonsor . -Depaytaent ;
- . i “s
. . Iudependent Studies Centract Title
v -, ilecase evaluate the student in the follouing manner, keepips in mind the
N '."oals, object‘ves, and fccus, of the students contract. J-~Cutstanding,
. ~ 2-Coud, -3-Neceds 'sotc lmprovement 4-Needs a lot of improvment, 5-No |
: - -0 portunity to observe. . .
. 3 ' 2 . *
. . . - . 9 . s
Co Initiative and Creativity q ' . SCILIENTS ™ - -
. —— ) . — S
- Degendability and Responsibility .
-5 ¢ R »,
RN - _Ability to utilize tesource - ‘ . ~
Sy N . -
; N materials ,and personnel for ;
‘v s . his/her IS~focus > : ’ o
' ubi‘lity to Gl;oam.ze and carry, p‘ut %asl... o ,
[ N [ LN 2
. Inteﬁrat:.on cf ucademlc pro°rarx “Uith fleld ‘work L
. - N ’ ) E
Develogment ‘of Zontract, Clrjcctives . . §
y ¢ T \ , .
3 < . N
skill Competence Development ’ . 1 , ; -
5 . - . . . - P . .
. . . . O A
Overall Progress jof Student © . e . Ty ‘
X . e s ,
Devcl’opment of 30mmunicat19n Skills " ) _—
Describe any alternatlons or ncw d'eveLOpm»nt from the original contract
) o: which you arec awarc--
- _ L]
How often, do you u;eet ith tms rarticular student? (\Z‘.heck onc and estimate
hou:s) .o woe : w )
£ \ g
) Weekly - " for_.___hrs. - _ Once Or tuice a term hrs,
Bi-uveckly = For hrs., B B S ) " L
"y ionthly .+ for hrs, * ‘ ' ' .
, . I.have not met witl this student to any sign:.fxcant degrec. Cite
. ' . reasons or explain) o . >
. . * -~ ) , o R ’ B - -
. . N - . i -« J-_' . - . _ A ‘cié . . . _
. Proposed date of Graduation . e o .
‘ § . - A . ) ’ . ‘e N . ‘):é, . s ¥ ) , .
. Sponsor's.3igndture ’ e L
- ) \ Q ‘ . - 'ﬁﬁ

B . .
. * ' '
A . - . .
« : N . ’ - _ BEPERY
ERIC s ' o
. - ‘ .
B . .
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Materials on Prior Learning and Conference
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e

. Instructions to Students for Cred;t by Portfoliq in Strategies.

of Intervention I.

3

Experiential Learning:

Program for the Conférence:

.for the Hiuman Services,"

.

"Compgtehcy’Based Education and

Current Practices, Programs and Issues

June. 9-11, 1976, Eugene, Oregon
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' -, T ‘ Y Appendix C 1
. ; Statement to Students: T B ) )
”/i - ., ' Obtaining Credit-byJ?ortfolio - ) \\,QJ
+ . R in .
. CSPA 323,- Strategies of Intérvention I-
' . 1976 )

-

~ " . «

Introduction: CSPA 323, Strategieg of Interventipn I is a’very important, 5 credit
course pormally required of all entering CSPA students. Strategies I, covers know-

ledges, skills and attitudes involved in working directly with)people, either ina

one-to-one .relationship or in small groups. Occasionqlly a .student- will have-had

'~ a great deal of experience in such work, perhaps in iﬁterviewing, counseling, and
facilitation of problem-solving and decision-miaking in groups. This experience may
have come from training programs, workéhops, or lengthy periods of work-in agencies:
supplemented by reading on one's own. "If this experience inyolved 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 experience covered all the activities and Tequirements presented
“in the Strategies I syllabus or outline, then the studen® may wish to consid

. obtaining credit by portfolio. All CSPA course requirements are content reqffre-
ments, 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
xilm:Lnstructor, read ‘the descriptive material on the class, and look over the ‘textbook
and readings carefully. . : .o 2 .
Distinction between Waiver and Wredit by Portfolio: Waivers may be given if the
studeng has already had sufficient study related to the-area making Sttategies I
redundant., . Generally walvers are granted only when, thE'student has' taken credited
course work such as interviewing and group dynamics, involving actual carrying out
of &ssigmments in the field. After discussion with his or her adviser, if the
student wants a‘waiver, s/he should obtain a waiver form in the Advising Office,
" £111 it out referring to courses taken ahd have it signed by the adviser, -who
will pass it along to the division chairperson for final approval. Waiversq&;e
rarely given beEause few courses®are similar enough to. Strategies I.

Credit by‘yortfolio is a relatively new development in CSPA. As described 7

below it is a Yengthier process than a waiver, . but it, léads’ to the granting of 5
credits, whereas a walver does not result in any credit.

-

General Conditicns for Gredit by Portfolio The student should begin discussions
with the instructor before signing up for the ‘class, but in no case later than two
. weeks after the class starts. It is oftenrdesirable for a gtudent to attend class
anyway for a few meetings to get a more 'complete idea of what. it ts about, even if
s/he_plans to take the Portfolio route from the begimning. It should be noted that
the student, in preparing for ‘the portfoelio, will need to examine his or her back-
ground and knowledge quite thoroyghly, a time-consuming but sometimes quite ™
rewarding experience. S/he cannot use in the portfolio any work or e perience for
which s/he has already réceived credit. In gaining a general. knowled e of portfolic
writing, the student wil} find thé CAEL Working Paper No. 7, "A Student Hindbook on
Preparing a Portfolio?for the Assessment’ of Prior Experientialeearning quite.
helpful' the handbook gives examples of portfolio work ‘elsewhere, whidh will of

. counse not be directly pplicable to ‘the .Strategies I situatioﬂ. .

-

S

" . The Portfolio: A’ ‘portfollio is a set of statements or documents showing the kind of

,work a persomrhas done. JArtists or architects often put together porffolios of
{:" orks, or diplomats\use the term to ‘refer to a, se; of documents. In ghis case, »
A l ) , , . P!

—

-

j(
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a portfolio will consist of three parts:

3

. - 1. A general statement about (a) why the student thinks s/he has already had

° . the relevant and equivalent learn1ng experience, (b) why it is important

' : “to receive credit by portfolio rather than sitting in on the course, ‘and
(c) what the student's career goals are. - ’

o

2.\ A list of relevant learning experiences (see examples below), along with
brief references to documents supporting each ‘of the “learning experiences.

. ' ) A Y ;;ﬁ‘(’
, 3.. A note saying thdt none of these experiences have been part of courses
for which credit has been given. ) , U .

. 4,. Documents suppprting the learning experiences. .
N - .

Usually it is a good 1dea to keep these statements, }ists, and documents in a,
‘ loose-leaf binder. ; ’ e

v _— 3

- Distinction between Simple Experience and Experiential Learning It is often hard
for students to separate experience, especlally & 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 whén a similar situation comes up. The experi-
ential learning we are concerned with must also be of college level, and in -this
particular instance of relevance to the particular course.

Possgible Learning;Experiences and Documentation The following items cover the
. inds of- learning expected in Strategies I, _each of'bhich might be supported by . | -
{ documents like the: examples given: . L

. >
- Fd v

A

" 1. Knowledgg leaLning, including ‘ c ' ‘

. ,f:. , ' a. General knowledge of concepfs in interpersonal relations,/ communication’
. and helping individuals and small groups. - . -
b, .Persqnal elopmént tovards a conceptual framework relevant to

working with ind1viduals‘and small _groups.
xperidnce; ,Independent read1ng of relevance, not connec/gd vinh 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,
papers writtert (or taking-the quiz given in class). :

‘2: Skill learning, including . ‘ ) - -
.., a. Development of ability to interview at an introductory level and -

' analysisof purposes and methods 8f intervieving in different . .
situations. ; . ' _ R \ _ . AN

b. 'Development of abllity to do observations of dyad% or.small groups.

L
'

. \<c, Development of ability to participate in and facilitate group activity- p
T ‘ both for accomplishing a task and developing satisfactibn and -
cohesiveness, skill 4in leading a group.

., . 83 B

B N
. .o -
+ . /
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. . . s
_§periences. Non-credited training, e.g. interviewing or group management
courses in an agency or business, interviewing on jobs or in volunteer ° -
work, especially if they involve consultdtion or supervision, observation— -
of self or others on videotape or directly, ‘group participation and
“facilitation, especially with leadership of orgaﬂized ggoup projectsi- -
s \ -
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 researth
projects, statements describing groups, reports on groups, group products,

»  letters from employers or others., - , ¥
. P ' ) s
3. Attitude andaAwareness Learning: ) e - ¥ o
. m*- ' . - - =

- kY

a. Increading appreciation and understanding of human relations and the
diversity of human needs and values, including.one & oWn.

‘e—__ b. Ability to empathize with clierfits and group members in different roles,

listed,

documentatio

.

without losing perspective on the whole situationm.

c. Sensitivity to ethical«aSpects/of-intervening tn the lives of others.

d., Understanding of oneself’in relationship to professional responsibili-
ties in the human services. .

% (Note: These statemen‘é are necessarily genera and long~term; -in the
course of one's past experience ome should look for growth along these
li;ﬁz; we do not expect peifection - yet!) - . .

. ﬁ&gerience: Many of those experiences listed earlier; experiences being

aclient or a minority group member in certain situations; some kinds of

acting experiences; reading and thought about relevant novels, clinical v

cases, etc.; reading about ethics and professional problems.
Documentation: Reports orﬁdeséfiptions of activities, experiences,
letters from superv1sors¢ahd others, bibliographies. - -

“ It is not expected that the student will present every last feature of dodumentation

but ‘?ch of the three major_areab of learning must be listed and given some.:
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 : ’ p - L

4’

v
© ‘ . y -
Initial discussion with. instructor befofe or shortly after registration\
Preliminary submission of general statement and list.of learning
,'experiences with intended documentation. .o . -
Decision by instructor as to possibility for granting credit and
additional documentation and requirements (Such as . taking quiz).

Final submigsion of full notebook including all documentatiqn (as soon
as possible, but at least before the ninth week of the term),

E 2




5. Interviev with the instructor and one additional faculty member ¢
>, no acquainted with Strategies I, including a reviev of the notebook. .

\ ., . £ . - . —
6—¢€redit ‘granted (and grade assigned, if requested).. If not passed,

student will-be given an Incompléte or a No-Pass' grade. If Incomplete, il
the student may re-do the portfolio or take the Qoirse. ’ i
}4 - . . -
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