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is needed in. the arcas of:

. The remainder of this paper is organized in the following way:

. v ,
4 o \ .
R | ' R ' "% v
’ EXTENDING EXPERIENCE-BASED EDUCATION: .
. ~ SOME ISSUES AND CONSIDERATIONS 2 .
SECTION I: ~ Introduction - N | . .

r < ' - ' . . c.
The Bducation and Work Program - of the Northwest Regional Educatlonal '
Laboratory (NWREL) agreed to prepare a policy outreach paper for the
Natignal .Institute of Educdtion (NIE)- to present information about

the posslblg.exten51on of Experience- ~Based Career Education to three
ppulations: glfted and talented" junlor hlgh students, adults and
teachers. In order to do so,'lt became obvious ‘that™ the broader -
issues of experiential learning 'apd experiential educatlon were cruc1al
to the-extension, This paper then, explores what is known and what

\ . o ‘ L —

. i
e 'E&periéntial learning ard exggrientiak education

.
*

" @ Extending EBCE to groups not cp;fently served by the program

Section‘II: A Recapitulation of the Pri51é§:;What the Experts

are Saying About Youth and Adults and About School

. and Work , ‘

VR . . . .

. Sectien III: The Nature of the Proposed Solutions -0
. - o SN )

. - -

1

-Section IV: Problems with the Solutions
L *

Section V: A Working Defxnltlon of Eaperzentlal Learnlng and
‘ _ . Experiential -Educatlon ' :

. X . -
B . - . : -
. . . .
“ .

Section VI: A Framework for Linking Research and Development

-
F

Section VIIz' Extending EBCE "o Three Populations

- . . . { - N Lo - ’ s
Section VIII; R Process Model .for Extending Research and
g ‘ Devefopment on Experience-Based Career Education

Section IXfl Conclusion | ‘ R ‘ _ \
- ¢ . : . .
. A .
Throughout . this paper, we have. attempted to present issues for NIE'sH.
consideration which we feel shquld seffect pollcy. This paper is not
intended to provide all the answeré Our intent 4% to explore some . -
of the problems and opportunities in a way that will provoke addltlonal ‘
quest;ons as well as a search for some answers. :
o - L} . .(
Finally, by presenting the research sections first, we are not 1mplylng
that extending EBCE is a secondary cons;ifration Both tasks are,

in our _opinion, of critical impoft to future directions for NIE. .

. \ i



\SECTION®II: A-Recapitulation of the Problém--Whit ‘the Experts Are

Saying About Youth and Adults amd About .Schoo] and Work

* About Youth. During the last flve years, experts from qgny fields

served on panels, cemmlse;ons and task forces devoted to the problems,
of the young in our socyety. Althou%t\iTe evidence they complled is,

by now, a familiar'story, it.is still dlstreselng !
L 4

~

Gen rally, the problems center around the 1nadequacy of the llnke

_between school and ﬂ%rk and the difficulties young people
experlence maklng ths tran81tlen from adolescence to adulthood.

\

For’ example - ' : . .

A ’ ’ ‘

The young are isolated from the adult world.
* . ' t ~ -
What .we are witn ssing is the "separation of the young from
the rest of saciZEy"—~an unhealthy situatioh at best
(Coleman 1974:80). At a time when young people and adults
should be learnlng from and about each other, the young !
are in school and the adults are at work. A related and

fcompoundlng problem is the separatlon of the young from

’/lfThe‘student role is passive.

f
/

/ - o . .

each- other accoxrding to age. S

The young are losing confidence in school.

More young people are in school than ever before (55 pereent'

of 18 year olds and 98.9 percént of 12-15 year olds in 192;3
(Martin 1976:4%). At the same time that our lawsrand
customs are keefing the young in school longer, experts
warn us that " (tWgre) is a general adolescent sense of
disconnection between self and school.... The result is

a sizeable loss of confidence in schoolinq‘ameng the

young" (Coleman 1974:88). Not onl then, are the young
lsolated but. they also lack confi ce in the institution

to whlch they have been sent for. their 1solat10n.
»
i w

The‘student role is fragmented;

-

. ‘!
Along with the disconnection between self and school, the
young in their role as studentg experience a "repetitive
round of movement from one expert to another" (81). "In
their 1solated and separate world of school, the ycung
are dependent on spetialized teachers who know little
about the students as dndividuals"” (Ibid). N

-

According'to a 1972 study, the student role is, for the
most part, a passive one (Boocock 1972 in Coleman 1974).

~



- ) ‘ , R
; du=§xjmdry method: of instruction in th; classroom makgb
crmation assimilation the Sominant 1earn1ng pattern for

the yoihg (Coleman 1976). * There is dlttle that is active )
’, \ . ‘about taking in information. ’ ’ . -

’

. ) Adudts,, as well as the ygung, lack confidenoé in the schools.'

. P 13 .

. o \ Not only are we 1solat1ng the young for more yeaxs in
Y difstitutions they aren't sure of and wQere the}r role is both
L ' fragmented and passive, we ag aduwlts aren't sure the schools,

' particularly secondary schools, can handle the job. The
legitimacy of schools is "being questioned and the ability of
the schools to réspondyto socigty's demands is dwindling.

"Part of the‘Rpoblem of legitimacy and resilience (of schools)

J - i¢ that through long accretion of actiyities and respons;bllltles

" and. the assuming.af new burdens at a rzpid pace in recent:

_ . . ‘ ! decadés, the institutions of American secondary and higher

- education have taken on a great deal of responéibility and

' ' work"” (Coleman 1874:90).%, Taxpayers and teachers, according

to and in addition to the %xperts are .npbw questioning the |

| ’ school's ability to assume 'such a larde share of responsxblllty

for educatlng the young (Ibid). .

</

£

. ®  The schools don't‘and can't teach all thei?oung need to know.

A s : " échoolg structures are deSLgned-wholly for self- development
' partlcularly the acqu151tlon of ‘cogpitive_skills and of
knowledger. ... (Schools) do not provide extensive ,opportunity
. for managing oné‘s:affairs; they 'seldom encourage intense
- ’ ' concentration on af%ingle activity, and they are inappropriate
- settings for nearly all objectives involving responsibilities
. ©  that affect others" (Coleman 1974:146). One can reasonably
o _say that the schools should *hot. be expected to proilde thqes
r experiences for the young; in the not too distant past,
hoquer, we. did expect 311 this and more from schools,
particularly from the coNprehensive high school:’
. - ;- L :
& In additxon to problems centering around the schoogs, the young are *
havxng a tough time connecting with the other institution that ‘pervades

' our lives--work. Some of these‘compoundgda difficulties deserve to

be - mentioned. ‘ .. - ‘ ' -0
e It's hard to find a job. o
/ , . / ’
» & In spite of the confus;on surrouxglng the collectldn and
lnterpretatlon of youth unemploymént: statistics, we know

that "in any particular month between a million-and-a- half
‘ : ‘\ and two million teenagers are looklng for work and unable
' : o to find it" (wirtz 1975:22). 1In any given year, about
half of all those out of work are teenagers. Although

\ N - :




N

~

the number of young people finding jobs ha¥ been incressing,
a rate of 20 percent unemployment for youth who want to work
" - : : - '¥s dangerously high. ) .
-
e Young geople who choo%e education leading towaga‘a'qgecific
career aren't necessarlly getting the jobs they were trained
for.

) The most well- nown ekample is the number of recently trained

teachers who cdn't f£ind work in their field. ' We may question

. . : the approprlateness_cf such traihing and/or the job market,
‘ but we canmet question the problem lack ©of jobs in on&'s

KA C field creates for young, weil—trained job seekers.
) e We're better educated ahd our lpbs may not use what we've )
~ . learned. 4. . . b

By 1990, }ifteen out of ecvery sixteen qersons will have

: more than an elementary s¢hool education; one of every four .
will have a college degree (Wirtz 1975:29).. "But we are
developing more highly edhcat d people faster than we are '
creating jobs tha® traditiona ly reguired this much education"
{(96).  If we continue to view work as the place where we

_use our education--and get rewarded accordingly--we may be

in for same disappointments. It may take more education to

get a job; -it may not take as much to do ity : ~

e Picking a career may be as hard as getting a job:.’

. Coleman reperts that "subjects in one recent lasge-scale
\ survey considered vocation-related decisions their most
! : critical task"™ (Cbleﬁan'1974:lo3).‘ Although changes in
. career plans and choices occur periodigally throughout
‘ ' adult years,*youth become concerned about the topic as
’ ' early &s age 12. with a1l the unccrtalnty about employment
and the probleme\the young are encounterlng in school, t
~it's no wonder they worry!
e
. - ~ * A “~ .
: Before we turn to some of the prqQposed solutions to these problems
X . ' {and, more spec1f1cally, to some of the problems inherent in they
' , solutions}), we would like to look brlefly at what the experts are -

finding out about adults .in relation to their majoxr stltutlop——work.

»”
4

Ahout Adults. MWhile some analysts are writing abopt the problems of
» youth with school and work,épthers are focusimg théir attentign on «
what is happening. with and to adults at work*as well assin retirement.

The following will sexrve to illustrate the kinds of work-related -
problems adults are experiencing or can expect to expellence in their
leetxmes s : l .
™ . ‘ s : . ; *
? . h - - "‘
. r—L ; : o L Y ,
_ - | :
n ‘ o ‘
A i \

~
.
-




e Many adults can't find work.

‘This problem had touched too many lives. "For some, trying to
find work has become a job in itself. To cite‘some.dot too
recent but compelling numbers, "In 1974 some 8 million- persons
. drew unemploym%nt berefits--a fourth of them for fiftgen weeks
or longer; 1.9 million exhdusted th%ir benefits without finding
employment™ (Wirtz 1975:115). "The- unembloyment‘fiqures are
"based on those who are actively looking for work; we don't
really knogfhow many gave up. ¢

’ . . . -

e - Adylts must be prepared to change jgbs and careers.
ThéfDepartment of Labor estimated in 1975 that a t&énty~
year old man would change jobs six.or seven times in his ,[
working life.. That aleone might be manageable; information
from the Bureau of Census makes it mqgi problematic by )
suggestlng "that this same man will--on the average--make "
one or two shifts...in majcr'occupatlonal groupings, one
. - @ of which will requlre further educatlon or tralneng

- R , (Wirtz 1975:108). ‘Exit, gntry and ré- entry problems for

~ N ‘working wamen who are also raising a.family.add another

. dimension to _the jissue of jobs and career shifts.

N . S . . A\ ¥

‘Seme:jdb and‘carqer changes %ill be initiated by the worker;--

some will not. "There is...the :i:;ificantly increased

Id

prospect now that people ‘will move h the course of their
. work careers from one type of jo © another -largely because
. . somE\types of jobs are expanding and others diminishing"
{93). In sum, we had better be prepared for change.
'« ‘@  Work-isn't'what it used to be. .
L 8 ' » : ‘ . Va
It is less physical and takes less of our lifetime. Machines
~ do much of the physical ‘labor workers used to do, thereby .
" ' changing the nature of the work requirements. At the same
time, adults go to scho&l longer, work fewer hours in a year,x
ot retire earlier and live longer. “The net of it is that work

takes less than Half as much of a iiﬁgé% waking hours as it

did a century ago and gives us more t

for- other yses" (Wirtz 1975:97). Obwiously, this does not

in itself.constitute a problem. Figuring out what to do ‘with

our . time--both on the three—day weekends!and in thexﬁo or 30 .
.o years after retlrement——ls a problem. :

i
t / e &

For adults 'who find work and 'who en&ure the job and.career changes
described above, there is a p0551b111ty that they may not end ap
satisfied with their work; which leada us to the next problem

,
! ;4 :

: \

. .

n twice the opportunity



- e - Not all workers are happy of satisfied with what they are

d01ng B . . ‘

. —
. ' + : A

When- Work in America was published, the notien of worker
satisfaction was . dramatically and effectlvely shattered. -
- o Jﬁmes 0! Toole, Chairman of the HEW Task Force responsible .
for the study, has since written numerous art;cles and .
. { books which shed more light on the topic. He tells us that
. “\ what workers want, "as more than 100 studies in the past,
20 years show, is to become .masters of their immediate
) environments: and to feel that their work and they themselves
: are: 1ﬁportant—-the twin lngredients of self-esteem” . -
; ' (Work in America 1973 :d3). ¢ '

- ‘ ’ . © Viewing wofk as a saurcé of Self—esteem presents prcblems
" . fof many. gotlng again from Work in Ameritd, "Dull, repetitive,
. seemingly meanlngless tasks, offering little challenge or
. . auteonom are causing discontent among workers at all
N occupatlonal levels" (xv). - : o

-

)

\

Conclusion. Just as the young Qéve problems w1th .school,’ addits have
problems with work. It is ‘obvious that two of the most powerful and -«
- . * pervasive institations’ in our’ lives, 7as currently operatlng, are not
sufficient to respond to these problems. What, then, do the experts
propose we. do? .

. e
- - . - . .

e
.
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S « SECTION I1I: The Nature of the Proposed Solutions |

\}
A careful reading of the many solutions proposed by the experts .

N leads us to the general conclusion thét we must:’

$
® Rqstructure educat;on so that'‘it no longer is llmlﬁed to

one institution (sghool) b4t also includes access to and’
provision for other institutions, work being the most -
frequent y mentloned :

A

- - - v
e Restructure work so that workers can experience more and &
+ better learning poth on the job and through our traditional

.place of. learning, school.

At the same time that this exchange between dominant - institutions >

would take place, a number of changes would go on in .school and work

places to insure that we do not trade one set of problems for the ' -
other. In both the exchange and the changes we find referehce to

what could be termed a key to a successful education-work relationship

for young people and adults The experts use various terms for it

(more on this shortly), but' we shall call it exper1ent1al leagning. ‘ '

Experiential learning is what the ef&perts believe young peopl Qill
’ . get when they spend time with adults at work; it is that which will _

‘ help workers-satisfy their need to learn on the job; it offers a . .
new way of organizing short-term and long-term off-the-job educatlona}
experiences for adults as well as for young people through the

- ‘ restructuring of postsecondary institutions. Experlentlal learning
is clearly the "missing piece” that will help the young cpnnect with

\ T - the adult world and help, adu&és connect saccessfully with work, or ot
' simply help them get work. We are not suggesting that experlentlal_ ’
S learning is the only proposed solution; we are suggesting that it

appears inm the recommendations, either- implicitly or explicitly,

often enough to warrant our further ConSIderatlon A few illustrations

will serve to hlghllght tilis. ' \
\ ‘In Youth: Transition to Adulthood the Coléman Panel developed eight

' - proposals, seven of which advocate nonschool institutional structures -

in which young people would hold a role other than that of studerit.
- The Panel describes 6}115 role as follows:

"This different role lnvolves elther responsibility for
(the young person's) welfare,.or responsibility for
others' welfare; it involves orientation to productive '
and - responsible tasks; where it involves learning it is . ) . . -
~ ‘learning through action and experience, not by being ' S
fJ. taught" (Coleman 1974:146). (Emphasis added.)

- The Education of Adolescents, the Martin Panel report which followed -
the Coleman refort., inc¢ludes 11 major recommendations and numerous




)‘ .
- ) " e

in-text recommendations. In abbsfviated form, the 11 major
recommendations are: . ) '

~

. 1. Replace comprehgnsive high schools*w1th compr ehensjive

educatlan )
2. Start\part1c1patory education Frograms for adolescents
« . - and aéults in the arts, careers and govexnment - iy

3. Establish‘small,‘part-timeJ short-term flexible schools

- L)

. ) v ‘
4. Lower compulsory dally' attendance

5. Reemphas;ze the basic rolngé the hlgh school, i.e., the
‘educatlon of the lntellegt ; o

”

6. Establish a community guidance center - .

~ 9. Considel‘the above as working hygotheses to be tested
8. Include adolescents and adults in plannlng and rev1ew1ng
educatjonal change programs \
I o
9. Conduct research to prov1de LEAs with Ahe technical help
needed for change programs :
"10. Provide’ fedexral support and state review in planning and
evaluating programs - e ¥ . .
© 11, Prov1de federal support for a "national recrultment
training and technical support program for operatlonal -
. planning teams at the local level" (Martin 1976:10-19). .
. In Martin‘s‘preface to the report, he identifies as an essential .

feature of the report "the conviction that the high school. has
become Qverburdened and should share its responsibilities for youth
with other agencies. in ‘the community, so that instructidh and
educational expetiences can be provmded‘?;ﬂ? in the sehool ‘and
outside the school in the community itse §V111) when the Panel

dlscusses how the young should be integrated into the larger . - .

communlty, "a wide variety of out-of~-school or 'experlence~based ‘
learning ogyortunltles " is the recommendation (52). (Emphasdis .
\

added. ) _ . - : ‘ ‘:

L]

In The Boundless Resource, the Wirtz Council, committed to the ‘idea
of bringing edugation and work cldser together through collaborative
prbcesses, recommends the creatian of Education-Work Councils.

Their purpose, broadly stated, would be to "ferry people and ideas
across the gap between education and employment and at the same time

¥

L -
(\J



wlnfuse the coming-of-age process-wtth‘knowledqe and exper&ende‘» Coa
- ‘available from the broader edmmun ity (Wirt% 1975:65), (Enphasis . .
gdded.) - ilthough the focus here. is- on!admanlstratlve/proces5es, R Y R

‘: st11l_§ Ehraseelooklng for its sg@plfgp contént" (2). (Emphésxs adied y ;-;&“J
R . » RE R ‘ . R

-part of the search for a better quallty of Tife 1nvolves f;nding ways 3
.educatlon can be made more relévant to the .work world anﬁ at .the same .

. liberal ond teq@hical learning therehy forming -an alternative career .
‘education médel, one which ropeans call.the “learning §oc1ety.

T * -
+ . r . \ .
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the' Counc11 notes that “some previous. efforts to bridge the educatlan—

. Wwork gap- have’ not ﬁemonstrated that we know how to produce the- = " % X

outcomes we | seek " More- spec1f1cally, “Experlentlal Iearnlng is C {\‘ Loy

-
. R < n

In Workﬁiﬁuarnlng, -and the Amerlcan Futurey D Toole embhaslzes that C .. e

time avold becqmlng a "passive ‘handmaiden of lndustry or\the ‘eeconomy”
(0" Toole 1977:xii). One alternative propgsed. by 0'Toole wauld fuse'

To aghieve thls, O'Toole 1i the following goals as proposed by the
European spokespersons for th& model (Gass, Bécker, Husen{\
. .

® "the ;ntegratlon of educatlonb‘work*dhd léhsuré"
e the integration of t ecryjand practlce, of llberal apd , i .
technical educdtion . . ' -
* - : ~ .‘ ) . > [;
. f‘the integration of social élassgs in education and at , N
" work . o L ( - .
e an emphasis on continuing _educatlion or lifelong Alearning b
" . 1 T e . | col e
e - an emphasis on edgcatlon for leisure: as well as for . ,
work - . : ‘o . -
. _ ‘ ‘ A , LS v ‘?\“ . ‘\ l -
e ‘'preparation of youth for the yorld of “work ‘acquired -throug?x'
actual. work experience ' ! .
N a deemphasis on educational credentialism
- a focus on leaxnlng and individual growth as the goals
of life , . : VAl
« « " ! .
. - an emphasis on school as a joyous place where one learns . -
to learn | . - : —
e the integraﬁion of age groups" (139)
In support of the goals of the learningjsociety, b'Toole presénts. o
'in some detail the ideas of Dewey and Whitehead "that education ) i 3 .
should be based on experience or self-discovery" (141). FEuropean | &
“legal training is given as an example of an existing model "of a ] ‘ )
‘"practical-liberal, theoretical-applied, vocational-liberal"” form N
of career educatien (145). Again, in ;hls model, the method of
learning is described as experlentlal ' . \ _—
» ~\ N - ‘ ' . . . ) v t.\,
. v » 9



‘an lmportant fbsponse te’the{probiems cf*youné peqple descr;bed eerlle:
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.-"E%perienée—Based.Caréer Edﬁeation—-A Néedéd Reeponse _‘ o ’
b} T -~ -
.. v -, ’ T
Experlence Baséd-ﬁareer Educatlon (EBCE) ¢an certalnly be c;ted as | .

experlentlal learn1ng.\ It has, then,‘adéressed ‘the .nedds and employed .
the_methods generally advoeeted by the¢ experts. Altheu’
unnecessary td develop a "ease“ for EBCE as fart of this decumenk we

.believe’ It is dmpor'tant to recggnize both the. focus and the

accompllgﬁments of this ong01ng development effort. : .

- ‘e Py e, . L

ConcluSAQn A xev;ew of some of’ the key 11terature ‘én the\problems

‘pf~young people” and adults in-school and at work and an analy31e of

- have sxgnlficance for . exgerlence:iised educatlen in general and for

the proppsals offered leads‘Us\go conclude that there is a common’.

th un&erlylng improving.the ‘'eduacation-work relatlonshlg That’

tfieme are calling experiential learnxng.f We believe EECE represents
one.of tﬁé most subseéntla; and thorough efforts to date to promote ™
exper;entlal learnlng’ Howeverf although there may be. agreement

that experlentlal legrning is a critical compopent of any edncatlan-

_work pregram--and llkely to qgain 1n;prom1nence in the po;lcy‘ . -

vacabulary-—there are problems w1th the tesrm. . ;

L -

-In the next 'section of ‘this documeﬁt we descrlbe some of the problems

identified by experiential -learnihg advocates~whxch we belleve‘may

-

I ;

#



o o -,SECTIO'N IV: Problems With the Solutions -, S
e Like *justice® and “freedom," "experiential learhing" is ‘a .phrase |
A most people do not question. "As.we explore the phrase fugther,
<L however 4 we £ind confusxng and contradictéry definitions of-what’
‘ C it means, concern over the lack of evidenceshat it works, and .
' -reveallng statements like “that of Wirtz cited earlier: “Experlentlal
e ' , learnzng is still a.phrase looking “for. its spec1f1c ‘content" o *_»J,
.. (Wirtz 1975: 2) e : B T
o « Fecent llterature doEE, however, contain some deflnltlons of
- -~)“ _ ;xperlentlal learning.* Some examples are. presented hexe to illustrate
. the ganfusion surroundlng what is connoted by and attr;butable to
the pﬁrase “experlentlal 1earn1ng "

4{ AT Deflnlﬁ;on 1: learnlng which occurs prior to enrolling in ‘
R | ' ~school ¥or which credit may or may not be given and which
' T : -yvas conducted w1thout prior drrangement with an instructor..
' : variations of this def;nxtlon appear in the work of Sexton

-
N

e . . and Ungerer (1975); Arnold (no date)

Deflnltlon 2: learnlng through actlng, part of whlch involves.
) experlences or obseralng the consequences of actlon (Coleman
N ‘1976: :50h. . v _
- g o Deflnltlon 3: 1learning ffom experience in the work world; '
' relating learning in schoor*fo the work world; relating experience
-fJ to .the need- for more knowledge and theory~ may pronde edit
(Venn 1976: 78). .

e Definitlon 4: "The phrase 'experieritial learning' is redundant.

. , Most of us would never say 'wet water' or ‘Physical sex,' bu
o we seem very comfortable discussing experlentlal learning t 1tly
(Y ] . ’acknowledglng that there is some other kind. There 1sij££ :
) - ‘.(Lgons 1972:21 as cited in Sexton and Ungerer 1975:5). .

\
‘ ‘ - The first\defin;tion described the circumstances.in which learning
_ occurs; the sécond déflnxt;on describes a process by which somefhing:
s . | is learned; the third is largely contextual:; and the fourth (included
: ' here only to Lllustx&te the range of opinions) says that all learnlng
" . 1s‘exper1ential' Although these particular authors alert “the reader o

*We recognize' that more‘work needs-to be done on definitions. A more

systemdtic approach to defining experlentzal learning @nd experiential
education is part of the work proposed in the NWREL Education and Work

" 5-Year Elan. A &

l?
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~to thelr meanlng of experlentlal learplng, others use the term

. thh02§a§ef1nitlone "Still others employ synenyms—-action learning,

exper -based learning, work-experlence learnlng, partxcxpatﬁry
learnlng, self-dlrecteé lparnzng and the famlllar le%rnlng by dolng.

-

.

'

The vocabulary and the meanlngs became even harder to decipher when -

" the -phiase "experiential education” is introduced. Consider the

followlng deflnltlon from Sexton and Ungerer

“B xperientlal educatlon we mean ltarning activities outs1d§
-the normal classroom environment, the dbjectives,of which _
are planned and articulated prior to undertaking the~ .
experience, 1nvolv1ng activity that is meanlngful and real

and on the same level as that of other nonstudents in the

. same nonclassroom environmen and. in which the learner

has the assistance of another_"rsoh_(most cften a faculty
advisor) in expanding the learning as much .as possible that

. takes place in nonclassroom settings" (Sexton and_Ungerem\

1975:1). - : | = _ A

/ _
Although it is unreallstlc and. eVen‘\E%lse o expect deflnltlons to
remairn the game from author to -author, it woula appear that the

degree of variation in the definitions ‘Preésented above indicates |,
more than semantic differences. For lnstance, the first defznltyé

.states that experiential learnlng occurs prior to énrolling in
school the-second hds neo reference to ‘locatiom leading one to
believe experiential learnlng can occur- in gny environment; and
the third implies that experzentlal learning goes .on in the work '
place while the learner is ‘enrolled in school. These. variations °

. can beeome a major problem when schoolfpeople, students, workers,

program developers, administrators and a host of/others begin to .
melement "experlentxal learnxng," "experiential education" or
any of the synonyms. . R - , ‘

} .
Apart. from differéhces in what is ﬁeant‘by experiential learning
and experiential education, the authors are the first to acknowledge
other problems with experiential learning. and/or(experlentlal
@ducation. For example: y ‘ ~«'ﬁﬁ?A‘Nﬁ
6'; Experiential education lacks an adequate conceptual“
framework; the work in this area is of limited quaLity
and slim quantlty {Sexton_and Ungerer 1975)

) _'Research on the educationml value of experlential
» education is limited to'a few studies and "surprisingly.
few of these come directly irom the (profession)" ¢(Ibid).

SN B )
.® The literatuge on experlential education is ncncrltlcal
. and nonevaluative (Ibld) . L

LY

[}
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‘(Arnold ne date} N : : T S

- educational community and whick is not. . Ironically,
“adyocates qQf experiential education in search of a

. . .- . N . ‘ . . : A o «\
Experlentlal lgarnlng (defined here as learnlng prlor to . , 'ﬁvi
enrolling in school)flacks proper guldance from 1nstructers, . N "
there's no . real means of evaluatlng what wqe iea;ned‘
Actien—learning, although we11~recammended ‘is not well
documented ‘in texrms of results; “..‘there have been only-

a few comprehensive studies of action-learnlng programs . £‘& . )
‘and these have-produced little evidence .that action- | o ' jf
'1earn1ng as so - far done what i’s claimed for 1t" (Graham S -
©1974:87 in Venn lQ?GY’ : 3 e
' . . { '
Y ] ' - -
Haste and. lack of conceptualiZation can lead to student - .

diéappoin%ment'atnthe lack of a,rationale for experiential

learning, or assessment practices and not integrating ™
experlentlal lea;nxng with classroom experiences (Knapp 1976).

[}

Concerning work experiehce,'it_would be helpful, Coleman
nétes, if the data on its eéffectiveness were as strong as
the conflicting opinions about its value for yeung.geople
(Coleman 1974: ma) - . . 7 b

N\

Sekton and Ungerer, in addition to their own critique, . "
c1te'§1§ney Hoék s concern with the misinterpretation of ’

- Dewey. beq we are to .avoid-equating all experience w1th -t

education (a fateful. mlstaﬁe according: to Hook), we must
determine "which learning is to be emphasized by the

4

conceptual base have tended ta aveid this question® . : il
which has led to the vague notion that all doing is learnlng . '
(Hook in Sexton and Ungerer 19?5 : 20~ 21) ‘ L

l
L] ]

anallx, a recent paper by Harry Silberman (1977) cites
five arguments that have been used agalnst work experlence.
Very brlefly, tggse a¥e: ’

e The job shertég& argument--too much attention is
being paid. to the "supply" side of the job market
and not enough tq the "demand" side

e The non-problem argument--youth isolation is not a ‘ | - —
problem; sociallzatlon value of work.experignce 1is
overestimated , »:
e The big brother argument--work .experience programs.
» are too paternalistic N .
e The spoiled child argument--work experience advocages
- ' are too soft bn the young

¥
1 .

e The high~cost argument--the hldden costs make work
experience too expénsive
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;All of the above criticisms either eome from cc are addressed by

Ag_;n~«Some Conslderatlen of f:BECE . ',

advocates -of - experlentlal learnlng,‘ In short, we. need npt tprn to .
the opponents to xdentlfy the problems. e 3 ,

" . . A\_~ . NG L ] .

‘. - AN

o
5 H

-

Although we believe that many ‘of the griticisms e;ted .above describe

considerably more dtﬁggtlen than they have received to date, it is

‘ 1mportant~to note that the wora-asSoc1ated with EBCE should be .

viewed ag a large step in correetlng or allevxatlng some of these
er1t1c1sm '

¢ . r

<

FI¥st, results of ESCE programs i terms of st omt outcome are '
- well-documented. Second, the developers .and managers of EB?EFQ%EEEQ@S

have gone to great lengths to determine what klndé'of learnlng o)
emph351ze and what kinds of structure to provide. And flnally, we
believe the research and extension 1ssues raised 4in this paper would,

S if addressed,  strengthen not only EBCE, but’ also -the experlentlal
.learnlng/educatlon field in general. -k | , s

Conclusion.  One of the crltlcal cempnnents of the solutlens proposed

by those, whe “have studied the education~work relatlonshlp is some

- form of experlentlal learnln This phrase and its synonyms have not

reached a point where a gene lly accepted definition exists.

' Moreover, there is confusion over the differences between experiential
learning and 'experiential -education. The advocates as well as the ‘

critics find fault with the research, lmplementatxon and measurement
(to name ‘three areas) associated with both experiential learning- and
experiential educatlon. In spite of these problems, it is clear. .
that ‘opportupities for learning for the young can no longer be limited
to school and that adults can, not be denied-the satisfaction of -
continued learning both on the. job and through educational
institutions. What is warramt we believe, is a concerted effort °
to expand and strengthen the r:&r’ch base on the experiential learning
process and on experiential education programs at the same time that
development of experience-based learning programs contlnues. To

assist in deflnlng what such a research effort might consist of, we
have ,selected working definitions of experiential learning and .
experiential education, identified same ‘possible areas for research \J
and presented a model for blending research and development through
the extension of EBCE. :
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e v \ o .
' SECTION.V: A work1nngef1n1t1on of‘ExperxentlaJ Learn1ng and - o

o S + . Experiential Educatxon . . . ‘
. s : -~ S ' - - .
. 'f » In our Nlew, experiential. learnlng is a Bgocess wh;ch eccurs: mast o
) E frequently iRn. an. e&perlentlal educatldh coritext. help clar;fy ._;‘2
,."~ the distinctions, we are presenting definitions of.bAth the . R
" experiential’learning process {from’ Coleman} and exgerlentlal .
N - education context (from Sexton and Ungerer) e e T A w
. - | | ;o Coaa Ny
) -'Experiential Learniﬁg s - v g N

4 BN

In the NWREL Education and Work 5-Year Plan, we used Golgman s deflnltlcn
of experiential learning in our discussion of the need for nesearch
oni the impact of such learning. We remaln convinced that Goleman's
. definition is both thoughtfu;7and useful. . Since this definition is
lmportant to the research and development quest;cns raised in a later
_ ection of thls paper; we have incljded it in some detail here.
L G N |
. Coleman compares two patterns of 1earn1ng, ‘each of whlch is implied.
7~&\;\\' in a different theory of 1nstructlon. The two pattetns are: (\

e .«

- v 3 ’ .
' Information-Assimllation: “Learning...thraugh instruction,
-in which information or knowledge is transmitted from an.
‘instructor to the learner™;<and , .
e Experiential Learning: “Learning...through acting, and then
experiencing or ohserV1ng the consequences of action" - - §
(Coleman 1976:50) . '

N : ! : . i

‘& 4 From the.pers ctive of the learner, the four steps 1nva1v¢d in each
. A pattern aEE,K?iam Coleman 1976): ' : ‘ ; .
. a e ' . . f
2 , ) . 5\. . R <t . { . .
ST A « Experiential Learning  " . Information Assimilation
“ ‘." ’ « « T i ‘ . s T - T N
- _l e 1. Acting and seeing the I. Réceiving infcrmati¢n
., effects of the action . ‘ o }-
. : 2. Undersﬁanding these 2. Assimilating a9330r§anizing
'~ effects in a particular info ion "sO that: the
- instance - . . ) generadl Ninciple i ' p-
: , ,understood\"
~ -7 r . .
. 3. Generalizing; understand- 3. Inferring a dcu “
) ing the general principle "appllcatlon fromlth general !
"under which the partlcular - brinciple’ :
/ f 1nstance falls ‘ \
4. Application “"through 4. Moving "from the co l1t1ve and -
aetion in a new circum- - . the symbol~p 3351gg sphere
- stance within the range . to' the sphere action"
P _ of generalization” :




Each pattern is descrlbed further in terms of key propertleeA

- - pres ented here in chart fonnq 1 -
. ¢ . . . . - cos e ‘\ . ‘ - . ) <
Do R A T ' Experieﬁtialﬂf o - & Information ‘
ST . . Key Properties’. . . ' Learning Pattern © Asgimilation Pattern _
-y .". E ] R R .‘F“f N
4 Seurce'of metivation - Intrinsic . e Extrinsic_ o T

[ A, L . : % ' :
. . .. L K . . . -

. ) Dependence on symbollc Light; sometlmes not Very heavy . . ‘ -

‘ . . medlum (language) - . .at all ' , -
. " -. . ) . . . - -‘_ ] M . ) . . - ' .
- Ability to remember. Egsiex; depends on Harder; depends.on
' e ; : .. concrete : abstract . .
R P 4. o L R _ | _
. q - Time/effort - - Increased = - " Reduced o -
) . R o LT L ‘ s‘ ‘
~Weak points in the Step. 3: Generalizing  Steps 3 and 4: Lo
s - chain . ‘ ' - FParticularizing and *
i . c . .
: e ' A - actlng i
o . ' , 4 , )
T R In addltlon to tha prqpertles, most of wh;ch make experlentlal e [t
T iearnlngbjﬁry appealing, Coleman speaks of two characteristics that -
' - . meke it eflclal ‘at any point in the process of leafhlng any <

knowledge. First, action provides motiVation. Because action is- .
the first step in the experiential le lng pattern, thls;calls'for an
early “"investment of self, which induces a@ certain tension that is .
only relieved when. the act1v1ty is Successfully performed" (59).

- *° Second, action provzdes a sense ‘of accempllshment, mastery and

« ' self—assurance. S _ ’ B SR

. K] ’

cheman concludes by ralslng the problem of determ1n1;§ an approprzate
‘mix of experiential learning and information assxmllatxcn.. He contends
‘ that the current use of experiential learning is determined largely by
_the lack of a symbolic medium (i.e., languageé) on the part of ‘the
learning population (e.g., in young children‘and disadvantaged youth}
- when experiential learning might hetter be part of many activities
- involving many more learners. Finally, he reminds the reader that
. . his comments on the -appropriate mix of learning-patt rns are 1ntended
primarily to ‘raise issues for serxious examlnatlon ra;her than to

\ ‘ HAC
:&é“y; , . prov1de conclusive prescrlptlons" (61). g .

) S Experiential Education

e e e maniol e

The concern of the experts {and our concern) rests as much with "the
. larger context in which experlentlal learning occurs as it does,with
v f , the experiential learning process. It is this context which we are = -
‘ calling experiential education. Again, for the purposes of later
diseussion, we selected an existing definition as a starting -point.
(Although we feel these definitions are helpful, the reader may not




~D

~

o
agree. ' Wel|do trust that the ne&d for a "startlng place" and for ,
internal c nsistency within this document, if not within the

 professiory is of enough” importance to establish a baseline from
" which we an

thén proceed ) L : .

-,
‘

Sexton and 'Ungerer prov;&e the clearest descrlptlon of experlentlal @

.education. . Although their deflnltlon was glven Edrller, we repeat '
it here: - - . - L S _ BN

".2.1earningxaot1v1t1es outsxde the normal classroom

environment,* the objectlves of which are planned-and
artlculated:pr;or to undefraklng the experience, 1nvolv1ng

. ggt1v1ty that is meaningful. and real and on the same level
“as’ that of other nonstudents in the same.nonclassroom(
env1ronment, and in which. thé learng¢r has the assistance , .
of ‘another person- (most often a faculty advxsor) in expandlng .
the learnlng as much as possxble that rakes plaoe in

*

nonclassroom settings" (Sexton and Ungerer 197511) o .

There are sqwejobVLous con&gedictions betyween Coleman's‘experieotial
‘learning definition and Sexton and Ungergr's experiential education

. definition. For example, Coleman recommends a mix of learning N

patterns according to activity whlle ‘Sexton aﬁd Ungerer refer
specifically to activities outside the classroom environment.

Although these dlfferehces deserve further thought .and % nsxderatlon,

we believe it is im rtant to recognize that these definitions
.clearly help dlstlngulsh between two separate but related learning
events or levels. At the first level, we have the fndividual
experiential learning process; at the second level we have experiential
4oducatlon as the- broader context -in whlch we trust this process w1ll '
ocour.

A Map of the Territory | _ ’ . d

‘Present. It one were to map the territory according to the present'
dominant 1nst1tut10ns and learning patterns for students and adults,
it mlght look like this:

Populatxon ~ Dominant Institution. - Dominant Learning Pattern
Students \\ > Schools >= Information Assimilation
Adults - Work >E_xpe_*ential Learnlng

£

*Although experzent;al education can occur in the classroom, thls
is presentlg more tbe excegtzon than the rqle.

él | » . 17
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A Context Model. One way to conceive of a <change would be to ‘
emphasize the context in whlch expeylentlal learnlng cecurs. ?hi§ .
would look lxke _the fcllcwmg. . b
, ‘ . . \ , . I,«“\r‘ ] - A .
Populatlon .. Dominant Institution DominfAnt Leax nlng Pattern
\‘ s ff ' K ‘ '. ' i
Students Schools ', S T formetion Assiqilaﬁion.
and ‘and . . v
Adults work f ‘E?-Expe 'ehtial Learning
In thls model, students and adults interact thh both schdol and work
expez;enc1ng both 1nformat;on assimilation ang exper;entxal learning
but primarily in " in school and work respectlvely " This does not, we
believe, account for experlentlal,learnlng as a process nor does 1t
account for or promote a mix: of learning patterns.
] \ ”
A Context and'Process Model. In thiSfmodel, both the_context and ’
the processes are emphast}ed- ' o -
Populatxon Dom;nant\}nstitutlon 'Dominant,Learning;~attern
Students _Schools c S Information Assimilation
and and " and
. ‘Adults Work . §>-Exper1entlal Learnlng

Thxs model promotes an integration of learnlng patterns rather than h\\\
1dentlfy1ng learning patterns with a'particular context or institution.

The model further acknowledges that informaticn assimilation can and.

.does occur at work as well as at school -and that this is necessary.
Finally, it recognizes both the experiential learning progess and the.
experlentlal educatlon context as primary conszderatlons. :

As a further 1llustratlon of the importance’of learnlng processes,
let us look briefly at four typical areas of school learning (Broudy,
Smith and Burnett 1964):

1.

2.
3.

4.

“

replicative (repeating an pperation as learned)

*

f
associative {cueing suggested responses)

~

applicative (applylng knowledge flexibly to a new 51tuat{5p)

vy .
interpretive (conceptualizing from experience)

The authors made these distinctions because the use of each area of

learnlng "denote (s) processes that are more or less independent of.

each other or that caanot be suhstltuted for each other“

(45) .

()

<
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If one accepts the four areas of school learnlng, and thatr the )
processes of using the learnlng are distinct, one might then conclude
that the learning processps might dlso differ. For example, for
replication and association, lnformatlon assimilation might be

~sufficient. Application an 1nterpretation, however, might include ,

experlentlal learnlng In short, no one learning pattern or process

can be expected to acccunt for‘all areas of learning.
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. SECTIG& VI: A Framéwork‘for Link{ng,Researgﬁ and Development

\J ! o ¢
. The followzng represents a framework for eonsxderlng four areas of
T research that appear toc be warranted and for establlshlng a link

'between research and development effdrts.

L .
- -~ -

) : o " . | Experiential Learning/Education Research Areas| .
« ‘ : ( Basic or ‘.v‘Prablem— Jvaluative Policg\~
. Fundamental] - Focused | ‘
. ' S R ' \
‘ ¢ | NIE~funded ‘ _ ' ‘ . ' .
L ib — — —T
v &} Proposed for : o \
g 5 §1 NIE funding o
. CE - I T T
o4 S| Non-NIE . j | o - ~
& 8 8| fundes - ' |
[ T O ' !
Nl '

<" The Four Research Areas. A 1976 report prepared for NIE establishes’
the importance of distinguishing among kinds of researgh efforts N
(Radnor, Spivak and Hofler 1976). We agree that this kind of
distinctiaon, partlcugarly when cons;derlng how data will be used, is .}
i necessary. We are suggesting, therefore, that NIE consider conducting
‘ research on ‘experiential learning and experxentzal educatlen in
four general areas: - :

'y ﬁasic or fundamental researth(i.e., "re%eareh to produce

: A knowledge for its own sake™) ' .
o Problem-focused researcd (i.e., "rgsearch...to produce
\ . - ' knowledge applicable to the soluti§: of a specified preblem")

] Evaluative research (i.e., "an interactive comblnatlon(of -

- valua ion and ch") ’
e e tion and resea; ) -

" . e Policy reseérch (i.e., research to produce knowledge, for
: . ‘ polxcymaklng angd pollcymakersg : . - :
The first three research areas (basic, Problem-focused and S ¢

evaluative) were identified by Radnor et al. in their analysis.
The fourth area (policy), we have added for the simple bﬁg\important

reason that research findings are often used to establish pollcy but
policy information needs are not always identified at the time the

research 1s_being desxgned In general then, we suggest that if sufficient,
[ £ ! o . N - . .

S

' . (-~




. ‘ con51derat10n is given to the 1nformatlcn needs in these four areas
)\ ' g early in the design of any.research effort, usefulnéss of ali researtch
efforts will be lncreased (NOTE: - Sample research questions organlzed

by research area appear "in Appendlx A of thxs report. ) e .

<’ ) The Three Development Areas. .Althotugh research questlons w1th1n each )
of ‘the four research areas may not differ-for each of the three - , .
; . development areas, we include all three in the: chart to suggest the '
. ' : »varlety of research sourcés that are available. Por example, some '
* : basic or problem—focused research efforts might yxeld more frultful
N data if ecanducted in learnlng environments that are not necessanlly <
funded by NIE. We would suggest selecting a development effort or
context- because it’has the greatest potential for rewarding results
"rathér than because of its funding source. : . .

. Assumptions. Our furthernassdhptions about the framework are as
. follows: T T ' :
R e That ‘both research and development are needed in experientlal . .

‘ educatlon ‘ _ v o . . -

» , ‘e ' That experiential learning deservee'research so that the
» : ) findings may be usaﬁ-in the development of experiential
-+ education programs B /

\fF

‘& That all cells ln the framework are not of egqual value'
to NIE oxr to the educatlon profess;on . .0

o That there is a relatlonshlp between experlentlal learnlng

and experiential education L . .

e That same research areas have received more attentldn than
others (e. G.. evaluatlve research on NIE-funded development
efforts) ' :

~Some addltional assumptlons we make about the petentlal for a linked
research and development effort are: : »
e That NIE may wish to begin such an effort by expanding‘the_
research base-on experlentlal learning and experiential ,
. education vza NIE- funded deve}qpment efforts - . -

‘®  That not all current and proposed development efforts can f 
or will lend themselves equally well to such research

\
" ) That EBCE has many characterlstlcs that make it a likely C~—
: : : place. to introduce such a research comgpnent. For example:
_y%_ B o : ~ v v
i - Qo = Development efforts have gone on forfsix vears.
.
~ [
- ’ 25 . 21 F“ v




L)

- .The evaluaﬁfﬁe reseereh companent‘is-WeIl undérwey. '
* /- Findings" gre such thag . 14 is’ likely that additional
: research would yleld helpfulwr&Sultsh' v

/‘f . F\ )
Y S The.parties lnvolved dre "cemfertable" with the program.
‘ﬁf'T— All partiés are famlllar with’ the data: demands that
accompagy particxpat;ng in a development# effart.'
’ | —— EBCE is well documented’. L SIS

-

-=- Extension of EBCE is ‘underway,
- == More extenSLQn is contemplated involving dlfferent

Qopulatlons from thcse now- being served _
2

The research and development framework posed here, thether wlth '

our assumptions about that framework and about the potential for
linking research and development particularly as EBCE is extended_
to different populations, leads us diregtly into a ‘discussiod of
three populations which we believe would” both benefit from an

’ extension of EBCE and contribute to a substantial research e%ikr%._

< - oL - ' .

-
.“/ .
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SECTION VII: Extending EBCE to Three Populatjons

- At the same.time that we advocate research focusing on exper?ent{al -
oo legrning and ‘experiential education, we believe more can and should
" be done about extending EBCE té oth pulatlons. We do.not believe
that the introduction of research O§IS?‘3\§Fsearch component should
‘ '1nh1b1t current or proposed dEVelopment efforts., Rather, it should
.~ be viewed as a ccmplementary effort designed to strengthen existing
.9 o and future exper1ence~based programs The.work ts date is too valuable
* ' Hand valued to stop; the problems'assocz,ated with school’ and work are
St _ too great to dismiss; the voice of the experxence—based learnlng' -
advocates is too strong to ignore. And, finally, we need real-life C:\
“settings to- conduct the kinds of research descrlbed {9 the preq§d1ng
sectlon. ‘ .

a ) . 7 S . . - ’ . . . C - ‘ - ‘ )
Tp that end, we would like to expand ‘on ideas presenfed in the 5-Year
- Plan concerning the possible‘adapt§tion of EBCE with ithree groups:
. Y . . . \ . R

. < 1. Junior high school gifted and talented students'

' T K S - . . . v .
= - ™2, BAdults as part of the lifelong learning effort
- 3:-'Teachers_in.training (undergraauate and'on~the—joh). : o

o Each group, we believe, can not only benefit from being part of EBCE
S " but also contribute a great deal to the knowledge base about EBCE,

‘ . =mwBut experiential learning and about experiential education. Let:
us look briefly at each of the three groups and why each could
bénefit from an EBCE eitension effort. Finally, foliowing the
discussion of ‘the three'populations, we have described a research

. aﬂd extension prOcess mcdel approprlate for all three populations.
} ey
‘ A Gifted and Talented Jupior High School Students =~ N
| 'Neeas of the Gifted . ; L |
-~ a L . . : "

Glftedness descrxbes .unusually advanced growth in various. facqxs of
human development. Numerous research studies have delineated the¥
-unique developmental and learning needs of gifted and talented students
(belp and Martinson 1975). ' A study by Plowman (1975) dealt specifically
with rural gifted students but the concepts can be genermlized to

the total populatlon. Plowman listed the "key words" as: identification,
placement, access, involvement, metivation, acquiring higher asplratlans,_
and receiving 1ndlvlduallzed instruation, andcmmnrtunltles for
independent learning. _ : '

] . *” f
" (Gifted and falented youth) need to be 1ntroduced to persons

who can meeﬁ‘them*in a human—bezng-te~human~be1ng Jencounter,

-

~ . B
. s L} - -

..
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J/f , Many authors (Delp

’

‘ .

areeespecially knowledgeaple, possess conttuetiJ@
dxecontent, tend to play*with ideas,.and who create new -
ideas and other products as a result of their own

_ i;&ns;tzvxty to problems, flexlblllty, fluency and
‘ orxginallty“ (Plowman 1975 58)

-

The glfted and taented typicall‘ can\waster»the.stahderd curriculum .
in one-third of the time other children.take. Ramas (1975) reported
normal scﬁooiliizrlculum calls for a 70-30 time split between
teeching,pasic sk qnﬁ time devoted to higher -cognitive ‘learning
(reasonlng, drawing inferences and. reachlng conclu510ns) while the-

the

" gifted child seems to need the querse emphasis. Pup;ls who are

advanted four or more years on the average beyond their contemporarles "

" need to york with content and ideas appropr;ate for them.

with specialized talents need’ tutoﬁ;al attentign at’ the level of-

their capablllty lf they are®to improve (Marland 1971)

 Students

~—

W -

Martlnson 1975; Runyqn 1975 Ramas 1975) have .

expressed concern that gifts and ‘talefits not identified and reinfexced

may

expand a student's initial enthustasm for learnlng instead of having

become atrophied’or even lost. In an effort te maintaim and

* it change go "horedom, behavior problems, physical and’ emotlonal
dlst:ess and finally inextia" (Kennard 1975:v), qualitatiwely

”dxfferentlated programs within the school dey must becomé. a- prlorlty

~and

ultlmately a reallty. : P b

. r :
e " : LW -

. "

- L

In a.reﬁort to Congress, the U.S. Office of ﬁducétion explore& the
dducatjonal implications of research on' the. gl?tdd and talented and.

reached the followlng conclusiens:

] . )

£

e “Gifted and talented youth §§e a unigue popuLatien differiﬁg"

{.

Some of the

. markedly from their age peer <n-abilities, talents,
> terests and psychological maturlty.
'h

-

e
- and the most neglecteﬁ of all groups with special
educational ‘needs. [

. Qhelr Sensitiv1ty to others and ingight into exis ing

school conditions make them especially vulnerabl} because

ey are the most versatlle and complex of all huggn groups -

s

of their ability to conceal their’ giftedness in tanéardlzed R

- surroundings and to sgek«alternatlve outlets® (Mar&anﬁ
1971 :109).

- B L3

/
cial problems young glfted andvtaleﬁted persons

A - -~

. §§e , 4
experierice about careers desédve to be mentloned ‘here. PFirst, many \,
" gifted and talented young pecple can succeed’ in any number of ‘ ‘
careers making choice, for them,” an esped;ally perplexing and
complicated Process. Secon their parents, frlenes and soczety'

may

choices for gxfged youth.

have high eygpectations which tend to restrict the range of

require a St’:‘m? early comitment. fourth, some are having

0 o " ;353 -

“Third, many careers gifted and talented ,
~ young pecple salect requxregmany years ‘of advanced training and



- I. : : : -t ' _ . : i
difficulty in school~-perhaps because they are bored or not motivated--
which adds to theé pressure. Flfth, it 'is unlikely that the kinds of - ¢
jobs open to young people will provide exposure to the kinds of I
careers gifted people are interested in and should have the opportunzty
to explore. And last, "It appears highly unlikely that the degree of
. challenge needed by gifted and talented persons, in almost any area

of thsir lives, is to be found wlthln the confines of an elementary

‘or seéendary school bulldxng (Hoyt and He?eler,1974 :150) .
VAt A N ‘ . : -

Past Prcgrams for the Glfted

Q&stenbaum, in a hlstorlcal revi of special prov1sxons for the

g ed, reported that programs hate beeh perceived as luxaries rather
than -necessities in the educat10nal enterprlse

o ...the glfted get thelr falr share of stimulation<¢at ,
schoel only when there is enough money to pay the bill
2 their cause is supported by public figures wh?sg
Op1fiioi, command attention?‘(Tannenbaum196/j27)

Althodgh special programs have been conducted dver the last half -
century, they have reached only a few students and have never been. ' ' ‘
widespread even during periods of high interest (Marland 1971).

. In its Congressionat:Report on the gifted and talented, the U.S.

Office of Educatlen gave a- conservatlve estimate of 1.5 to 2.5 million

fgifted and talented children out of a total elementaiy and secondary e
population -of 51.6 million (in 1970)}. . Of the schools surveyed, -

57.5 percent reperted’they had ne.gifted'p pils. ' Fewexr than 4 3 RS
percent- of those_identified were benefitindd from the exietlng . : g,
school services for gifted and talerited students. Even in localities
‘and states. where there were legal or administrative directives for
providing speczal services, little was accompllshed due to other \\\
funding priorities, more threatening crises and the ahsenee of ‘ _ .
adequately trained personnel (Marland 1971). . ~

-

Present Focus L : .

' There are unmistakable signs of revival of, interest in the gifted ) o
according to some authors: A 1970 Congress1onal‘mandate added. = . '
Section 806, "Provisions Related ‘to Gifted and Talented Children," _ )
to the Elementary and Secondary Educational Amendments of 1969 , )
{Public Law 92~230). UThe target population was defined as the upper ,\ A --
3 percent to S5 percent of school-age children who show outstanding
premise in general intellectual ability, specific academic aptitude,

creative or productive thinking, leadership.ability, wvisual and
performing arts, and psychtmotor ability. The stage was set for ~
*doing something significant about the deteriorated condition of ‘
programs for the gifted"’(Marland 1971). v :

AN



In 1974, the Office of Gifted and Talented (OGT} was establlshed as
. part of the U.S. Office of Education and full recognition of the .
federal role in educating.gifted and talented youth resulted in
passage of Edutdtion Amendments-Section 404 (Rublic Law 93-380).
This is the initial’ leg;slatzve authority for a program of categorical
support for this population and- authorizes an annual apgroprlatlon of
Close to $3 midlion for three years. The emphasis is on using a
catalytlc strategy for st;mulatleq‘and support. of state leadership

‘ and excellence ¢f programming at points of 1mpact that are critical -

AR ( - in th& development and delivery system for educatzon of glfted
o amd talented children and youth. S -

At the state and lccel levels, teams part1c1pated in Leadership -
Tralnlng Institutes to plan fox these young people. Almost every
state now has a coordinator of programs for gifted and talented

youth. In Michigan” (to site the emergence of programs for gifted

and talented in one state), a bill was passed in 1974 mandating . a -
State Ccmmxssxon on Gifted and Talented. Michigan now has a state
plan for gifted and talented youngsters and, as of Nqvember 1975

"there were 12 pilot projects for gifted and talented operating 1n

that state (Trezise 1976:241). ‘ . : R .

'Education-ﬁork o - o

: ~~ How much at;entlon, one might ask, is belng paxd to the educatzon—
R . work probhlems of gifted and talented youth? Shouldn't we expect
~that the problems and difficulties recounted earlier about youth
in general would affect gifted young people, toQ? - And shouldn't’
” that mean that special programs or projects have been developed :
. for these young pecple to. begin worklng on these problems?-.. The
answer to the latter questlon, accordlng to Hoyt -and Hebeler, is
a reSOundlng no. | : \

.

R - ’

“Efforts to 1ccate career education’ programs for the e

'gifted and talented ®ave for the most part bheen unrewarding.

The U.S. Office of Education, blbllographic.reﬁerences,

© leading experts in the fields of both career education and

the gifted, state and local "education authorities, and

individual educators have all been consulted with frustratlng ’
" results"™ (Hoyt and Hebeler 1974:209)., '

P -

o | The pregrams Hoyt and Hebeler located were prlmarlly for high school .
‘ students and mest of these were "orlented in the unlverSJty
atmosphere"” (210},

' Junior high gifted and talented students, then, are a likely group
for EBCE. Let us now examine briefly the needs and prohlems ‘of the .
two remalnlng groups——adult learners and teachers.

f
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‘colleges showed an increase of 17.9 percent in adult education _ SN

Adult Learners

. . Lo SN N \ ‘ .
In 1971-72, almost 16 millian persols over the age of 17 who were
not full ~time students participated in adult education programs._
Thls means that one out of every 8 eligible persons was in .some - .
formal adult education activity (Gilford 1975). Between 1969 and.
1972, enrcllfnent anreased 20.7 percgent, far exceeding the growth
rate -of 6.4 percent in the eligi le population. : '

a -3

Df‘thcse part1c1pat1ng in adult “education programs: - . )

@ Almost 50 perceqt we%e in occupational training pidgrams

v NG

- e Twenty-s;x percent were in general education proérams

{e.g., high sghool and college level courses for credlt)

<
v

. Thirty\percentAhad college degrees
e Only 4 percent had no high'school diplomaé . _ C

| e _Forty-five percent were ove; age 34; 15 percent were over
age 44 , .

e Slightly more women than men partlc;pated in programs
(Gllford 1975)

’ During that same txme period, it is estimated that d/ﬁmlllion P T
_arginieatxons

persons were engaged in learnlng activities "sponscred by

'cutsxde the regular schools and colleges" {long 1974: 5) -

Accordlng to more recent data from ‘the Natlonal Center fbr Edudgzlcnal
Statistics (NCES), a recoxd. number of 17,059,000 Americans over 17

- were enrolled in adult educat;on activities in 1974- 75. 1In that

year, much like 1971-72, mnearly 43 percent of the participants were
enrolled 1n occupational training programs and close to 25 percent
were in general education programs.- According to NCES, two-~year

attendance and the Labor Unions and Professional Training category :
showed an astounding jump of §5 percent.’ (This latter increase may {
be due, in part, to a reconfiguration of categories in the 1975

report.) Overall, desplte the growth iy business and industry training

programs, two- and four-year colleges still represent the most
frequent sponsors of adult edqution activities.

Some Reasons .for Adult Educatiqn

R - . >

In a recent survey, potential adult learners selected voeational
_subjects as their first educational thoice - (43 percent). Tieing

" for second place ‘with 13 percent are general education, habbles and

_—
L
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“ e .

. recredtion (Cross 1974 20) This emphasxs on occupatldhal-and personal
enrichment éouxses is congistent with the pattern of choice in past

- years and reaffirms scme if the issues stressed by current wrxters.
McClusky, Wirtz and others, for example, point to the urgent needs
adults have or will have in coping with change in our society, keeplng
up with their professmons and responding to lncreaseé leisure thE.-
Spec1f1cally'

. @ Learning must be intérwoven throughout one's lifetime in
. order to overcome "the time traps of educat;on for youth,
-( wark for adults“ (Wirtz 1975 112) S - '
) Trlal and error or uncritical application of what was
Nearned in the past are 1nadequate ways- of coplng w1th
today s pace of change. v : . : D .
e Adults need skills pertinent to the changlng requ;rements
of,ufe and work. . , o . .
e Rapld technologlcal change is necessitating contlnuous
prcfessxonal updating to keep on top ef one's specialty
‘or to learn a mew one.
- r ' .
. Non-work time is‘gqing to increase through early retirement,
-shorter work weeks, cptionS‘in work scheduling, etc. . _ -

At the same,time that more people~are turnlng to some form cf adult

education, three themes are emerging in the literature. First.: adult

education as it is traditionally structured may not meet adult

- learning needs or provide sufflclent learning opportunities for

" coping with today's world. Second, alternative. programs are

' experlencxng some difficulties. And third, we have yet to develop
successful strategies for lzfelongilearnlng Let us lcbk brlefly

at each theme. ¥ . .

_Traditional,hdult Education’?:ggramsf

£ : .
Since the two-yeax college is one. of the key providers of adult
education, both the description of that 1nst1tut%on and the problems
the Coleman Panel faund with it are relevant: ‘

¥...the publxc two-year college is based on a local
catchment area, takes all students, is free or low
cost, and is. nonresidential, with students cotmuting
- from home. With its open door, it intends to be .
cnmprﬁhensxve across social, strata and raCe§ and . ,
comprehensive in curricula, assembling in. one- place
tra¥sfer programs,, one- and two-year termihal. programs,
adult or recurrent education, and now an increasing '
amount of remedial or subcollege work that permits
//%tudents to repair the damage sustained in earlier
\years cof schoaling....The ccmmunzty colleges have

.
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f‘university extension” ( Clusky 1974:98). Adult education remains

difficulty in maintaining a balanée among their programs:
since the general tlde is toward high status for the transfer
work, low status fbr the ‘terminal, and marginality for the
adult courses (Coleman 19?4 88 89).

L

. .
Hesburgh belleves the focus offadult educatlon programs 1s too narrow
and the use of the school as the learnzng env1ronment Ls'too domlnant.

“Continuing (versus tradltlonal) educatlon programs are

unlikely to be achieved until 1nst1tutlonal leaders, xncludlng

those in continuing education, develop ways of employlng the

‘community as part of the learning pattern of the calleges and

university, thus reinforcing learnlng with experience" }
(Hesburgh 1973 40). : ' i ' ..

Adult educatxon, particularly as it is offered in most four—year E -
‘colleges, js still a secondary act1v1ty. In spite of the fact that'

its clientele is growing, "adult education is in tco many instances e
compelled to pay most, f not all, of its way in programs of

1]\_

largely dependent on educational institutions with different prlorltles
and with little aédltlonal money to support new or alternatlve e

. programs fo;\?dults. : .

. ‘ . . ‘

-Although adult educatxon programs have often been respons;ve to thedir

clientele's professional tralnlng needs, Knowles' alerts us to one
of the problems in this responsiveness. Many adults are. already
conditioned by earlier educational experiences to be passive learners,

- particularly when they are in a school- env1ronment. Because of this

Knowles tell us not to expech,that adult learners will suddenly have t <1 “
the skills and attitudes necessary to take. responsibility for ‘their S
own learning (Knowles 1975). ' Despite this Xnowles argues that’ N

‘education must resist comtinuing with the familiar and grapple wlﬁh

new strategies that emphasize learning how to learn. Houle further
challenges current gdult education practices by stating that theory *
and practice will not progress very far until they are :;§ed on an
understanding of how mature pecople approach: the tasks and opportunities
of adulthood (in Collican 1974). Mead, in addition, reaffirms that

adults need to struggle with the complex, real problems generated by ; ‘
the everchanglng social and natural env1ronments (1n Bauer - 1975). )
‘ Adults as Learners. A -number of studies ‘have found that adults do a ' : =

significant amount of sel £~planned learning without assistance from
professional adult educators. The learning projects adults engage in
are spocific, personal and individualized efforts. Although more
formal group learning often does not fulfill personal needs/goals,
adulty are alsc not totally satisfied with many self- initiated

} learning act;vxtles.‘ Those interviewed in one research study noted
.difficulty in planning learning projects, identifying resdhroes, and

evaluating thelr progress (Collican 1974).

.
P
»

'Other research tells‘us that adults do not value learning for learning's ;‘

sake. Adults was knowledge that is useful'aoé that will help in

N . )
Y . . - 4
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day-to-day living ‘at home, on the job and .in leisure time. “How to"
courses rank high compared with courses - in biological, physical and
) , social sciences, community problems-and public affairs (Carp,.
R Petexson and Roelfs in Hesburgh 19?3)
Learnxng in socxety has traditionally been dxrected to ach;evzng
specific needs, i.e., citizenship, occupetlons, affrllation and :
leisuxe. ‘The emphasis on fulfilling one's potentlal through “learnrng
over a lifetime" is recent, however (Long 1974 4).

. . { "1
- "The core concepts of andragogical theory are that adults
o ) , have' a psthologrcal ‘need to be self-directing; that their
. - . .richest resource for learnlng is the analysis of their own
o . experjience; that they become ready to learn as“they experience
- the need to 1earn in order ta confront developmental tasks;
and that their’ ) ntation toward learning 13 one. of concern
for immediate appl;éatzon(ﬂﬁxnowles lg\é 87) .
Few adult educatiy programs, howeyzzr, provide. opportunities for
llmmedrate applicat oxii and this presents problems for adult learners
o - "Adults partlelp e in 1nstruotlon expecting 1mmedrately to ‘apply
. ' what has been }farned. When the instruction does ‘not satisfy

- B the desire the students do«not register agarn or seek elsewhere
for learnlng opportunltles (Bauer 1975 96) '

Some Alternatrves to Tradltional Programs . o .
Recent years have seen a growth of approaohes to meet the needs of
adult learners_ and to resolve the education-work dilemma: cooperatxve'
work=-study, study abroad, ‘advanced placemert and independent. study. ~
External degree programs hope to blend campus and . community and to
'.affeot better integratron of eduoatron—work (Hesburgh 197;)

A report by the Ford Foundation descrrbes some of the Ford-funded
programs available as aLternat1ves to tradxtxonal educatlonal programs.
Among thesg are:, :

[ ) Unrversity of Mid-Amerlca where TV and other mass medla
are used , . : :

e University Without Walls, a national network involving
29 institutions where students have alternative ways to
obtain degrees (e.g., off-campus learning, independent
study backed by contact Wlth faculty, etc )




I

”

b

e Empire State College which offeérs a contract learoing '
: pProgram and mentors who work directly with students e/

e Regents External Degree‘Program where students can gt
degrees through self—dlrected -study and’ credxt by

¢

exam;nation ' |

e Regional Learning Services, an educational brokering
program which matches student needs wzth available
programq‘(Ford Foundatlon 1976)

S

While .these programs offer stlmulatlng optzons for adults, alternatlve

programs in general are not without their problems. For .example,
instructional methods in many nontraditional programs. are often -
very traditional. "Most nont®aditional programs use the old 3tandby

of lectures and class dlscussxon. they first transport it to
off-campus locations, usually regional learning centers" (Cross \
1974:5). Newer programs are, however, trying to help adults transfer
theory into practical application through field work, cooperative
education and providing instruction i; job sites. :

Granting ¢redit for work experience prior to enrollment in a

program is still a problem area. "We don't haVe adequate meéasures
for determining knowledge and skills gained from work experience!
(Shaxron 1875). A recent.survey of 266 two- and four-ygar colleges

“showed that. 85 percent sponsored programs involving work experience [

and granted credit for these experlences. . Less . than a third,
however, granted credit for work experience that occurred before |

‘the student enrolled in schoék (Willingham 1974 in ‘Sharen 1975)

Although the CAEL Cogmission is worklng to resolve problems in’ |
granting credit for.experience, most educational programs have only
begun to experxment_wzth‘possible options. ‘ \_

Advice and Recomménéations - : ‘ ' ~g;;)
a ‘ ] - . ‘ ‘ . - - ~,
There is, as one might imagine, much advice offered by those involved
in adult education or, more precisely, those advocating and planning

for l1lifelong education. We include some- examples to demenstrate

the extent of the concern and the strong plea for different (not
Just more}!eduoatlonal opportunitles for adults.

| o®
e Stop preparlng people for a static society.

From'Long (1974):

e Empha31ze learning to learn.

@ Base a new sequence of learning on questions that arise

.

out of life experiences "...which means exposing the '}f\\“

‘learner to the issues, conflicts, contradictions and
tens;ons and change in socxety at each stage of development"flo):

31
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and helping the learner develop the ‘skill to . %
formulate questions that must be answered in order to
deal successfully with exper;ence. :

Adult educators must be as ccnperned as youth € cators '
with extending the learning environment, individ 1lz;ng f[

vinstruction, fosterxng learnerhlnitlated activities,
multl-age grcup;ng, etc. )

<

Frcm_ﬁiemstra_(19?4):

, \‘.

From Hesburgh (1973)' :

The teacher role must Shlft frcm information transmltter

o facxl;tator of learnlng actxvxtles.

Teachers.and‘a&ministratcxs need to Yearn how to use the
total resources of a community; how to 3Feqte-opportunities
‘for learning how to learn. : : S

4

Don't limit learnlng to classrecms: 1nclude careers and -
other life pursuits.

>

Build a new leernlﬁg system that combines the intellectual
vigor of. the ~academic system with the authenticity. ef life
exper;ences. . } . : .
Make entyy and”exit easier and attach no penalty'to either.

Ly _
Make learnlng'better integrated with careers ind more
raccessible by using new technology..

N
L]

*Lifelong learning should be guided Ey_ﬁublic-poxicies'
that encourage the systematic integration of learning

opportunxtles WIthnthe needs of people at different stages:A,
of life" (14 ).

“Conduct research on what motivates adults to learn and
whlch*materlals teach a.subject best (to) result in an
‘expansion of educational cpportunitles to assist 1ndependent
learning" (25). -

From _Bauer (1975)

Make the student, not the program, the focus of concexn
~ if we intend to maintain the student s inferests.



* .  From McClusky (1974):

® Early learning must be reevaluated so ‘that it becomes~
preparation for continucus learning..
B \ ) . . \ - ) ’ A’-( . .
. . o Embhasize learning how to learn rather than accumulating facts..
' . ~ .
Overall‘ adult education. epportunltles and learnlng env1ronments have
just bequn o address -the eddcation-work relaticonship. EBCE, then,
with its: emph is on experiential learning and fostering learner-
xn;tlateé activities, holds ‘the potential for offering considerably .
more and 'better learning opportunities for adults both in work and school.

. ‘Teachers#Undergraduates "a.nd On-The-Job

In the precedigéggages in this section, our focus was primarily on
' the problems i tified with and programs available for gifted and
talented students and adu;t learners. Here, we would like to shift
- our attention to the probi of teachers and what they face in trying
to implement experiential Education programs. Whether we are talking
- about teacners 'in self-contained classrooms, learning managers in
‘alternative programs or eollege professors, there is.a need for-
merQVLng student. learnlng activities. As long as learners are
under the dlrectlon of someone, that someone needs to be proﬁerly
and effectxvely trained before we can expect the méhy concer and
recommendaglons\;afped throgghqut thiss paper to be addresged.

- : L \ :

% o ImplicationsAdf the Experts'eRecommendations
F;rst, let us ‘look h;lefly at two of the recommendatlons raised
earlier and the 1mpligatzens for today s and tomorrow ‘s teachers.

Y Restructure edﬁcatxon SO that 1t 1ncludes but is not limited

<:j~«- to school. -
Although this recoMmendatlon anolves much more.than the ‘ '
g Alf, - ' .classroom, its lmplementatlon hinges in partlbn what occurs:
in the classroom.’ Although agreement may b€ reached at the
district and building levels to have students spend time in
the community and at places of, work, it remains with building
administrators and’ classroom teachers to plan exactly how
and when ncnschaol activities would take place. Teachers .
' need tq know what the followup olasSroom work should be, -
how to emphasize work and careers in the classroom, angd.
so on. Success is not guaranteed if teachers are involved
in change; failure may be guaranteed, however, if teachers -
are not ipvolved. : . . '

€
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e Design an appr;pfiate mix of instructional activities to
‘ . provide for exgerientlal learnlgg as well as information .
v assimilation. - - ' ..

-

Currently, the assumption is that most classrocm leﬁ:u\pg

is information assimilation and ronclassroom learning is

experiential. Colemah, as we discussed earlier, ad ocates

a better mix ‘of these two patWferns. ' If this mix is to .be
‘ ‘achieved in the classroom, teacher understanding and

} ' ' ‘cooperation must be gained.

T, Q?

'why Students and Not Teachers? ' ;

If we belxeve what Coleman has to say about the value of & mix of .
-, ~_ experiential learning and information assimilation, why then should
S we not provide this form-.of learning for those whom we hope will
‘ employ 1t? Why leave teachers out as part;cxpants in the experiential
o learnlng/experlentlal education movement, only to invite them
in as facilitators? Should we not offer the same kinds-of
. opportunities for the instructors as we do- for the students?
When teachers are learners—--both as undergraduates and as part1c1pants
'in staff development se5519ns—-mlght 1t not be wise to have them-
experience firsthand the kind of experlentlal learnlng and educatlcn
we hope they wx}l support for thelr own students? :

A Role fof Colleges of Edugation ' : .f
’ . ' ' ,
In a speech glven at a College and Unlvers;ty Staff Development
Workshop, Robert Taylor spoke of the rqle cqlleges of education should.
- play in career education. We believe his points are equally vqlld
in the broader context of experientijal education. Colleges £
education, according to Taylor, should provide'leaderShlP inYcareer -
- education as well as demonstrate ¢areer education 1q their o© ettlngs.
_Concern g the latter point, Taylor urgeg our educational dinstitutions
to “prattice what they preach" (Taylor 1976:35). ' Taylor goes on to
say that undergraduate teachers need to be literatg in career
education--they need to know the concepts behind the movement. More
important, perhaps, is' his point that undergraduate teachers ought to
be dclng career education; "the college shaulé have awareness and .
- 'exploratory programs; it ought to be rich 'in field-based learnlng
dnd contact with real world settlngs ‘and people (37) ..

Daniel Arnold, an-Assoclate Dean for Teacher Education, describes
schools of education in the following way:

_ o *The school of education on most university campuses is in
‘ ' '_r *a somewhat schizophrenic pos1tlon It is not entirely
I - patible with arts and sciences schools because of its .
' " professional school orientation. "It is not completely at

. ‘)
ra , | \

' -
. / . «
~ . . . \
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\\homepwith other professional colleges because theAlarger
proportion of gﬁucaticn students arE'undergraduates.; It
has a great dedl more at stake in the adequacy of general
education programs than almost any other school because
its graduates will bec the purveyors of general education
to most of the pqpulaflon" (Arnold no date:4)

He advccates meeting'the double need of a strong generaileducaticn ‘

and a strong professional preparation -through experiential educatlon.',

Through experiential education, he helleves, we can realize the
ifilowang advantages:

e “Concurrency of theory and practice

\ -

[ Graéuates who are psoblem ldentlflers an& with ablllty to

apply educat&onal skllls to problem solutions’ L \

. © s .

P e Positive student input 1nt9 the desxgn of lnstructlonal
~ programs :

-
N

[ The addltlon of the human resources of the communlty for
‘ducatlonal advantage" (12).. '

Finally, heé reminds us of the difficulties Sf implementing such a
program. First, the faculty must be willing to commit time and effort
to such a program. Second, experiential education demands additional

-~

funds. - Third, it may not work in some academic areas. TFourth, .

students may have problems functlcnlng in a. ﬁree learnlng environment.

'In a dlscussxoﬁ of an experlentzal approach to tralnlng teachers,

Olsen cites the research evidence that teacher attitudes do have an
‘effect -on students (Olsen 1975). If teacher attitudes toward
experiential education are not based on dxrect experience, we may

be overly optimistic in lexpecting them to hold positive attitedes -
about such programs. On the other hapd, if teachers--either as
undergraduates or through professional training--<can’experience
nonschool leafning situations and learn firsthand what is valpable
xn such experiences, we will at least have teachers with lnfcrmed
oplnlons and, at best, teachers with- posztrve attitudes.

The Need for Continuous Traxning :

-

Exper;entlal programs and experlentlal learning cannot survive and |
grow over time unless' they become part of those persons entrusted
with the education of cur youth. It is the teachers who will or
will not perpetuate experléntlal learning on a widespread basis.
Therefore, both the(concepts and methods must be transmitted to
present as well as future practltloners.

A3y T e
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The report of the Internatxcnal Comm1551on on the Development of

. Education ‘reminds us that today's gradnates will still be teaching

- after the year 2000. The report goes™en to rpcommend that teachers .,
be trained as specialists in organizing learning activities and in
organizing learners cf all ages for education in and out of school
(Glbbons 1976). o ‘ - o

-

Splllane and Levenson 'state, ° “The essentlal purpose of the publlc
scheals #s to educate students to function in_society. That skill
T e . can be\tAught cnly by -teachers who are aware of the great and small -
'  changes within the immediate ccmmunzty and the wider world. « o
Teacher training should be a continuing, never-end;ng rocess, .
_ _ "closely related to,;he realrty of the llfe of ch;léren and .
Yoo families* (Spillane and Levenson_ 1976: 438]. since teachers often )
imitate the way in which £hey tﬁ%mse@ves ware taught, it
~ follows that if students are to be open to 1earn1ng from their
. own experiences, teachers have to learn héw to prov1de such a
'learnlng environment. _ : 5 o , Lt
~ ST
Lack of Exgerlentlal Education Programs for Teachers _ _
f ~ . ' o
A rev1ew of. the llterature, as well as conversations wlth staff of
leading teacher preparation institutions, indicate that few o
teacher preparation institutions are doing much in the area of N
- experiential education for teachers. One exception frequently
~mentioned is the University. of* Kentucky. 'Signigicantly, IR
Roberf Sexton, authdr of the working definition of experiential
education, is also Executive Director of Experlentzal Educatlon at “
A the UMversity of Kentucky. - :

, it appears that the fcllow;ng deductlons can he made.
) ' Experts are demanding change in education using experlentlal learning

| - and experiential-education. 'In order to effect these changes,
different ways of preparlng teachers have to be designed and 1mp1emented
Extending experlentlal education and thus experiential - learning to -
teachers represents a powerful approach. ' This is, however, occurring
only on a limited scale. There is a need to extend this expe:ience'

. to ‘'undergraduates as well as to teachers in staff development programs.

. Conclusion. All three populations-—gunlcr hxgh gifted and talented
. : ”*; students, adult’ 1earners and teachers--ape viable potent1a1
S o - participants in an extensio of EBCE.- ince we are advocating not,
' " only that EBCE be extend ut also tkat research on experiential
-‘f‘ ‘ learnlng and experlentlal educatlon 'designed and carried out, we
turn now to & procesg, del which we view as a necessary support
system to insure the f§:§§ﬁdllty of both these efforts occurring

simultaneously., ‘$.'. o \

>
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' Deve1opment on Experience-Based Career EdUEEtxon :

In deqxdmng hoﬁ best to descrlhe what mlght occur in a research and -
extension effort for gifted and talented. students,\adults and teachers,
we considexed two alternatives. .First, wg_ could develop highly

'\(specxfxq prnpcsals/plans -for each #f the three groups. Second, we

“could degcrlbe a progess that would support such an effort for all

" and deflnzteaproducts, etc.), we Pelieve it woul

‘a process model we believe would apply £

three groups. Although the first opﬁlon would be helpful at -the

practical level (e.g., it would give the reader three specific plans

recise dates
seripusly detract
from the general policy level of this’ paper._* Thus, we decided not )
to propose specific programs in this paper,&ft rathér to descrlbe

all three groups. .Cur: .
emphasis is on the ge,ner;al structure and functions associated with Ty

to review; it would identxfy numbers of persons{

_supporting research on experiential learning and expexlentlal education

'“‘at the same time that EBCE is extended. (For an example of what

the process would “look llke" when applled to.one spec1f1e populatlen,
see Appendzx B.) . ‘ . )

* -
13

 Advice from Fullan and Pomfret. ~Our desision to focus on the precess

of zmplementatlon {from design through dissemination) is based Iargely
on a review of 1mplementatmon literature and specifically on advice
and recommendations offered by Fullan and Pomfret in their Review of
Research on -Curriculum Implementation ggpril 1975), . Their overall’
concluon after revxewzng the research is that “the issue is not s0

much whether one -can measure. and assess ‘degree of xmplementatlon, but

~

whether the zmplementaticn process itself is conceptualized as a

 problem to be addressed” (Fullan and Pomfret 1975:121). In their’

discussion of planned educational change, they poxnt to' the 1mpo;;ance
of recognizing implementation as a “negotiation process congisting

of conflict, prodycing anticipated and unantlglpated problems which
should be prepared for prior to attempting implementation® (112).°

An equally important consideration is "the distinction between the
user and managerial orientationsg® to lmplementatxon.

. . . - *
. ' o . - ‘ o
. N . - .
. . ' B . . - PR
L . . . . . . . . o . . .
L : - ¢

. . . - : . . .
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- - . .
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SECTION VIII: A Process Model for Extending Research.and

G

The concern for users_as “active and autonomous participants withstheir

own interests, conceptions and resources" together with the-importance

‘attached to the implementation process!is gufficient rationale, we

helieve} for the research and extensjon process model described here.®

“’ .

~

*Eor gpetific work plans for extending EBCE to each of the three
papulations, plemse see the NWREL Education and Work 5~Year Plan.

°

. -

R B
. e : .o « v .
' . N . N .
. .
. -, S
. .
.

| 1} | 37



.-

- ' ' 2 R ’ ' ’ . - B :
. xil‘_Prcject}dcsign o : o P
: %Ep ‘ . \ . | . i
‘ Y )

. Pxoject implementation :ﬂ

i e e e B e NP ..‘)_..\: P ey - e [ e " |
- . 3. Project research and evaluatiﬁn A A .

i v . * ’ ) AV . . )

: ' 4. Prcject dlssemznatlon/dszu51on . }- . o

>

. % 7 THe four phases are not muécally exclusive no# are they necessarily
. - sequeqplal. Implementatlon may overlap with desxgn, resedxch and.

' evaluation may begin durlng de51gn and ccnt;nue throughout implementation;
E . d;ssemlnatlcn ‘need not walt until all activities in ﬁhe other three Phases
o o are completed. Since our focus is on the processes aSScclated w%th each

phase, we have chosen to discuss them separately. -

&

o & . Fhase I—JPrqgect Desggn‘ o ' I - o
. . . . 3 - . ) . . . RS

+
: r

. ;} ' ' * Although EBCE is, at this point, a "designed" projgct, we recognize
. ‘ - the importance.of tallorlnq the program according to the needs ot
‘- . the users (identified here as the three key pcpulatxcns and asscclated
¢  persons involved in implementation). ~ Thus, we are. calling thls
. Phase of the process “"design" and calling the outcome then extension." .
In general we believe that the following guidelines wculd .support a
. design effort that would permit both the needed research and -the
S development!extenszcn wark to. he ccnducted separntely for each of

;}}l' _ - e three proposed groups.

Gu;delzne 1; Set the parameters for desxgp...

- o ©  Before ccntacting pctential users, it is nccessary to examlne
each component of EBCE ab it now exists in order to assess what x
| ‘ cani be changed and’what could o¥\should be retalned to suppért 1
e T T a comblned researcl and developme effort. This prccess would.
h involve the EBCE developers and NIE so that the parameters for
. ) : - design are mutually agreed upon. and a baseline is available for
. e - negotiation with pof%ntial users to help them decide. whether and
’ - under what ccndit;cns they wlll particxpate. :

'Guidelxnd‘Z: Establish criteria for participantsé”
’:

Developers an researchers w111 need to set some cr;terza for
. participation for each of the three ‘populations. Some criteria
. ~ may be common to all three (for example; evidence of a prior
e - . commitment to change in & direction consistent with EBCE and
' ¥ : : _uith/%he experts' recoamwendations mentioned earlier in this
- ‘ . paper). Other criteria may be ‘unique for each populatjon (for
‘ | xahgle; having a process for identifying gifted and :izynteé L

SO B
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junior high sﬁudents) Althéuéh not all criteria may be met,
- all parties should be aware of the expegtatxons of the
developers and researchers.

L]

rograms .

- To. assxst in the design process, developers and researchers
should have Knowledge of experiential programs that could serve
as a resource pool of alternatives. ' The University Year for
‘Action- Program at the Unzver31ty of Kentucky is an’ example...

N

*Guxdeline§4 -Explare‘gpt;cnsethh pctentlal users.
—— S

,zPrier to'any”cﬁhtractual.agreement; it is importAnt that

potential -users thoroughly understand EBCE, the dptions for -
change and the criteria for: inclusion. Users would’ identify
componengs and activities in EBCE they would ‘£ind difficult

" or impossible to' implelent. This step would, in effect,
begin the lmplementatxon.negotlatzon

Guxdellne 5: Identzng"exten31on -users. .

Thls must be a muxual selectxon process. Users must want EBCE A

and be willing to participate in the emaxn;ﬁg ‘design work and’

‘.1n the three other phases, developers and reseaxchers must be

convinced that.the users. cgn ‘and will part1c1pate in both .

:'the research and development efforts.

GuzQeline 6: ,Est8b11$h_a dasxgn task force.-
™ y — — ”
L ' : R | L - L 4 -
Before changes are made in EBCE, a design task force should
"be chosen by each of the three user groups. (This work, and

all other work, wauld be condycted’ according to\fimelines \r | .
- ldeveloped for each population.) Task force members ‘'should -

'represent all key segments: within each usexr group. For example.
membership ‘might include students, resource persons

frem the school or district, ccmmunzty persons, teachers and-
administrators. ‘The design task force, working with the '
developers and re&earchers, would identify items such ds the
following° o \ .

-

e what's dxfferent ahout this user group ‘that necessmtates
changing EBCE to respond to those dz ferences?. ‘

f

. What are the real-world consfraints at_might‘creaté
- problems in implementation? ' S a

v
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Guideline 3: .Review existing non~EBCE experiential education.. .. .



.t -Develgpment Team- M

e  Wwhat kind~of‘1nformatlon¥shaf1ng procedures will be
+ needed to ,develop and sustain commjtment threughodt
the process of 1mplementatxon?

e
. r

'Guideline~7: Establish morkxng teems.

)

When praposed EBCE modxfxcatlcns have been described’ suffzcxently
by ‘the task force, work teams (consisting of users and research
and development personnel) such as the. fallowzng mxght be

<6e51gnateé to beg;n the design: N

-

¥
- . \
. -

Purpose-‘ To rework written materlal as necessary: to o
| prepare new material; to design stratedies éo
meet needs identified by the task force

i‘Community Liaison Team

-
Purpose: Mo prepere information about the program for use
RN with and by the community; to meet with community

. .’ . people about the program =’

Training Team

Purpose: To design orlentatlon and trainlng strategles for
, all involved usgr groups (i. e., students, parents,
. teachers, admlnistrators, communfty pereons)

L. Documenpatlon Team

- .

3 Purpose: To document the process and the products coming |
‘ : out of the design work for analysis purposes and
¥ " for eventual usé by otRer modifiers of EBCE

Research Team

~ Purpose: To make certain that opportunlties for research
‘ on experiential learning and experzentxal education

K - are built into the design; to introduce research
- needs as the project is being designed _ .

. ) ‘ . ‘.} . ‘
Evalu&tion Team i : S : - : .

-

Purpose: To prepare an evaluation des;gn, to 1nsure that
‘'significant evaluative research questions can. be
addressed as part of the design :

¢

i



Implementation Team

~

. Pyrpose: “To work with other teams during design, identifying
' ‘potential implementation problems;:. to begin ’

. . preparing for 1mplementat10n based on the emerglng
‘ : desxgn
Dissemination Team = - /.

Purpose: To develop orAmoaify existing dissemination
: ~ strategies in anticipatjion of later dissemination
effdxts; to sMare information about the design’
‘ : effgrt locally and reglanally/natlonally as
/ . "apn;oprlate

-~
N

. Those who might serve on these teams would include:

Student representatives

_ e ) g : _
2. Teachers ' Y S ,
r ; . . L _
3. Professional  EBCE research, development and evaluatlon
staff :
e 4. Community persons .= -
' -
' 5. Speciaiists-for.eaeﬁ_user group as necessary
By serving as members of the DeSign Phase teams, users woul&‘be )
carrying out functions apart from and in addition to their customary -
“..roles. For example, students would -also be developers, communlty
v persona would also be training éeszgners, ete. Part of the .
: 'respon51bx11ty of the teams would be fo institute a usex review
A process- to give others not on teams an opportunlty to review-
progress and make sugge
\ , All design work. (and especial ' t -conducted by the teams) must

- be carried out in a manner which gains the support and understanding
of all involved. This is. partxcularly -important if we view this . as
an opportunity to expand what we know’ about and mean, by experiential

- learning and experiential educatzon through EBCE as. wall as a chance

‘to extend .EBCE.

Phase Ii--Img}emenﬁéticn S _ | R -ig; S

: During this ph@se, it is critical that the pressures of implementation

. " not be allowed to ,overwhelm the process itself. As the design :

' becemes a: reality:53nd as users, develcpers and- researchers become ,
imncrsed in the daily operation of and participatien in the extension,

Nw
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‘we recommend ;hat guzdellnes such as the followxng\be 1mplemented
to 'insure continued collaboration. and™the gatherlng o} ata on
' research and extension. . A g
- . Guxdellne 9: Expsnd the im Jplementatlon £§§g
PO . ,During_inxplementatlon, we recommendthat the implementation team -

be expanded to include a representative from each of the other -
teams mentioned under Guideline 7. All implementatibn team members
would' then serve as communication links between users, designexrs and
non-user developers, researchers and evaluators. - The decision as,
. to whether the other design teams should continue or disband = °
s should be reviewed periodicdally during implementation. '

g

Guideline 10: Hold open forums on research and evaluation.
Since both, research and evaluation are key areas within the’
ecnitire impIementation process, it 1s important that all users’
: have frequent opportunztmes to learn more about what is
happening in each area. This is not to suggest sharing
 premature findings or results, but rather to increase awareness
e ‘ + about and hu1ld ‘commitment tg.both endeavors. - g T

. - Guxdelzne 11: - Conduct eriodic reviewS'and updates of the desigh.

Just because one okosses the threshholﬁ to 1mp1ementation does

~  -Anot mean design is complete. Mechanisms for review pf design .
s - * decisions nee ‘be in place _in the event those decas;ons aren't
// - - working.

Guideline 12:"Maintain~mu1tiple.roles;

d;fferent developmental processes as an
roles in the EBCE adaptation. We envision s Happening as =~ -
working teams were identified (Guideline:7). The ability to
experience and examine implementation-from more than.one perspectivg
+ may also be of value to the research and extension effort.. Thus, we
suggest that, in the Implementatzon Phase, users continue to be
: . encouraged to partlcipate in roles other than those they customarily:
e ~K‘ . assume. For example, program staff may be functzonlng at various
R : times .as de31gnsrs, researchers and documenters.

+

Phase III--Research and Evaluation

Although this phase occurs throughout design and 1mplementatxon, we
believe some additional guidelines will help insure that the activities
produce the desired information, have the support of the users and

occur smoothly. R
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Guideline 13: Clarxify users' research and evaluation
responsibilities. |

d conjunction with Guideline 12, we would recommend that users
have been active in earliey team work be identified as lay
rcounterparts to those whose primary work is in research and
/ -evaluation. The specific fun ensAthese persons might perform
- ; would be determined during the. design phase and training provided
: f $ increase competence and confidence in these important functmons.’
! One example that comes to: mlnd, of course, 1s "involving program

staff in Gata collectlon and analysxs.
. o )

Guideline 14: Establish a question and gnswer mechanism.

As many times as the Purposes and pracedures.invelved'fﬁ'research

and evaluation are discussed, there are always questions=tigt =~
arise during the actual carrying out of these activities. We .
‘recommend that a Jmechanism be available to permit the asking and
answering of such questlons. For example, users worklng with

the researchers and evdjluators (as described in Guideline 13) N
might be in the best pgsition to identify problems other users

"are having understandxng or carrying out research and.evaluation
tasks. They might then work with thé Tresearchers and evaluators

to develo@snontechnical answers -and explanatxons that would be
distributed in a local newsletter or addressed at the forums

~ described in Gmdelme 10. . - &

. ‘,}_;'
*

Guideline 15: Expegﬁ the problem~solving network.

"It is often the case that problems arising during research

- and evaluation are assumed to be the total respanexhllxty of
' the professionals work;ng in those areas. We would advocate
that, qure posszble,'those problems be shared first with
user-r earchers and user-evaluators and theh with a broader
user group to get their advice about: solutions. Problems and
advice would probably center around logistics more frequently
than around the research design. The forums (Guideline 10)
'would sexve as ong mechanism for this exchangﬁg

Phase IV~—Disseminatioé/Difosion

*

‘This phase of a program or project can also benefit from.continued

user involvement and assistance. To insure that invelvement is
provided for, we recommend the follow;ng.

Guideline 16: Increase the responsibilities_of the dissemination\\\'

team. ' R B ’ . '
During the Desig'n Phase, we adm’eated ‘foin{iﬁg-'a dissemination

_ team. We recommend that as the "extension™ moves into

~ implementation and. as ‘the renearch and evaluatzon work proceeds,

]
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‘this team be given more responsibility for finding or developing
materials for dissemination and identifying -audiences and ways-
of sharing. Students may want to write an articlé of their

own about their experiegces in the “extensjon* for a journal.
Teachers and students together might invite thelr counterparts
from other schools in the distrlct to experience a day in the .
life of the “extensxon. o . s ‘ L

Guldellne 17: Establ;sh xn—project as well as out~cf*pr03ect
dlssemxnatlon vehlcles. ‘ Lo — :

4 ¢ . S »
- : \ . . L .

A common‘complaint fro& ugers is that evaluators come in, collect
data and never share’ their findings with those who were evaluated.
. ‘ ‘ "Generally, we recommend that mechanisms be establighed for
y I ’ sharing results as well as for communicating what, others outside
o - of the research and exten51on effort are - read;ng and hearxng
‘ about the werk._ C .

.

|

. ; : -
Canclusioh We have proposed a pracess model cons;stzng of 17 ‘
guidelines throughout four phases to support a) the exténsion of EBCE
to thrge new populations. and b) the research—on exper;entlal learnxng

. “and eriential €ducation. The four phases may turn out to be tco

‘ : . few or too many; the 17 guldellnes are even more likely to change.
‘ Our concern, once again, is not that these exact steps be followed
but that a process model’ be useqd to pravxde a strong- sugport system

i for the proposed research and extenszon effert.-»_ PR
‘ : | - SR
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SECTION IX: Conclusion ~

B ~
.

Thraughout this paper, we . havewattempted to demonstxate thet

'@ - not enough is known about expexiential 1earning and
experxentlel educetzon ‘ , C a

. and ;% ‘ ‘ _4&" L ..

 - the develepment and extenSLQn of experlence—hased educa cnel
programs is warranted. ‘ . : y

'Althcugh these points may appear contradxctory, ‘the need for research

does not, ;n our oplnzon. cancel ocut the need for - experlentzel

educatxanal alternatives. The preblems young people. and aduylts face .
© in school and at work can not be temporxarily shelved while we 1nérease_

our knowledge base.“ Althaugh research and development have a linear
history (at least on paper and in design), that has_never stopped
schools  from respondlng to their real-world corstituency. What we
have tried to show here is that it is pogkible for NIE to continue to
develop responses to real-world problems while simultaneously . ‘
improving and xncreasxng the knowlege on whzch these responses are

. based.

X Overall, our conclusmnt that NIE can and should

“‘!

1. Support research on. exper;entzal learnxng and experiential

‘m educatien based on carefully thought out research questions .

desxgned to increase knowledge, solve prohleﬁk determine
outecmes ‘and direct~pb11cy._ _
. Y ‘ ' ' ' _
2. Cont ue -development of exper;ence—based educatzbn programs -
' agﬁf};prcaches. ) : D
v 3. Use the "extension” of EBGE as the vehlcle for a) providing
experlencedbesed education to groups not yet partlczpating
y and b) conducting some portien of the needed research 1n
" tandem with this extens;on.
4. PrOmote the use of a “support system™ (such as the
- guidelines) presented in Section VIII) to better insure. the
 succes the extension and of the research. : '

»
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| A?PEND'IX'A: Sample Research ‘Questions fﬁr Four gesearch-A;ﬂeas

J . .
1. Basic or fundamental research questions:#
1.1 ﬁo';he-fou: steps in.expérientiAl learning (a#-identified ‘
_ by Coleman) acqount for all that occurs in the learnex? = 4
- v 'For all that is required of the learner? What is a more .
. ‘comprehensive definition of or framework for experiential .
learning? o R ' S
. v . . ' . > * - \
' '1.2‘AWhat is the‘:elétiqnshib-bgtween'expe;iéntial'learning"
) and experiential ‘education? : o '

B
- *

. 1?3 After a lengthy reviéw of the literature on learning, Butler
' - identified seven factors that influence "most kinds of
v learning, for meost individuals, most of the time" (Butler
»  °1977:5). He then associated each factor with an outcome
or actiwity. Factors and outcomes are shown in the =
. following chart (from Butler 1977:12) &'

‘ ¢ ’
Factor-Condition . ' Ou:aa-.—lé:iviﬁg_
{Ingtructor) : © . {Student) -
© * Variadtiog ' Identifying : L N
(in{lividual differences) {(knowing strengths and deficiencies) N

Notivation - " Attending .
(incentive to learn} . ' {focusing attention)

v
' Organization @ == . Structuring N ' SRR
(sequence and pattern} - ° (relating new knowledge) . ‘ T ‘ ?
Participation — )Applying - -
-~ '(learner involvement) ~ (trying out new knowlsdge) . :
Confirmation e verifying ' ~ . "
© {(melective fcodb&c§l T (validating new knowledge) ‘ . . ﬁ ‘
, Repetitiocn =~ = Reinforcing : '
T (practice exercises) {refining and consolidating)
_ . Generalizatiom — Trafikferring o "
. , . (broadening experisnces) “ o (applying to nev situations)

[2Y

*although we have grouped gquestions by research area, we fully
recognize that the reader may believe a guestion is igcorrectly p%aced,
“rhe use of research arqas'hs organizers should suggest the potential
for work in each area. B Ce -

—
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1.3.1 -what is the relationship between the four experiential

' learning steps cited earlier (acting, partlcularlzlng,
- generalizing and applying) and these seven factors
hnd ccndxtxcns?

. , ) _ . Does experlentlal learnlng account. for student
' , B ) outcomes the same as, different from, oxr in addltzon
Aé,f‘jf ' o _ tc those Butler has ldentxfled? ) .

1.4 Can dxfferent instructional processes produce the sanme
‘ - results asnthcse which produce experiential'learning?

-

1.5 1Is experlentxal learning cnly 1nduct1ve learnlng? .

- . _ 1.6 Is a preferred learnlng 3hv1ronment or style related to
L~ - age? _ | f

1.7 What part does potential utility play in experiential
learning? 1Is it the content or thé learning: process
that.stlmulates learnlng? Retention? '

2. ‘Prcblem-focused reseerch questlonsﬁ . ‘ B

. 2.1 Do young people have dominant leerning'stYles (a l1a Wolfe
AN . and Byrne)? If so, how do these influence learnlag as it
By . occours through experlentlal educatlcn?

2.2 -Does mctlvatxon autcmetlcally come with action, espec;ally
o where actlcn is fépeated? :

. . ~ .-2.3 Does newness 1ncrease learnlng or do young pecple who
B " have been in experlentlal education learning envxronments
learn as well as those who heve only recently joxned?
£
- -~ 2.4 How*much cpportunzty for experlentlal learning is available
A - - in work places and the community? Does thls vary according
o _ to type of ccmmunlty? ' v
Y o -— _ ‘ , - o
N 7. 2.5 wWhat can young pepple tell us about the working gjgénition
N © +  of experiential learning? Can they add to it? ify it?
‘ w us there are other ingredients to a learning s1tuatlon
thag,are critical to its success? ,
2.6 At scame pélnt does experle\!eal learning cease to be learnlng?
Does-it become doing and not learning? If so, at what
- point does thzs~occur? . - -

2.7 How much structure must be provided in a ngn-school learning
- 'environment to insure that learning oppor‘igity is available?

& -
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/ 2.8 1s there-a,difference between experiential learning and
- trial-and-error learning? 1If so, what? ' .

/2.9 What can be added to the working definitidns of both
-experiential learning and experiential education to make
them more accurate and more useful?

- 2.10 How can young people be lntxaduced to. and prepared fox

-e{m~m¢‘w~~~- . - experiential--learning- and experxent;al ’education?

L3

3. “Evaluative research questions:

. e . 3.1 "In what ways, under what circumstances and with what
' populations (is) experiential learning supetior to
_ - traditional classroom learning?" (NWREL Educatlon and
s .WOrk S-Year Plan 27} :

-~ . . . s

. 3.2 What ings are best learned through experlentlal learnlng?
wWhat thihgs are not? A

. 3.3 How can life skill dévelopment be measured?

3.4 When learning outcomes are the same or different for those
“in experiential education and those in: regular classrooms,-
«what accountsispr this? . .

4. Polzcy research questlons---
~ . . : v .
4.1 'What are the policy implications of poteritial outcomes
) from the research questxons lzsted above? TFor other research
questlons? o . :

.

- 4.2 What effect will research efforts such as this have on
‘currant and future NIE-funded develqpment? What effect
’ should they have?

4.3 What kind of interface among prdgrams;and~projects would
such ‘an effort require? . Is this feasible? Desirable?
4.4 What are the implications for N of £ocwsing on
. experiential lear g and experiiential education? How
should career 'atxcn be incorporated?

4.5 What d§$h exist that would promote or inhibit experiential
learning’ and experiential education programs?

4.6 What other federal, state and local policies support or
7 contradict experiential learning and experzentxal ‘ '
' ~ education? S _ S

(AR
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4.7 What research is currently underway both within and outside .
' NIE in the experiential learning and experiential education .
ar@as? What kfnd of interface oppoxtunities or problems.-
could this represent? . ,
S - . , :
4.8 who should be lnvclved in fxnallzlng a research agenda?
_Who should be respon31ble fer carrying it out’ Fer‘monltoring
_ it? ‘ . | -y o .

. 4.9 How mlght such a research effort 1nfluence the NIE Educatlon
and Work Plan in. one year’ ‘In flve years?

The above questlens are posed to xllustrate the klnds of research
information it would be benéficial to have about experiential
. learning apd experiential education. It is not our intent to limit
- research those topics; nor do we propose 'to assess priorities .
* within research areas.. ,We do beldieve. that an analysis of research
. teplcs, questlcns and priorltles should be undertaken so - that NIE
> prepered to make informed decisions about the kinds of research
opics that m;ght best be addressed and 1n.what kinds of develepment . : -

programs - . . ‘ : ' -

-
A8
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' q\‘\\ N b _ assistan¢e, evaluation, product development and
h

. B <\ii,, : L ‘ |
APPENDIX B: Applying the Process Model —?How It M‘ighf Work With -
Gifted and Talented Junior High Youth

To test the usefulness of the process model described in Section VIII
~of this paper, we have applied the model in the follcwlng pages to.
NWREL's coammitment to test experxentxal interventions with gifted and
talented junior high ycuth.» For the purposes of this test, School® |
District X will serve as the agency with whom NWREL will cqllaborate.
Although: we-cannctuguarantee-at this stage that all-steps in the _process
- model will be used (or, indeed, whether they will be necessary), we
- have included lnfcrmatlcn for each step as-a wcrkzng model. - '

-~

Phase I--Project Design

Guxdellne 1: Set the-paremeters for design.
. . ‘

Such an examlnatlcn of .EBCE and its components ]
made by members of both the NWREL EBCE evaluati n -team and the
'NWREL EBCE training and. teéhnlcal 3551stance te
~ The former de51gned two truments, “NWREL EBCE :

Site Essential Charactefistics Checklist® and ™ , EBCE Process
Checklist," for use in evaluating pilot sites' fldel'ty to the
NWREL EBCE operationalymodel. They have' prcved usefu

assisting pilot site personnel in examining whether div

in their ‘program's design and operat;ng processes fram the
_original- model were purposeful or unintentional, and whether
results were acceptable to pilot site personnel.

,

H

- . In order to help school dld‘ricts adapt EBCE tq thelr particular
needs, the training and technical assistance team has had to
come to grips with the questions, "What makes EBCE EBCE?" and
'“How much can you change it without disappearing it?" Although
their methodclcgy was less formal than that of the e€valuation

' team, the training and technical assistiance team mgmbers have
beeri operating within the design guidelines laid out 1n the two
' checklists as they have helped dozens of agencies fif EBCE into
part-time schedules, work experience pxr \grams and career cluster
-\\ programs or develcp total model alternanxves.

N t

_ The efforts and experiences of these two | NWREL teams ‘should be

- brought together with the perspective of | NIE _personnel to

. formalize a framework for adaptatiion of EBCE to gifted and

‘-« ¢ talented junior high ycuth. Following is’ a prqposed prccess o
for acccmpllshinq this step | P .

~ 1. Members. Af tﬁéﬁNWREL EBCE teamé—-tralning and technxcal

‘administyative=ewill indicate on the two’ checklists which
5 'charaetetistics they considar to be essential to the:. . -
A  éxistente of a program identiflable as EBCE fcr gifted .
.and. ented youth

.
. - i N ) . . A.
b B o .« -~ .
Al a . - . -
. . . . . . : N o
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2. The results of this poll will be compiled to show a
~ consensus NWREL EBCE definition of how much. EBCE can be
| | adaptedrand“retain‘its identifying qualities.
L . . S o & .
AR . ' 3... These gesults wlll be- suhmxtted to NIE for approval and/or
S : modification. '

"l
) L )
Guiderine 2: Establish'criteria for participants:
_fyA Lt ¢ It is suggested that an agency testlng with NWREL the appllcatlon >
- : ' e of EBCE to gifted and talented Junlor hlgh youth should show
A evidence of the followlng.“ : . , .

RS ( : . S ! L
L ' '_-1. Prlor-commltment to improving the edugational process
’ . N . v . . .
' 2;;‘Wi11ingness to provide $tudents with choices in their
. ,';eduoetional experience- (e.g., options. among classes,
programs, act;vxtxes etc. ) «-
1S ‘ Al X
3. Recognltlon that élfferent eduoational strategles and
;.env1ronments are approprlate for dlfferent student needs

4. iPresence of;(or willingness to deveYop)™a process Por

~

. _ . - TNl
« : V8. Avallahlllty of staff to des;gnhand operate the progxam

- 6. ,Commitment to . develqplng and usmng the communlty as a
_— ' learnlng resource o e ' -
The extert to whlch school D;strxct X meets these erlterlg will
be determined through conversations with dlstrlct ‘administrators
- and examinatiop of pertinent dxstrict policies and other documents.

o . " ‘ ‘Guideline 3: Rev;ew ei&‘?&ng non-EBCE experlentlal educatxon
L, et programs. - . IO P o . LY )

-~

*

- . . 4
_ . As a starting peint for the research and_deéign effort, School
; - District™X personnel apd NWREL EBCE developers and. researchers
.~ in the gifted ang talented junior high arena should not only have
. the knowledge of experiential programs that could serve as a”
resource pool of al€%rnat1ves, but also of existing community-
based and career education prograns for gifted and talented
youth Further, the two groups will Agree to document their
- ‘knowledge (perhapsfin the form of an annotated b;bllography)
- and share the results with each other. _

B . : ~ N . ¢

o«

. If more extensive information is desired, NWREL w;ll assume e
. L | responsxbility for contlnuation of the search. ' '
i‘. ‘. L ‘ N ‘ .. ‘
* 4‘ - -
uh.-'l * . .
' ; ! ’ h ‘w
. q‘:& o B . ‘

. . '
- A . ’ . ~ T~ . C
. " . . . -
' . ~ ‘ o N ’ ' . S N
A . . .

ldegtifying glfted and talented junlor high students . a

—
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step would be acipmplishad as follows:
: . . . .. b '

.4{ “*‘2. 'The options for adapting or hanginé tﬁe'moder~(Guideline 1)
oo A e £ :

*!\U . C R . .. P C. A o . T R - . ¢

L o o
o.“"n , - ‘_ ‘“7‘_ . : . ¥ ‘.
Gﬁideline 4: Explore options with potential users. . - B ﬁ% ,
Initiation of the implementation process by'éo&pleéien of this e
1! NWREL EBCE personnel will presén;.suffiéient information . -
to School District X personnel to insure a thorough ' ’
v ... understanding of EBCE--its. purposes, characteristics o
. and processes. T o

L { ‘ . L)

- and the criteria for,pa:ticipation'(Guideline 2) .Would
- be explained.- I = G .
T e ; - o . ‘ T
3. School District X personnel will identify EBCE components
and activities they would find difficult or impossible to .
implemernit. : - ' ‘
4. The results of this selection process would be recorded
by NWREL EBCE staff and verified by School District X .
-personnel. . . T R | | -

It is important to note-here that this step could extendfqver‘mu¢h

of the remaining steps\of Phase I, particularly if more than one . -
schoo®or team of people (See Guideline 7) is involved in the =~ . _

. design process. Consensus decisionmaking can be somewhat slower

than other methods, but it -has the advantage of increasing |
participants' identification with and feelings of ownership of
the results. . This is pagtigularly-important-inAdesigning a “new"
educational program which will depend on the commitment and extra

 “efforts of its operating staff fer successful implementation.

> B :

Guideline 5: Identify "extension® users.: S . s

The mutual sglection process describe§ here will depend on an .
. understandin§ by both the potential user and the developer/researchers
of the entire process 1--design, implementation, research and i
evaluation, and dissemin tion/diffusion. To the extent possible, - . .,
the specifics of how each phase and_step‘is to proceed will be

agreed on at this point. ‘Documentatioq'in‘the\fe;m_cf an -

agreement or contract stating NWREL and District X responsibilities

o owill be negotiated, either. at this ti or in conjunction with - -

establishing a‘design task force (#€e Guideline 6a ‘below). - -

Guideline 6: Establish a design task force.

Establishment of a design task force representing all key segments ,
,within the usex group--students, community resourceé pPersons, . -
.teachers, administrators, gifted and.talented resource persons ‘
from within the distxict--is consistent with the community base _

" emphasis of EBCE and will Be relatively easy to accomplish . . - i

oF

- -

M .

. . .

< . . ' . -
“ ~ .
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- 8 in gchool ﬁisﬁrict'x."a patentiaI‘nucleus of such a -group

.~ already exists in the form of 3 district ar@er education

advisory'éommittee and a 1ocal'as$ociation gor gifted and ' R

. talented students. . planning ccnferencés already anticipated o *

~ . by pistrict X for . planning progran design and student_selection
procedures will pring tegethexr project staff, school staff-

~and'students;‘and intarésted'citizeﬁs. The™maministzator * - S

ox grbgram.dixector for School Distr;ct;x's'p:oéosed gifted - E &

; '3,-and,talented program could assume responsibili;y.qu'¢ontactiﬁg, '

convening and chairing the group once potential pembers.
have been identified oy whatevér'process pistrict X program'; N _ | .
planners deem apprspriate.. ' ! S o <§ -

s modifications,

. 1

NWREL and gehool District . have somewhat aifferent needs
in_pdanning this part of the work. goth intend to design, . S
test, document and disseminate an jnnovative program for SN
gifte and talented junior high youth. Howevex gsohool ‘ LG -
. Dis, jct X's focus "is on méeting the needs of jt's students L
_'ané developing'material§ and,pnpcedufes_which;it_can use

! locally in this effort. 'NWREL‘s'responsibility is somewhat
“bxoader in that its products mast have'appli:ability'tc
»the needs of sgvera}‘aéditional groups. '

. ' ' . “ - ) < . ) : . . ‘ ’
Y - 1 Giftéd and gglented junior high youth in other . schools.
' _\.Qistricts-and,states. o . o

T e U -~ v S L A . . .
. . , 2. -Gifted,and talented‘ycuth i addition to those1of'ju§ior S i .
AT | high age - 7 . | o | Lo

'.v « v I . . . . o .
> 3. Learner populations with special charggtgristics,and
nheeds other than gifted éndhtalented : ‘
Therefgre,'the jevelopm&nt of an‘aétgement'between gchool District
x and NWREL should @is;inguish between the goals and tasks which
. are__ ’ - “ ) . : ' .
& [ ¢ N

e =

®

1. Speéific to ‘the distriét‘s‘iocal_neéds >

L%

-2 gpecific to NWREL'S brdaaer needs

3. Needed mutually (oF at least mutually useful) -
This will aliow for efficient_cooperation and ccordinétion on °
“mutual?"tasks(as~wgll as-intelligent aﬁd.agreeable ﬁhq;setrading" ) 4T
- of tasks needed by one€ or the otherApartylgxblusively.

[
PRI |
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_ design team..

The grid on the following page is offered as a beginning point
for a discussion as to how. the tw® gfoups might work together
on the various pieces of work. It lists down the left side of
the page the tasks called for in NWREL's 5-Year Plan.’ Across

.the top are listed thoze tasks called for in School District

X's fundlng proposal. The boxes where 1tems frem both llStS
intersect have been marked with an "x". o R
Followxng the gr;d is a secpnd visual representation, this one . .
laid out into five quite general phases or areas of work contained
in the. plans of both groups. It is intended to be-used as a

draft worksheet to clarlfy the respective roles and respon51h111tles

. of NWREL and School District X in the five major types‘of work

represented by the: ‘many tasks lzsted on the grid which precedes
lt. . +
. . L v

\

Gu14e11ne éb- I&entxfy malpr gpestlons tc be addressed by

“

IS

The design task force; worklng with the developers and researchers,'

wduld pose and answer research and development—related questipns “
pertinent to their EBCE adaptation. - These questxeaf should xnclude..-

\
3

but. not be llmlted_to the followmng._

e ‘What‘s differént.ebout this user group that necessitates
- changing EBCE to respond to those aff erences?

] What are‘the real—world cehstraipts that might create |
problems in implementationz ’ :

t@. What klnd pf lnforma bn—sharing procedures will be
,needed to develop and sustain commltment throughaut the
process of implementation? . .

Guidiggne 7 Establish working teams. . e : \

For each school participating in the junior high gifted and
talented research and development effort in School.District X,
the group of people associated with the program are considered
by themselves and the distyict to be a team. The nucleus of

. each school's team consists of twp or three classroom teachers.

A project specialist, coordinator of career education and
coordinator of gifted and-talented education split their time

among the three schools and may .be ‘considered members of each

team. Similarly, the district’s community resources clearinghouse
will relate on a continuing basis to each school group and each
school's princzpal will be involvad in team activzties in various
ways. .~

As-a result, the gifted and talented teams .in School District X
already overlap in several different ways, both setting the #

. 58 ' - A _
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INSTITUTIONAL ROLES IN |
GIFTED -‘AND TALENTED JUNIO7 HIGH PROGRAM

e

e
A

NWREL - -

-~

Schdél District Xf?“‘

P’@gram.des and
planning :

Consult

Major responsibility;
conduct activities

&
Staff training
) LS . h

- %raining as needed,
School District X

-future trainers. for
- District X staff

Provide EBCE
emphasizing training

personnel to become

_traiged as EBCE

?rdvide'gifted and
talented training

Proviae staff to be

trainers
— L

.Documéntaﬁion and

materials -
dévelopmént

s

Consult regarding

Perform additional

; materials

<
-

design, formatting,
etc.‘as necessary
documentation and

development needed
by NWREL N

‘ processps

materlals
. Prcduce-necessary

- and funding agency

Document program

A A

velop 1nstructlonal

-~

reports to district

'Dis s,eminion

Consult *

.

Perform all work

a. School District X
. b. Statewide Consult T Perform all work

c. National Lead Consult ‘

Evaluation <j." Consult Perform all work
. . ] _—
. -
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'precedent for a. complex team structure and sxmultangpusly suggestxng

a cautious approach to further complexlty “Emphasis*should be
Placed on- the Design Phase functions represented by the teams

listed rather than on the formation of a separate team for each .

fundtion. Whatever grouping of peeple will be most effective
should be used to coordinate School District X staff with research
and development personnel to accompllsh “the essential Design Phase
functions: s -
-
e Develcpmant~-to rework wrltten material as necessary; to
Prepare new material; to desxgn strategles tc meet needs
' ‘1dent1f1ed By the task ferce :
) “Communft1>L1alson-—to prepare information about the pxogram
for use, with and by the commun;ty, to meet with-community h ‘
people abcut the program ' ‘ ‘ ; \ ' .

@  Training--te design orlentatlon and training strategieés e (
: for all involved user groups (i, €., students, parents, o N
teachers, administrators, CQmmunlty persons) . : '

{ .. Documentatién~?to ‘document the process and the products
coming out of the design work for analysis purposes and
for eventual use by other modifiers of EBCE S

e Resaarch~~to make certaln that opportunities “for research*
on experiential learning and experiential education are
built into the design: to lntroduce research needs as\
the project is being designed

e Evaluatlon-—to prepare an evaluathn‘é;51gn, to 1nsure
~ that significant evaluati research questions can be
jaddaessed as part of the design :
[ Implementation--to work with other teams during design, oo
. xdantlfyxng potentlal implementatioh problems; to begin '
preparxng for 1mplementat1on basgd o the emerglng 6351gﬁ

e Dissemlnatlon-—to develcp or modlfy exlstlng dzsseminatlon
strategies in anticipation of later Aissemination efforts,
to share information about the designweffert locally and
reglonally/nationally as apprcprzate :

g ? L
For example, the team structure whlch already exists in the dlstrlct s . -
junior 'high gifted and talented EBCE program could be retained as

the basic group in each school’ for each of the above functions..

To the basic- group could be added student representative5° research,
development and evaluation staff; community persons; gnd any

specialists needed for a particular function.. For each function, A

‘one person could be designated as leader. Depending on the function,

g

* .

- there fould be one leader in each. school or one leader for the

57
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district. The leader would.be responsxble for understanding the . Loy

task well’ enough to effectively coordinate and focus ‘the team's .
efforts. . A R . _ ' e

NWREL and thool District X should decide jointly' what team

.formetxon could most effectively accomplish the dual purposes .,

of ‘carrying out a meaningful research and development effort - :

and meeting the immediate needs of the dzstrlot 5 ‘gifted and .
- talented ]unlor high students. \ . '

L4

Phase II~~Implementatlon - | . - | : ":

Guxdellne 9: Expand the implementetion te%o A :
As in Guideline 7, this s translated to mean gxpand the dutles
* and focus of ‘the district's Design Phase teams to include
“1mplementat1on functions. School District X, in consultation
with, NWREL, should decide whether the tean structure established -
Uin the Desigr Phase needs to be: changed as emphasis shifts’. from . S
design to implementation .or whether the planners can sxmply become ., .
the doers, - B :

=t

L . . ¢
a

Guzdelxne lQ:A Holé open forums on researchAand'evaluatioh. k B

The operations level personnel in School Dlstrlct X--namely" the
- classrodm teachers in each school who will be part1c1pat1n§ in-
the development of the junior high-+gifted and talented program-«
may be unfamiliar and inexperienced~with the methodology and the
important issues involved irr educational research and evaluatfon.
Their dgvelopment efforts and level of comfort with their
. "creatioh" and its temporary kinks and rough edges will be
enhanced by the perspect;ve such élscussions could provxde. i
The district's project specialist and/or coordinator of career
education and/oriooordlnator of gifted and talented education , .
could convene ‘and conduct the foruins, drawing on NWREL researchji : ¢
@nd evaluation staff as resources. . NWREL staff could be
particularly helpful 1n suggesting dzscus51on topics pertaining
to phenomena, problems and questions common to most reseaxch
_and evaluatlon efforts. : B
‘é ,
Thig activity is partzcularly szgnxfxcent as a prelude to -
Guidelines 14 and 15 in the Research and Evaluation Phase,
as users continue to play a signifzcant role in shaping the
development effort.
. . b ‘
: Guideline -11; Conduct periodic reviews and updates of the design.

This task is critical in any innovation and must be.built into '
" the task timelines of both the district and NWREL. It could most
easily be accomplished by being written into the district's

\3
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evaluetlen design, to occur most leglcally at. the end of the
first (and ea¢h: succeeding) semester of program operatlon.

W""

. : ‘ Malntenance by each individual in D1str1ct X's gxfted and talented
% 1 Cn ' EBCE program ‘of multiple rcles is as necessary during the
o Implementation Phase as it is during the Design Phase (see
Guideline 7). .Teachers may be involved in develep'ng public
relations as - 1 as curricylum materials; they : collecting
evaluation a esearch data during their daily a txv;tles of
: ogram with students. Students} in turh, can ,
pleyka:pivot e in communlty llaxscn._ They e naturals as . .

3 ._‘_Guideline 12- _Maintain multxple roles.

»

W

. thef could easily participate both'in data collectidq (for either
entation or evaluation purposes) and materials development.
full range of roles will become known only as people try on .
fferent ‘hats., L oo

As in Cuxdel;ne 7 of the Design Phase, team structure and individual
‘IESPQnSlbllxileS w1ll be’ worked out by Dlstrlct X thh adv1ce from
NWREL. - - o/ .

/f ® * )

Phase III-*Rgsearch and Evaluatlon ;-'
Guxdelxne 13-»'C1ari§y users' research and evaluat;on <;_ .
=respenslb111t1es. .

*

Ideﬁtiflcation of School District X's ceunterparts to NWREL
- researchers and evalugtors will actually have begun durlng the
o I Design Phase (Guideline 7) as people responsible for each
e T ' “Tunction are identified. During Phase III activities, the.
- T - usefulness of distrxct staff as researchéis and evaluators can -
be enhanced through explanqmlon to them of the weye 1n wh;ch ‘
they can contrlbute. & ‘ ,
1. Individuals can take resp0nsib111ty for famlllarzzxng
* themselves thorouglily with the project's: research and .
eveluatlcn purpcses, design and techniques

2. This wxll prepare them to recegnize sxgn;flcant issues

and questions as they arise--issues which can be brought
before the larger group and cycled back into the program s
design. X ,

-
)

3. Distrigt staff can be assertive in identifying their own -
user needs for evaluation and research and in plugging

v these ideas into planning to guarantee they will be

T _ addressed

e | B " 63 _ |
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. . , 4. TPeachers can collect data needed to carry eut the
L ‘ mutually designed plan. _

5. Documentation of program processes and results can be
‘ shared Ly the many 1nd1v1duals hav;ng frequent centact
with pregram eperatxons. :

' Agreelng to as many specxflc responszbllltles as possible will

‘ fac;lztate School District X staff becoming integral participants
-~ ' in the research and. evaluation procesd rather than just, observing -

_or reactlng to tbe process or participating only perlpherally by
-edmlnlsterlng 1nstruments des;gned and/ox called for by someone

else. : ! D e
.t "-\. +

. Guideline 14: Establish a question and answer mechanism.

_ The need for communications links amon ﬂie‘experlenced and
lneﬁberlenced researchers and evaluator could be met in. a number
cof ways. For example, the open s swggested in the -
Implementation Phase (Guideline loy"weuld also serve well for

, - research and evaluation purposes. ' Questions raised but not- '
‘ - answered durxng these forums could be recorded and address to
j‘t ‘ 2 NWREL personnel during their periodic site v1sxts, by phon
¢ by letter. Responses could in turn be sem;nated to the greup
- 'either through NWREL staff part1c1patlon periodaeally :n the -
- forums eor through a newsletter : ‘

Guideline 15: Expend the problem—selving network.
‘ A = EEEEE :

This step is a natural corollary to Guideline 14. It .simply
.focuses requnsxhxllty on the users for answers as well as
\questxons 'in the question and answer mechanism. Whereas research
1 . and evaluation_ “experts" may appear to be the best, or even the
LG . only resolvers{of problems; the. Schopl District X personnel are

' ' actually in a Better ‘pasition ‘to generate answers truly useful

i

. ; . to their local situation and’ possibly more creative and applicable .

on a broader- scale than those of tradltlen—beund "experts."
' C;\ - So\ problems arising as. work .progresses should be shared,first

: ‘ - among School District X people who are functionlng'as*researehers
and/or evaluators and then with all school District X people
involved in the junior high gifted and talented EBCE program.
_ The forums (Guideline 10) would serve as one mechanism for this
SR ‘ exchange.
‘3 _ . : : :. .

‘Phase IV—-DlssemlnatioA/Diftusion

. .G'l T . . .
WT ‘ , Guideline'ls Inerease the re§ponsmbllit1es of the dlssemlnatlon
team.
i ~ ‘ , / L
) As in Guideline 13 in the ementation Phase and Guideline 13

during the Research and Evaluation Phase, this step will take

% . e

P
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"

d&e form in School District X of people already involved in

dissemination ingcreasing their emphasis on that function.
,The project specialist can coordinate this function as it
evolves from primarily information-sharing &bout program

.objectives and progress during the firxst two years to strategles
facilitating adoption of the program by others in the third and.

i' fourth vears. Throughout, teachers, students, community persons,

the gifted and talented coordinator, career education coordlnator,
parents and all others can participate in dlssem;natlon act1v1t1es
(described in Guzdellne 17 helow) '

Guideline'l?- Establish 1nfpr93ec$ as well as out«offprc3ect
: dzssem;nation vehlcles. _ | »

2 [

A

. District X already has plané for several{diSSemihation‘agtivitieér.--

i . . e ) . , .‘, <

1. During ihé first\ﬁwc years~-~

o ° Inford’communlty and prcfesszcnal personnel concernxng
program objectives and progress '

e Develop a brochure describing thé‘project .

e Distribute brocﬁure.fo all junior high, schools.and
seniocr high schools serving nlnth grade students in 7
School sttrxct X 5 C oy T

. Dlstrlbute b:echure to members of the local career
' educatlon advisory committee and the assoc1at10n for
® . gifted and talented = o o

.

@ '-Prepare articles fox puhlication ih local news media

N Inxtiate and sustain contact with local med}a through
direct contact with medla representatlves

I Make presentations to tommun;ty groups'such"as v
- . Chambers of Commerce, Kiwanls, Rotary and other .
- service, clubs

® Put tpgether slzde/tape presentation depicting
) _development of the program '

requested

\— .P

e : ® Share slide/ij9e with school and community groppsAas

\
2. During the third and fourth years--

:\. Identify additional schools both within and outside
' the district to begin operation of gifted and talented
carser education programs for junior high youth
. N ‘ (

6l

£
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. ~ @ TFacilitate thg use of local funds for personnel: and
' "materials’ asso iated w1th ngugyﬁgram

*

In addltlon, District X, personnel could collaborate with NWREL
representatives to plan and 1mpiement cther dxssem;natxon

'act;vxtles as desired: : v

.

Y. .
) Articles could be prepared for publication in various
\ é!gawsletters already serv;ng the dlstrlct, regxon and/ox

4

tate. ' .

-

e Presentations could be made to the local career educatlon

advisory committee and association for gifted and talented

at their regular. meetings or-canferences at reglonal, o
state and natxonal levels.. '

® Links could be established between the lccal program and-
' . wvarious existing EBCE groups--the state EBCE network, the
" national EBCE diffusion network, the informal league of -
- other states with EBCE netwcrks, and so on.

-
-

h
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