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EXTENDING EXPERIENCE-BASED EDUCATION:
SOME ISSUES AND,CONSIDERATIONS.

SECTION I: Introduction r
The Education and Mork Program-of the Northwest Regional Educational
Laboratory (NWREL) agreed to prepare a Pdlicy outreach paper for the'
NatiQnal lnstitute,of Education (NIE) to-Present information about
the posSibl,extension.of Experience-Based career Education to three
populations: gifted and talented'junior higli students, 'aduIts.and
teachers. In order ..to do so, it became obvious'that-the btoader
issues of experiential learning'aiad experiential education were crucial
to the'extension, This paper then, explores what is known and what
.is needed in.the areas of:

'Etcperiéntial learning and
1

experiential education

6

Extending EBCE to groups not currently served by the program

,Thsp remainder of tilis paper

Section II:

Section II.

Section IV:

Section V:

is organized in the following way:

A Rec4itulation of the Frir--What the Experts
are Saying About Youth and dults and About SChool
and Work

The-Nature of the Proposed Solutions

Problems with the Solutions

A Working Definition of Experiential Learning
ExperientialdEflucation

Section VI: A Framework for Linking Research and
.

Section

Section VIII.;

VIIt' Extending EBCE* Three PopulStions

and

Development

k Process Model for Extending Research and
DeveCpment on Experience-Based Career Education

Section IX: Conclusion

Throughout,this paper, we have.attempted to present issues for NIE's,
consideration which'we feel shquldeffect policy. Tpis paper is not
intended to provide' all the answerd. Our intent i-s to explore some
of the problems and opportunities in a way that will provoke additional
uestions as well as a search for some answrs.

4

Finally, by presenting the research sections first, we are no f. implying
that extending EBCE is a secondAry consideration: Both tasks are,
in our,opinion,' of critic 4(1. import to fuNire directions for NIE'.

5.
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A.Recapitulatiop of the Problem--What.the Diperts Are
Saxing About Youth _and Adults and About.School and Work

;
"About Youth. airing the last five years, experts from ne1/ fields
served oa panels, commissol-iS and task forces devoted to tne problems

, .

of the young in our' soc4t.y. Althou h. the'evidence they compiled is,
by now, a familiar'story, it.is sttal distressing. I.

.

I .

. .

,

GenArall* the problems'center around the inadequacy of the links,
between school and wirk and the difficulties yOung pe4le. ,

experience making.the transition from adolescence to adult.hood.
For'examplv -

a

6.

. .,

The young are isolated from the adult world.
. ,

1.
. . .

What.we are witne\ssing is the "separation of the.young from
the rest of sociay"--an unhealthy situation at best
(Coleman 1974:8E)). At a'time when young peogle and adults
should be learning from and about each other, .the young '

are in school'and the adults, are at, work. A r'elated and
compounding problem is the separation of the young from
each-other according to age. ,

The young are losing confidence in school.

More young people are in schoorthan ever before (55,percent.
of.18 ypar olds and 98.9 percent of 12-15 year olds in 19741?
(Martin 1976:4 ). At the same time that our laWsrand
customs are kee g the young in school longer experts
warn us'that "(t re) is ,a general adolescent sepse of

,Or disconnection betWeen self and scilool...\ The result is
a sizeable loss'of confidence in schoolingamong the

.

young" (Coleman 1974:88). Not i then, are the young
isolated, but, they alse lack confi ce in the institution
to'whicb they have been sent for.their, isolation.

e
0

The,student role is fragmented.

1
.

Along with the disconnection bet1ween self and school, the
po- young in their role as students experience a "repetitive

round of movement from one expert to another" (81). "In

their isolated and separate world of school, the young
are' dependent on' spebialized teachers who,know little'
about the students as individuals" (Ibid). -

forhe s tudent role is passive.

According to a 1972 studY, the student role is, for the
most part, a passive,one (Boccock .1972 in Col'eman 1914).

/'
-1

/ ,
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Thelvrimary method. of instruction in'tlie classroom makes
Afdtmation assimilation the tiominant learning.pattern for
the ybstihg (coleman 1976). There is -little that is active
about,taking ip information.

Aduats as well as the young lack confidence in the schools.

Not only are we isolating the young fbr more 'yeaxs in
.i.Astitutions they aren't sure of and wliere thqr role is both

-

fragmented and passive, we aa adults aren't sure the schools,
particularly secondary schools, can handle the job. The
legitiMacy of schools id'being questiOned and the ability of
the schools to respondl.to.society's demahds.is dwindling.
"Part of *".he peroblem of legitimacy and resiliellce (of schools)

id' that through long accretion of acti ities and responsibilities
and, the assuming,vf new burdens at a ra id pace in recent--
decadat, the institutions' of American secondary and higher
education have taken on a great deal of reqPonsibility and
work" (Coleman 1974:90).',., Taxpayers and teachers,' according
to Apd in addition to the Ixperts, ar ity questioning the
school's ability to assume such a lar e share of responsibility
for educating the young (Ibid).

s

, The schools don't ahd can't teach all the-oung need to know.

,..schools' structures are designed .wholly for self-development,
particularly the acquisition of 'cognitive skills and of
knowledgef.... (Schools) .do not provide extensive*opportunity
for managing one-'s,affairs; they'seldom encourage intense
concentration on Aingle activity, and they.are inappropriate

- settings ,for nearly all objectives involving responsibilities
that affect others" (Coleman 1974:1461. One can reasonably
say that the soh-cols should9not.be expected to proVide thqeie
experiences for the young; in the net too ditant past,
h"owever, we.did expect 1111 this and more from schools,
particularly_from the cdvrehensive high school:

In addition to problems centering around the schoc4s, the Young are 4
having a tough time connecting with the other institution that pervades
our lives--work. Some of these4compoundA.difficulties deserve to
be-mentioned.

It's hard to find a job.

In sp'ite of the confusion surrouNeing the collectio6n and
interpretation of youth unemploymnt.statistics, \qe know
;hat "in any particular month between a million-and-a-half

\ and two million teenagers are looking for werk and unable
to find it" (Wirtz 1975:22). In any given year, about
half of all those out of work are teenagers. Although

3



the niimer of yoUng people finding jobs hA been increasing,
a rate of 20 percent unemployment'for youth who want to work

dangerously,high.

Young people who chocAe education leading towa-A-M-sp6cific
career aren't necessaril getting the jobs they were trained
fOr.

The most well- nown elample is the number of recently trained
teacIPerS who c n't find work in their field. We may question
the appropriateness:of such trifting and/or the job market,
but we cannoot question the problem lack of jobs in on's
field creates for young, well-trained job seekers.

We're better educat'ed. Alqd our jobs may not use what Ave've
learned. 4

e

4
By 1990, fifteen out f every sixteenTersons will have
more than, an elementary school education; one of every four
will have a-college degree, (Wirtz 1975:29).. "But %%le are
developing more highly edUcated people faster than we are
creating jobs that traditionally required 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 some disappointments. It may take more education to
get_ a job;-it may not take as mucti to do it%

Picking a career may be as hard as getting a job-

Coleman'repprts tht. "subiects in one recent large-scale
survey considered 'Vocation-related decisions their' Inost
critical task" (Coleiran 1974:103)., Although changes in
.career plans and choices occur periodiqally throughout
adult years,youth become concerned aboUt the tooic.as
early. fts age 12. Witla11 the uncertainty,about employment
and the problethe-young are encounterid'g in school,
it's no wonder they worry: ,

744
A

Before we turn to some of the proposed solutions to these problems
(and, more specifically, to some of.the probleMs inherent in thel.
solutions), we would like to look briefly at what the expertS are
tinding out abOut adults.in relation to their majok

A4put Adults. ..14hile some anqysts are writing ahout the problems of
4 youth with school and work,Epthers are focusirg th6lr attention on 0
what is.happening,with and to adults at work*as well assin retirement.
The following wilt serve to illustrate the kinds of work-related'
problems adults are experiencing or,pan'expect to experience.in their
lifetimes:

_

A

111

IS4
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Manly adults can't find work.

'This pr6blem haJtouched too many lives. For pome, try,ing to
find *work has become a job in itself. To cite some.not too
recent.but cbmpelling nimbers, "In 1974 some 8 million-persons
drew unmployment behefits--a fourth of them for fift,een weeks4

or longer; 1.9 million exhausted their benefits without finding

employment,' (Wirtz 1975:115). rTheunemploymentifiiures are
joased on t se who are actively looking for work; we don't

- ereally kno hOw many,gave Up.

- Ad4lts must be prepared:to change jobs and careers.

The!bepartment of Labor estimated in 1975 that-a tv.enty-
year old man would change jobs sixor seven times in his
working life. That alone might be ma geable; information
fr6m the Bureau-of Census makes it e problematic by
suggesting' "that this same man n the average---:make

one or two: shifts...in.major'occupational groupings, one
4 ; af which will require further education or traintng"

(Wirtz 19.75:a08). 'Exit, .entu. and re-entry problems for
-working women who *re also raising a.family.Add another
dimension to.,the jssue of jpbs andcareer shifts.

Some job and career changes till be initiated by the worker;-
some will not. "There is...the sign"ficantly increased
prospect Snow that people-will move the course of their
work careers from one type of jo o another -largely because
sombtypes of jobs are expanding and others diminishing"
(93). /n sumwe had better be prepared for change.

Work .isn't'what it used to be.

It is less ph'ysical and takes less of o,ur lifetimg. 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 schofl longer, work-fewer hours ih a year,'
retire earlier and live longer. "The net of it is that work
takes less.than half as muCh of a li 'P waking hours as it
did a century ago and gimes us more t n twice the opportunity..
for-other 11SOIS" (Wirtz 197597). Obviously, this does not
in itself.constitute a problem.. Figuring out_what to do 'with

Our,time-both on the three-day 'veekendand in the\20 or 30

years after retirement--is a problem.

For adults'who find work and-who endure the job and career change8
deScribed above, there is a possibility that they may not end .up
satisfied with their work which- lead,s us td, the next,problem:

5



, Not all workers are happy o satisfied with what they are
doing.

-,,

When-Work in America was pulliished;.the notion of worker
gatisfaction was dramatically and effective,ly shattered.
James O'Toole, Chairman of the HEW Task Force responsible.
for the study, has since written numerous arHcles and .

- books which shed More light on the topic. He tells ti that
what workers Cqant, "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,iMportant--the tw.in ingredients of self-esteem"

. , ,

(Work in America 1973:J3). '

.. Viewing wok as a source of Self-esteem presents problems
fot many. ,Woting'again from Work in AmeriC,A, "Dull, repetitive,
seemingcly meaningless tasks, offering little challenge or
autonom17, are causing discontent among workers at all
occvational levels" (xv). *,

:

Conc;lagion. Just as the'young ve problems with.sehool,' adats have
problems with work: It is bbvious th two of the moSt powerful and -

/Ptpervasive institutions in our'lives, as,currently operating, are not
sufficient to respond to Alese problems. What, then, AO the experts
propose we. do? ,

;-

6



g SEC9-ION II;: The Nature osf the Pxoposed Solutions'

A careful reading of the many solutions proposed by fhe experts.
Ns. leads us'to the general conclusion th'at we must:.

rr

4

Restructure educat,ion so that'it no longer is limied to
one institution (school) bbt alsO includes access to and'
provisiont.for other institutions, work being the moSt
frequentrY-mentioned.

Restructure work so that workers can experience more and r.

better learning both on the job and through our trditional
_place of.learning, school.

At the same time that this exchange between dominant institutions
would take place, a number of changes would go on inschool 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 reference to
what could be termed a key to a successful education-work relationship
for young people, and adults/ The experts use yarious terms for it
(more on this Shortly), butt we shall call'it experiential leaining.
Experiential learning is what the q*perts believe young peoplg will
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 educational
experiences for adults as well as tor young people t,hrough the
restructuring of postsecondary institutions. Experientisal learning'
is clearly the "missing piece" that will kelp tile youneqpnnedt Wi_th
the adualt world and help,ads connect successfully with wOrk, or
simPly help then get work. We are not suggesting that experiential
learning is the only proposed dolution; We are suggesting that it
appears in* the 'recommendations, either.implicitly or explicitly,
often enbugh to warrant our-further consideration. A few illlistrations
will serve to highlight tlais.

.1n Youth: Transition to Adulthood the.Coleman Pianel developed eight
proposals., seven 6f which advocate nonschool ipstitutional structures.
in which young peopleyould hold a role other than that 'of studdrit.
The Panel describesilhis role as follows:

"This different role involves either responsibility for
(the young person's) welfare,.or responsibility, for
others' welfare; it involves orientation to productive
and.responsible tasks; where it involves learnin5 it is
/learni.ng through action and experience, not by bein5
taught" (Coleman 1974:146). .(Emphasis added.)

The Education of Adolescents, the Martin Panel report which followed
the Coleman reffiort., inCludes 11 major recommendatiOns and numerous

.
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in-text recommendations In abblviated ajtm, the 11 tajor
recommendations are:

t

Replace comprehensive high schools.with comprehensive

2.

3.

education .

StartpartiCipatory education lerograms for adolescents
and agiults in the arts, careers and government

Establish'small, part-time, short-term flexible schools
.

4. Lower compulsory daily'attendance

5. Reemphasize the basic roleThf the high school, i.e., the
education of the intellect .

6. Establish a community guidance center
_.

7. Conside :the above as working hypotheses to be tested

b
8. Include adolescents and adults in planning and reviewing

educational change programs \
. ,

....
,.

('..'

9. Conduct research to provide LEAs- with .the technical help
needed foi change pro'grams

10. Provide'federal support and'state review in planning and'
evaluating programs

il. Provide federal support for a "national recruitmenf
ttainipg and technical support program for operational
planning feams at the local level" (Mart.P 1976:10-19).

,In Martin's-pieface to the report, he identifies as an essential
feature of the,report "the conviction that the high school,has
became overburdened and should share its reSponsibilities for youth
with other agencies.in the community, so th t instructidE 411d
educational experiences can be provided t in the schoOl and
outside the school-in the community itse (viii). When the Panel
discusses how the young5 should be integrated into the larger

4

community, "a wide variety of ou,t-of-school or "experi4nce-based
learning opportunities' " is the'recommendation (52). (Efripha4i*
added.)

In The Boundless Resource, the Wirtz Council, committed to the-idea,
of bringing education apd work closer together through collaborative
prbcesses, recommends fhe creatiOn of clucation-Work Councils..
Their purpose, broadly stated, would be,tO "ferry people and ideas
apross the gap between educNtion and'employment And at the same time

1/0

8,

IF
.0 '
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1

,-infvse the coming-rofge ptocess.,s4'th-,Xnowledge and experiend'e,
.

'vail.a.blii 4romithe broader ,ebmmur*y15 (Wrtz 1975:65) (Emipilasi

. . ddded.) .1,1though the h&ie
*. the Council 1-.1.6.t.e$ that-some preyioudeflort$ t.o bridge'the edpcdtion-

r, , Work iap'have r)ot*monstrated that we.know. how:to px(7duce the:-
.

_
outcemies loe'se'ek. More'Apecifically, "ExIdertential learning is

, "
1,.

. - , . *I
- ,.

Nt&

still _9. phrase-loaking foritS sicifi,c .eontdrit" (2).-

*

(EmiShasis adied.)'
.. /, ,° .:

'
t -.°/ .

.. .

In Workearning,.and tbe AmerIcab 'Future-, O'Toole emt*Asizes that
part of tilesearch for a better.quality of 'fife involves,finding mays

.
.educatiou can be Fade more reievant_t6 the work world aAd1 atthe sam6

.
time 9vold becoming a "pasSiv,e'handmaiddh of industry or\th'e 'economy°
(O'Toole l97:xii). One alternative propRsed.by-O'Toole uld fuse_
liberalpmd,tecelical learning thereby forming .an alternative career

.

education model, on& Which ropeanS cdil-the 71earning pocietY."
To achieve tklis, O'Toole id the following goals as proposed by the
European spqkespersons for th model.(Gass, BOcker, Wuse :

.

1.

"the inte4-ration of edteatiori, work dnd qisure

t ee

the integration of th\eory4and, practice, of liberal .apd
technical educdtion

e

ithe integration osf social alassOs in education and at
work

an emphasis on continuing education or lifelong learning
A

.an emphqsis'on edication for leisure-as well as for .

wbrk ..--
. .

'preparation of youth for thedotorld of'work aCqUiredthrou4T1
actual.work experience

a deemphasis on educational credentialism

. .

a focus on learning and individual growth as the goals
of life

an emphasis on school as a joyous place where one learn
&to learn

the integration of age groups" (139)

In support of the goals of the learning.society,
&

O'Toole presents
in some detail the ideas.of Dewey and Whitehead "that education
should be 8ased on experience or self-discovery" (141). European
'legal training is given as an example of an existing model-of a
mpractical-liberal, theoretical-applied, vocational-liberal" form
pf,career. education (145). Again,.in Vlis model, the method of
learning is described ad experiential.

13.
9
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Experiende-Based.Career
Ai a "

,

EdcatioA--A Needk,d.Response

,
Experience-Bastkd Career EducatrOn (EBCE) Can certainly be cited as . .

An imfacttant,Oesponse t6tthe$roblems of Ibun4 people escribe Mrlier
'and As an educational -exPrience whidli emphasize.s th importance of
xperiential learning.: It has, then,addresed the.ne s and employed

,

.4 the metiOdS generally advocated by th experts? Althou it may be- . .

,%,.. . unnecesarY tb develop a "case" ,for,E, CE as Part of this document, we
.. .belie:t.le t-n.is,impoitant to rec9gnite both the, foous and the

accoulp1iameirEs. of fhis onjoing. develbpment,effol.t.

. a ,...
% .

Concluon. A reviews ,of same of'the key literaturp 411 the-problems
'c-f4young people,ana adults in'schbol'and at work and an analysis-of
the proposals 'offered leads 'us to conclude:that there is a common'.

.
.> .

th underlying improving_the edtdation-work relationship. Ulaat"

tfi'dme *are calling,experiential learning.- We beliee EECE repi6sents
one.of thS Most Substantial, and thorou6 efforts to date to promote ,

experiential:learning. 4Hoigeveie altl,lough there may be agreement'
. ,

that expeziential .19rningjs a critical component of any edncation-
work program77Snd likely to gain in)promineywe in the po.licy'
vocabulary--there ar6 problems with the terni.

f

.

c -

r .

In the nextsection of this dOcumen't, we describe some of the problems
identified'by expercential:learning advoaates-whi,ch we believe-may
have significance for,expprience- sea education in general and for
EBCE.

,

1 (1

4 4

I.

.

e I
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-SECT ai IV: P oblems With the Solutions

Like "justice" and "freedom," "experiential learning" is la phrase
most People do not question. -As.we exploke the phrase fuvher,
howevero we find confusing and.contradict6ry definitions ot-what
it means, concern over the lack of evidence4ihat it works, and
rbvealing statements like'that of Wirtz cited earlier: "Experiential

, learning L.S still a phrase lookinstfor its specific content", 4.

(Wirtz 1975:2).

necent literature d&s,,however, contain some defihitions of
experiential learnig5.* .Some examples are presented here to i Itistrate
t.he oppfusion surrounding what is connoted by and attributable to
the plirase "experiential learning."

DefinilAon L: learning which occurs prior to enrolling in
school )for whicti credit may or may not be given and which
was conducted without prior arrangement with an instructor.
Variations of this deffnition appear in the work of Sexton
And lingerer (1975);'Arnold (no date).

I.
Definition 2: learning through acting, part of which involves.
experience's or observing the consequences of action (Coleman
1976:50)s.

Definition 3: learning fkom experience in the work world; ,

relating learning in schoormlb the work world; relatin experience
to.the _need for more knowledge and theory :. may proVide edit
(hann 197678).

" Definition 4: "The phrase 'experiential learning,' is redundant.
Most of us wotIld never say 'wet water' or 'physical sex,' bot,

7 .

we seem Very comfortable discussing experiential learning t citly
.-acknOwledging"that there is some other kind. There isn
(Lyons 1972:21 as cited.in Sexton and lingerer 1975:5):

The first definition describes the circumstances.in which learning
occurs; the second definition describes a process by which someting
is.learned; the third is largely contextual; and the four& (included
here only to illusixate the range of opinions) says that all learning
ieexperiential. Although these particular authors alert the reader

thre redognize that more work needa-)to be done on definitions. A more
systematic allproach to defining experiential learning 4nd experiential
.education is part of the, wfvk proposed in the NWREL Education and Work
5-Year flan.

e
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to their meaning,of experiential learlling, others use the term ,

withot3trlqefinition-. -Still others employ synonymsaction:learning,
experien6e-based learning, work-experience learning,.paricipattry
learning,.self-directed learning and the.familiar 1eanung by doing.

The vocabularY and the meanings become even harder to decipher when-
the -phkAse "experiential education" is introduced. .Consider the
.following.definitidn from Sexton and Ungerer:

xperiential education we mean ltarning activities outsid
:the normal classroom environment, the bbjectives,of which
are planned and articulated prior to undertaking the*,
experience, involving activity that is meaningful and real
and on the same level as that of other nonqudents in the
same nonclassroom environments,and in wlqich the learner
has the assistance of anotherlersdil (most often a faculty
advisor) in expanding the learning as much.as possible that
t4Ices place in nonclassroom settings" (Sex:ton and Ungerer)
1975:1).

Although it is unrealistic and even.0 wise.to expect definitions to
remain thegpame from author to-author, it woula apptar that the
degree of variation in the definitions"bresented above indicates ,

more than semantic diffdrences. For instance, the first definitit&
.states that experiential learning occurs prioi to enrollinq in
school; the-second has no reference to.locatiom leading one to
believe experiential learning can occur in .0.Lny environment; and .

the third implies that experiential learning goes on in the wOrk '

place akile the learneris 'enrolled in school. These variations
can become' a major problem when schoolipeople, students, workers,
program developers, administrhtors apd a host of,'others begis to
implement "experiential learning," "experiential education" or
any of the synonymi./ i

Apart,from differlIces in what is meant by experiential 1earnin4
and experiential education, the atfthors are the first to acknowledge
other problemS with experiential learninsand/or(experiential
education. For example: 1,07

Experiential education lacks an adequate conceptuar`
framework; the work in this area is of limited qualAy
and slim quantity (Sexton,and Ungerer 1975).

Research on the educationva value of experiential
education is limited to'a few studies and "surprisingly
few of these come directly from the .(profession)" EIbid).

Tbe literature on experiential education is noncritical
and .nonevaluative (Ibid).

12
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Experiential 4arning (defined her- e as learning prior to
enrolling in school),lacks proper guidance from instructors;
there's no real Meanp of evaluating ivhat
(Arnold,'. no daie).: , 4

Action-learning, although well-recommended,4is not well
documented-in terms of Tesults; "..there have been only.
a few comprehensive studies of action-learning programs
and these have-produced little evidence that action-
learning bas so far pone wha4 f's claimed for it" (Graham
1974:87 in Venn 1676)',

Haste and.lack of conceptualilation' can lead to student
disappolmo'tment at.the lack of a.rationale for experiential
learning, spoor assessment practices and not integrating
experiential lea;ning with classroom experiences (Knapp 1976).

Concerning work experiehce, it' would be helpful, Coleman
mites, if the data on its effectiveness were as strong as
the eonflicting opifiions about its value for youngeople
(Coleman 1974:108). N
Sexton and lingerer, in addition to their own critique,
cite'idpey Hocfik's concern with the misinterpretation of

r_
Dewey. If we are to avoid equating all eXperience with
educition (a fateful.mistake according to Hook), we must
determine "which learning is to,be emphasized by the
educational community and whicJa is not. . Ironically,
advocates of experiential education in search of a
conceptual base have tended to avoid this question"
which has led to the vague notion that all doing is learning
(Hook in Sexton and Uhgerer 1975:20-21).

Finally, a recent paper by Harry Silberman (1977) cites
five arguments that have been used against worIc exp6rience.
verr briefly, t4se ate:

,

The job shortAg4k argumenttoo much attention is
being paid.to Vle "supply" side of the job market
and not enough tqrthe "demand" side

The non-problem argumentyOuth isolation is not a
problem; socialization value of work,experionce is
o'verestimated

The big brother argumentwork.experience programs
. are too paternalistic

The sPoiled child argumentwork ewerience advodates
are too soft bn the young

The high-cost argumentthe hidden costs make work
experience too expensive

13
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'All of the above criticisms either oome,fromox are addressed by
advocates-of-experiential.learning. In shortr:we, need not tiirn to ,

the,opponents to idntif y the problems:. .

,
. ,

AgainSome Consideratidn Of,2BCE.
.

.
e

Although we believe that many-'of the Criticisms eited.above describe
considerably moie atiteption than they have received to da,te, it is
important-to note that the.woik asociated with ,E8CE should be
viewed ak a large step in correoEing or'alleviating.some of these
criticism . «

. 4
,t.FITst, results of EBCE programs.1 'terms of s eat outcome ace

". well-documented. Second, the developers.and mnagers'of EB ro ra4.

have gone to great lengths to determine slhat Icindot learning o
. emphasize and, what kinds of structure to provide. And linally, we

believe the research and extension issues raised in this paper would,
;.if addressed, strengthen not only EBCE, but'also-the exPeriential
" learning/education fiel.d in general. --,4. ,

Conclusion. '.46ne of the critical Comp6nénts of the Solutions, proposed
by those,wholiave studied the education-work relatiOnship is some
-form of eXikgriential learning.. This phrase and its synonyms have not
reached-a point where a geneilally accepted definition exists.
Moreover, there is confusion over the differences between experiential
learning and.experiential7education. The advocates as well as the
critics find fault with the research, implementation and measurement
(to namelthree areas) associated with both experiential learning-and'
experiential education. In spite of these problems, it is clear.
that 'opportunities'for learning for the young can no Longer be liimited
to school and that adults can,not be denied-!.the satisfaation of'
continued learning both.on the.job and through educational
institutions. What is waira'nte we believe, is a concerted effort *
to 'expand and strength-en the res rch base on the experiential learning
process and on experiential edtcation programs at the same time that
development of,experience-based. learning programs continiies. To
assist in defining what Such a research effort Might consist of, we
havetselected working definitions of experiential learning and
experiential education, identified some 'poSsible areas for research
and presented a model for blending research and development,through
the extension of EBCE.

lee

14



SECTION,V: A Workirig Definition,oflExperiential Learning and
.Experiential Education,

In our view,, experiential.learning is a grocess which occurs most
freqUentIY_in. an everiential eduCatioh context. ToOlelp clarify
the distinetions, _we are presenting definitions of.b&th the

'eXperiential*learnAng process (from.Coleman) and:experiential
education context (from Sexton and Ungerer).

'Experiential Learnin9
#

4A
In the NWREL Education and Work ".;-Year Plan, " used Colom9's definition
of experiential learning in our discussion of .the need for research
on the impact of such learning. We remain convinced that Qoleman's
definition is both thoughtful7and useful. Since this definition is
important to the research and development questionsraised in a later
Isection of 'tbis'paier, we have inclpded it in sOme detail here.

.

Coleman compares two patterns of ilearning, each of which is implied
in a different theory of. instruction. The two patterns are:

.

Information.Assimilation: "Learning.
in which information or knowledge is
instructor to the learnerurand

_through instruction,
transmitted from an

a

'Experien tial Learning: "Learning....through acting, and then
eXperiencing or observing the Consequences oe adtdon"
(Coleman 1976:50).

4

From the pers9ective of the learner, the foursteps
pattern are frem Coleman 1976):

Experiential Learning

Acting and seeing the I.

effects of the action

Understanding these
effects'in a particular
instance

NM

3. Generalizing; understand-
ing the general principle
"under Which the particular
instance falls"

involved in each

InfOrmation Ai;iMilation
7-

Receiving informatth

,

Assimilating and organizing
info ion "so tha .the
general inciple
,understoo

3. Inferring a
application
principle'

cu
from th

4: Application "through 4, moving "from t he co
4ction in a new circum- the symboi,p
stance withim the range to the sphere
of generalization"

ar,
general

sin
f act

itive and
sphere

on"

1.5

r'
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Each pattern ig degeribed flirttler in terms of key pro erties,.
presented here in chart forar /

Experietial.!
Le4rning PatternXby ProiDerties

Source of motivation - Intrinsic

Dependence.on symbolic Light; sometimes not
. medium (language) . at all

Ability to remember lksier; depends on
concrete

\
Time/effort

4
Increased

Information
Pat ern

Very heavy

Harder; depends on
abstract .

Reduced

-Weak points in the Step 3: Generalizing Steps 3 and 4:
chain . yarticularizing and o'

acting
4

In addition to the propertieS, most of which make experiential
learning \pry appealing, Coleman speaks.of two characteristics that
make it belneficial at any point in the process of leaining any

the fir-st step in the experiential le a ifig pattern, this4calls for anir

knowledge. First,,action provides moti ation. Because action is'

early "investment of self, which induceS'a certain tension that is
only relieved when the activity is -giccessfully performed" (59).
Second, action provides a sen`se'df accomplishment, mastery anii,
self-assurance. i

Coleman concludes by raising the problem of determinA an.appropriate
mix pf experiential learning and information assimilation. He contends
that the current use of experiential learning is determined largely by
the lack of a symbolic medium (i.e., language) on the part of 'the
learning population (e.g., in young children,and disadvantaged youth)
when experiential learning might better be part of many activities
involving manx more learners. Finally, he reminds the reader that
his comments on the -appropriate.mix of learning-patt rns are 'intended
primarily to'raise issues for serious examination ra er than to
provide concluSive prescriptions" (61).

Experiential Education

The concern of the experts (and our concern) rests as much with-the
larger context in which experiential learning occurs as it doeslwith
the experiential learning process It is this context which we are
calling experiential education: Again,' for the purposes of later
discussion, we selected an existing definition as a starting,point.
(Although we feel these definitions are helpgul, the reader-may not

16
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agree. .We do trust that the ne6a for a "staxting place" and for ,

.internal c nsisteney within this document, if not within the
professioi is of enough importance to stablish a baseline from

'which We an then proceed.)

a

4111

Sext-On and'Ungerer provide the cledrest description of experiential-
education. Although their d9finition was given earlier, we repeat
it here:

".:.learningftaetiVities outside the normal .classroom
environment,* the:objectives of which Are planned.and
,articulatethyrior to undeltaking the experience, involving
eiptivity that is meaningful and real and on the same level
as"that of other nonstudents in the same nonclassroom?
environment, and in which,the learner has the assistance
of another person (most often a faculty advisor) in expanding.
the learning as much as possible that t.akes place in
nonclassroom settings" (S6cton and Lingerer 197541.).

There are stave obvious contx:adictions b t een Coleman's experiential
learning definition and Sexton and Unge s experiential educatiA=
dofinition For example, Coleman recomm nds a mix of learning
patterns according to activity while Sexton Ad Lingerer refer
specifically to activities outside the classroom environment,
Although these differences deserve further thought.and consideration,
we believe it is i9ortant to recognize that these defiditions
.clearly help distinguish between two separate but related learning
events or levels. At the first level, we have the Adividual
experiential learning process: at the seconcllevel4 we have experiential

.40ducation as the broader context-in which we trust this process will
occur.

A Map of the Territory

Present. If one were to map the territory according to the present
dominant instittitions and learning patterns for students and adults,
it might look like this:

Population Dominant Institution

Students \ > Schools

'Adnits >Work

4It

Dominant Learning ?attern

>Information Assimilation

>Expeafential Learning

*Although experiential education can occur in the Classroom, this
is presently more the exceptiOn than the rule.

17
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Contqxt Model. One,way to ionceive of a .ehange.wou d be to
_

dmphasize the context in which egpelpiential learning ccurs. ThiS
would look like the following:

Population

Students

and

Adults

nant Institutipn Domi nt Leal-nin Pattern

Schools

and

Work(

form4ion Assiltilation

xp ential Learning
-

In this model, stuclents and adt4ts interact with both school and work
experi,encing both information assimilatioh apd experiential learning
but primarily ih school and work respectively.- This does not, we
believe, account for experiential.. learning,as a process nor does it
account for or promote a mix of learning patterns.,

A Context and Process Model. In this model, both the context and
the processes are emphasiied:

Poulation Domplantistitution Dontinant Learning attern

Students

and

'Adults

Schools

and

Work

'Information Assimilation

and

Experiential Learning

I.

This model promotes an integration of learning patterns rather than
identifying learning patterns with a'particular context or institution.
The model further acknowledges that information assimilation can and_
does occur at work as well as at school and'that this is necessary.
Finally, it recognizeS both the egperiential learning prooess and the.
egperiential education context as primary considerations.

As a further illustration of the importance'of learning processes,
let us look briefly at four typical areas of School learning (Broudy,
Smith and Burnett 1964):

411

1. replicative (repeating an pperation ab learned)
a.

40'

2. associativZ (cueing suggested responses)

3. applicative (applying knowledge flexibly to a new situa on)

4. interpretive (conceptualizing frOm experience)

The authors made these distinctions because the use of each area of
learning "denote,(s) processes that axe more or less independent of
each other or that caAnot be substituted for each other"(45).

. 18..
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If olle a.ccepts the four areas of :schoibl learning, end :that the
processes of using the learning are distinct, one Might then conclude
that the learning processgs' might Aso differ. For example, for
replication angl a7ssôciation, information asSimilation might be
,sufficient. Application akidLinterpretation, however, might inclUde,
experiential learning. It short, no ong learning pattern or process

',can be expected to account forall areas of learning.

S.

0

4

4.

23

4
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SECTIWII VI,: A Framework for Linkfu Research abd DeveloTment

The'followini represents a framework fOr considering four areas of
.research that appear.to be warranted and for. establishing a link
between research and develoPmd'nt effdrts.

,.

.

Experieritial Learning/Education Research Areas

Basic or.
-Fundamental

Problem-
Focused

ivaluative
\

Policy

0

-4
Kg

m 4.1

--I .

--I 4.1 o

a &)

W W 4

NIE7-funded
.

.

Proposed for
. .

NIE funding
1 '

,

.

-

Non-NIE
funded

,..

,

,

..-

The Four Research AreaA. A 1976 report piepared for NIE establishes'
the importance of distinguishing among kinds of respargh efforts
(Radnor, Spivak and Hofler 1976). We agree that this kind of
distinction, particul/arly when cpnsidering how data will be used, is
necessary. We are suggesting, therefore, that NIE consLder conducting
research on'experiential learning and experiential education in 4
four general areas:

Biasic or fundamental research (i.e., "raearch to produce
knowledge for its own sake")

i / ./

Poblem-focused researcH (i.e., "r earch..to produce
3;knowledge applicable to the soluti of a specified problem")

Evaluative research'(i.e., 1a,n interactive combination of
evaluation and reseaich")_
Policy reseL-ch- (i.e., research to produce knowledge, for
policymaking and policymaker0-

The first three research areas (basic, Problem-focused and
evaluative) were identified by Radnor et al. in their analysis.
The fourth area (policy),'we have added for the siniple baN4tportant
reason that research findings are often used to establish policy but
policy information needs,are not always identified at the time the
research is being designed. In general then, we suggest that if sufficient

,
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consideration is given to tbe information needs in these four areas
early in the design, of any,research effort, usefulness of all,researrh
efforts will he increased. (NOTE: -Sample research ques.tions organized
by researoh area'apPear'in Appendix A of tylis.repocrt.)

The Three Development Aeas. .Although research questions within each
o'f the four research areas may not differ-for each of the'three
development aras, we include all three in the chart to suggest the
variety of research sources that are available. For example, some
basic or problem-focused research efforts might yield more fruitful
data if oonducted in learning environments that ate not necessarily
funded by NTE. lie would Suggest selecting a development effort or
context because lit'has the greatest potential for rewarding results
rathtir than because of its funding source. .

-Assump tions. Our further asstiMptions about the framework are as
follows:

That both research and development are needed in expefiential
education

That experiential learning deserves research so that the
findings may be us51-in the Oevelopment ofsexperiential
education programs

That all cells in the framework gre not of equal value
to NIE or to the education profession

0
That there is a relationship between experiential learning
and experiential education

That some research areas have received more attention than
others (e.g., evaluative research on NIE-funded development
efforts)

-Some additional assumptions we make about the potential for a linked
research and development effort are:

That NIE may wish to begin such an effort by expanding the
reSearch base on experiential learning and experiential

- education via NIE-funded deveepment efforts

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

That EBCE has many characteristics that make it a likely
place to introduCe'such a research comptonentl For example:

-- Development efforts have gone on for six years.

21
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Thd evaluative research component' is well underway.

Findings.are such th4,i? is likely that, addItionil
research would yield helpful4rtsults,

Thexarties'involved Ire "comfortable" with the progr*am

All parties are familiar with'the data.demands that
accompaw participatilig in a deveYOpmenf effort.

EBCE is well documented%

Extension of EBCE is underway.

Mare extension is conteMplated-involving different
RopufatikEmgc froth those now-being served.

The research and development framework posed here, together with
our assumptions about that framework and about the potential for
linking research and development particularly as EBCE is extended
to different populations; leads us directly into a-discussiolidf
three populations which we believe would'both benefit from an
extension of EBCE and contribute to a substantial research eftrt.

22
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SEC ION VII: Extending EBCE to Three Popu1atjon9%

.i M
.

At e same.time that we advocate research focusing on experlential
le riling and.experiential education, we believe more can and should i

be done about eictending EBCE to.oth
eZ

populations. We do,not bLieveS

inhibit current or proposed development ef orts. Rather, it should
-.that the introduction of research or 0 research component should

be viewed as a complementary effort designed to Strengthen existing
and future experience-based programs. The.work td date is too valuable
and valUed to stop; the problems'associatcd with'school'and work are0 ,-
too great, to dismiss; the voice 9f the exPerience-based learningb ,40

advocates is too strong to ignore. And, finally, we need real-life
settings to conduct the kinds of research described ifri the preopding

'
\_,-

i
section. . -

,A .. .

To that end, we would like to expand.on ideas presened in the 5-Xear. .

Plan concerning the possible adaptation of EBCE with 'three groups:

1. Junior high school gifted and talented students

M.

Adults as part ot the lifelong learning effort

3: Teachers intrainiu9 (undergraduate and on-the-job)

Each group, we believe, can not only benefit from being -pert of EBC2
'but also contribute a great deal to the knowledge base about EBCE,
eeut experiential learninq and about experiential _education. Let
us look briefly at each of the three groups and why each could
benefit from an EBCE etension effort. Finally, kolipwing the
discussion of.the three'populations, we have described a research
aAd extension prOcess model appropriate for 011 three populations.

Gifted and Talented Juhior.High School Students

Needs of the Gifted .
a

Giftedness describes unusually advanced growth in various 'facets of .

human development. Numerous research studies have delineated thew
-unicpaedevelopmental and learning needs of gifted and talented student's
(Delp and Martinson 1975). A study by Plownan (1975)- dealt specifically
aath rural gifted students but the concepts can be genezloalized to
the.total population. Plowmanaisted the "key words" as: identification,
placement, access, invplvement, motivation, acquiring higher aspirations,
and receiving individualized instruction, and'opportunities for
independent learning.

"(Gifted'and talented youth) need to be introduced to persons
4`who can meet .them..in a human-being-to-human-beineencounter,
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are'Nespecially knowledge, b, possess contructilA
discoptent, tend to pla w.ith ideas,,and who create
ideas and other products as a result of their own
ensitivity to problems, flexibility, fluency and
originality" (Flowman 1975:58)

new

The gifted and talented typically can\paster the. standard curriculum
in one-third of the time other dhildren.take. l'amas (1975) reported
the normal sabc0. curriculum calls for a 70-30 time split between
teachingacasic skills and time devoted to higher cognitive'learning
(reasoning, drawing inferences and reaching conclusions) while the-
gifted child seems to need the'rieverse .emphasis. Pupils who' are

advanced four or mgre years on the average beyond their contemporaries
need to work With content and ideas appropriate for.them. Students
with specialized talents need-tutbeial attentign at'the level of -

-their capability if they.aresto improve (Marland 1971). 4

",
Many authors (Delp ad Martinson 1975; Runppn 1975; Barnes 1975) have ".

expressed concern'that gifts and talefits not identified and reinforced
may become stropalied-or even lost. In an effort to maintainand
expand a student's initial, enthusiasm for learning instead of having
'it change to "boredom, behavior problems, physical and'emdtional

. distress and finally inertia" (Kennard 1975:v), qualitatiely
clifferentiated programs within the school day mist become apriority
and ultimately a reality. 4

In a, report to Congress, the U.S. Office of Edudation explored the
dducat nal implications of research on the,giftdd and,taierited and.
reache the following conclusions:

"Gifted and talented youth ve a unique popuXaticel differing
markedly from their age peeib4n.abilities, talentS,

terests 4nd psychological maturity.

hey are the most versatile and complex of all hlikn groups
. .

and the most neglected of all groups with special
educationallneeds.

, t
,

Their tlansitiirity to others and insight into exing
school conditions make them especially

th
kfulnerabl because

kof their ability to conceal eir-giftedness in tanclardlzed

surroundings and tb seek-alternative outlets" (Maraand
1971:109). '

4
_

/
Some of the 4pecial problems young gifted and,/talehted persons -

experience abbut careers deseilve to he mentfoned'here. First, many
gifted and talented young people can succeed'in any number of
careers making choice', for them,* an.espeCially perplexing and .

complidated process. Secor24' their parents, friehds and society
may have high dvectations which tend to restrict 'the range.'of
choices for gifted youth. Third, many(careers gifted and talented
young people sèlect requirelMany years of advanced training and

rquire a strcaaihd early oomi uthtment. jor, some are having
't. i -

4
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difficulty in school--iperhaps because they are bored or not motivated--
which adds to thB' pressure. Fifth, it is unlikely that theicinds of
jobs open to young people will provide exposure to the kinds of
careers gifted people are interested in and should have the opportunity
to explore. And last, "It appears highly unlikely that 'the degree of
challenge needed by gifted and talented persons, in almoit any area
of th4ir lives, is to be found within the confines of an elementary
or eeCondary school building". (Hoyt and Hebeler 1974:150).

Past V'ro5rams for the Gifted

annenbaum, in a historical revie: of special provisions' for the
g ed, reported that programs halie beeh perceiN4d as luxiaries rather
than-necessities in the educational enterprise.

"...the gifted get their fair share of stimulation'at.
school only when there is enough money to pay the bi/la
aq their cause is supported by public figures wIllisek
opinibtwatcommand attention" (Tannenbaum 1975 27). '

Althoggh special programs have been 'conducted ver the last half
century, they have reached only a few students and have never been
widespread even during peNiods of high interest (Marland 1971).
In its CongressionalLaReport on the gifted and talented, the U.S.
Office of Edupation gave a conservative estimate of 1.5 to 2_5 million
gifted and talented children out of a total elementaiy and secondary
population ,of 51.6 million (in 1970). Of the schools surveyed,
57.5 percent rep9rted they had no ,gifted Fewer than 4,
percent-of those identified were benefitina6from the existing
school'services lor gifted and talented students. Even in localities
and states. where there were legal or administrative directives for
providing special services, little was accomplished due td other
funding priorities, more threatening crises and the absence of
adequitely trained personnel (Marland 1971).

7 Present Focus

There axe unmistakable signs of rev4va1 of interest in the gifted
according to some aUthors: A 1970 Congressional 'dendate added
Section 806, "Provisions Related *to Gifted and Talented Children,"
to the Elementary and Secondary Educational"Amendments of 1969
(Public Law 927230). The taFget population was defined as the upper
3 percent to 5 percent of school-age children mho show outstanding
promiee in general intellectual ability, specific academdc aptitude,
creative or productive thinking, leadership.ability, visual and
Performing arts, and psychmotor ability. The stage was set for
"doing something significant about the deteriorated condition of
programs for the gifted"'(Marlahd 1971). '
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a.

In 1974, the Office of Gifted and Talented (OGT)--was established ag
partof the U.S. Office of Education and full recognition of .the-
federal role in educating.gifted and talented youth resulted in
'passage of Edudeition Amencbnents Section 404 (Public Law 93-380).
This is the initial legislative authority for a program of categorical
support for this population and.authorizes an annual appropriation of
..lose to $3 miilion for three years. The emphasis is on using a
catalytic strategy for stimulatio;Land support:of state leadership
and excellence Of programming at points of impact that are critical-
in tha development and delivery system for education of gifted
and talented children and youth.

At the State and local levels, teaMs participated in Leadership
Training Institutes to plan for these young people. Almost every
state now has a coordinator ,of,prograus for gifted kid 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 Commission on Gifted and Talented. Michigan now has a, state
plan for gifted'and talented youngsters and,.as of November 1976,
*there were 12 pilot projects for gifted And talented operating in
that state (Trezise 1976:241).

EducatIon-Work

4

'How much.a.ention, one might ask, is being paid .to the education-
work problems 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, tog? And shouldn't

'that mean that special programs or projects have been developed
for these young people to begin working on these problems?, The
answer to the latteeguestion, according to Hoytrand Hebeler, is
a resounding no.

"Efforts to locate career education programs for the 4

gifted and talented *lave for the most part been unrewarding.
The U.S. Office of kducation, bibliographic xeferences,
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 frustrating
results" (Hoyt and Hebeler 1974:209).#

The programs Hoyt and Hebeler located were primarily for high school
students and most of these were "oriented in the uniVersity
atmosphere" (210).

junior high gifted and talented studants, then, are a likely .group
for EBCE. let us pow examine briefly the needs and problems of the .
two remaining groups--adukt learners and teachers,

30 26



sy-P

'Adult Learners

In 1971-72, almost 16 million persas over the age of 17 who were
not full-time students participated ih adult education programs..
This means that one out of every 8 eligible persons was in .some
formal adult education activity (Gilford 1975). Between 1969 and
1972, enrollMent increased 20.7 percent, far exceeding,the growth
rate of 6.4 percent in the eligi le population.

t
Of those participating in adult`education programs:

Almost 50 percent weXe in-occupational training programs
A

(lo Twenty-six percent were in general education proirams
(e.g., high school and collefge level courses for credit)

Thirtypercent had college degrees

Only 4 percent had no high school diplomas

Forty-five percent were over age 34; 15 percent were over
age 44 10

4

Slightly more women than men participated in programs
(Gilford 1975).

During that same time period, it is estimated that 0imillion
persons were engaged in learning activities msponsored by anizations
outside the regular schools and Zolleges" (Long 1074:5)

According to more recent data from, the National Center for Eductional
Statistics (NCES), a record number of 17,059,000 Americans over 11
were enrolled in adult education activities in 1974-75. In that
year, much like 1971-72,.nearly 43 perCent of the participants were
enrolled in occupatiOnal training programs and close to 25 percent
were in general education programs.. According to NCES, two-year
colleges showed an increase of 17.9 percent in adult education
attendance and the Labor unions and Professional Training category
showed 4.11 astounding'jump of 6,A percent. (This latter increase may
be due, in part, to a. reconfiguration of categories in the 1975
report.) Overall,-despite the growth 4frbusiness and industry training
programs, two- and four-year colleges still represent the most
frequent sponsors of adult education activities.

Some Reasons,for Adult Educat4n

In a recent survey, potential adult learners selected vocational
subjects as their first educational 6oice (43 percent). Tieing
for second place iwith 13 percent are general education, hobbies and-



recreation (Cross 1974:20). this emphasis on occupatidhal-and personal
enrichment Ocourses is consistent with the pattern of choice in past
years and reaffirms sOme if the,issues stregsed by cQrrent writers.
McClusky, . Wirtz and others, for example, point to the urgent needs
adults have or will have in coping with change in our society, keeping
up with their professions and responding to increased leisure time.
Specifically:

Learning must be interwoven throiighout one's lifetime in
order to overcame !''the time traps of education for youth,
work for adults" (Wirtz 1975:112).

Trial and error or uncritical application of what was
earned in the past are inadequate ways-of coping with

today's Leace of change.

Adults need skills pertinent to the changing. requirements
ofiife and work.

Rapid technological change is necessitating continuous
professional updating to keep on top of one's specialty
or to learn a new one.

Non-work time is going to increase through early retirement,
shorter work weeks, options in work scheduling, etc.

At the same time that more people are turning to same form of adult
education, three theies are emerging in the literature. First. adult
education as it is traditionally structured may not meet adult
learning needs or provide.sufficient learning opportunities for
coping with today's world. Second; altern4tive programs are
experiencing some difficulties. And third, We have yet to develop
suEcessful strategies for lifelong learning. Let us look briefly
at each theme. 4

Traditional Adult Education'Programs.

Since the two-year college is one of the key providers of adult
education, both the description of that institutIon and the problems
the Coleman Panel found with it.are relevant:

"...the public two-year oollege is based on. a loOal
catchment area, takes all students, is free or low
post, and is.nonresidential, with students cotimuting
from home. With its open door, it intends to be
comprithensive across social,strata and rate 444'
comprehensive in curricula, assemLling in one place

programs,.one- and two-year termifial:programs,
Oult or recurrent education, and now an increasing
Imount of remedial or subcollege work that permits
etudents to repair the damage sustained in earlier
years of schOoling....The community colleges have
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difficulty in maintaining a balance among their programs
since the general tide is toward high status for the trafisfer
work, low status for the terminal, and marginality for the .

adult courses" (Coleman 1974:88-89).

Hesburgh believes the focus of,,adult education progr iams s too narrow
and the usp of the school as :the learning environment istoo daminan't.

"Continuing (versus traditional) education programs are
unlikely to be achieved until institutional leaders, including
those in continuing education, develop ways of employing the
community as part of the learning pattern'of the colleges and
university, thus reinforcing learning with experience"
(Hesburgh 1973:40).

Adult education, particularly as it is offered in most four-year
colleges, j.s still a secondary activity. In spite of the fact that
its clientele is growing, "adult eduication is in too many-instances
compelled to pay most, .tf not all, of its way in programs of
university extension" (MbClusky 1974:98). Adult education remains
largely dependent on educational institutions with different priorities
and with little additiona j. money to support new or alternative
programs foadults.

Although adult education programs have often been responsive to their
clientele's professional training needs, Knowles'alerts us to one
of the problems in this,responsiveness. Many adults are already
conditioned by earlier educational experiezices t6 be passive learners,
particularly when they are in a school enviionment.' Because of this
Knowles tell us not to expect, that adult learners will suddenly have
the skills and attitudes necessary to take responsibility for-their
own learning (Knowles 1975). Despite this Kno41es argues that'
educationmust resist continuing with the familiar and grappfe with
new stratOgies that emphasize learning how to learn. Houle farther
challenges current adult education practices by stating that theory
and practice will not progress,very far until they are bwd on an
understanding of how mature people approach the tasks aeopportunities
of adulthood (in Collican 1974). Mead, in addition, reaffirms that
adults need to struggle with the complex, real problems generated by
the everchanging socialand naiural environments (in Bauer 1975).

Adults as Learners. A number of studj.es have found that adults do a
significant amount of self-planned learning without assistance fram
professional adult educators. The leirning prajects adults engage in
are specific, personal and individualized efforts. Although more
formal group learning often dOes not fulfill personal needs/goals,
adults are also not totally satisfied with, many self-initiated
learning activities.. Those interviewed in one research study noted
diffiCulty in planning learning projects, identifying resdUrces, and
evaluating their progrees (Collican 1974).

Other research tells us that adults do not Value learning for learning's

sake. Adults was knowledge that is useful ande that will help in
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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,
Peterson and Roelfs in Hesburgh 1973).

. .

Learning in society has traditionally been directed to achieving
specific needs, i.e.,-citizenship, occupations, affiliation and
leisure. The emphasis on fulfilling one's potential through "learning
over a lifetime" it recent, however (Long 1974:4).

Knowles addresses-the adult focus on self-planned, useful learning
that meets specific needs in his definit-ion of "andragogical learning":

"The core concepts of andragogical theory are that adults
have'a psyohological need to be self-directing; that their
ri.Ohest resource for learning'is the analysis of their own
expertience; that they become ready to learn asAthey experience
the need to learn in order tb.confront developmenial tasks; ,

and that their or4;entation toward learning 'is áne of concern
for immediate appliAationUKnowles

Few adult educati4 piograms, howeyr, provide.opportunities for
immediate applicat or4 and this pretents problems for adult learners.

"Adults particip e in instruction expecting immediately to apply
what has been arned. When the instruction does 'not satisfy
the desire the students do.not register again or seek elsewhere
for learning opportunities" (Hauer 1975:96),

Some Altex:natives to Traditional Programs

Recent years have seen a growth of approaohes to meet the needs of
adult learners_and to resolve the education-work dilemma: cooperative
work-itudy, study abroad, advanced placement and independent study.
External degree programs hope to blend campus am4 community and to
affect better integration of education-work (Hesburgh 1973)

A report by the _Ford Foundation describes some of the Ford-funded
piograns available as alternatives to traditional educationa1.programs.
Among these are:.

University of Mid-America where,TV and other mass media
are used

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 coritact with facult, etc.)



Empire State College which offers a contract learning .

program and mentors who work directly with students

Regents External Degree Program where students can g t
degrees through self-directed study and'credit by
examination

Regional Learming Service-S, an educational brokering
program which matches student needs with available
programk(Ford Foundation 1976)

while these programs offer stimulating options for adults, alternative
programs in general are not without their problems. For example,
instructional methods in many nontraditional programs are often
very traditional. "Most nonffaditional programs use the old Standby
pf lectures and class discussioni-they first transport it to
off-campus locations, vsually regional.learnfng ceners" (Cross A
1974:5)_ Newer progeams are, however, trying to help adults transfer
theory into practical application through field work, cooperative
education and providing instruction at job sites.

Granting Credit for work experience prior to enrollment in a
program is still a problem area. "We don't haire adequate measures
for determining knowledge and skills gained from work experiences!
(Sharon 1975). A recent -survey of 26 two- and four-yar colleges
stiowed that 85 percent spontored programs involving work experience
and granted credit for these experiences,. Less than a third,
however, granted credit for work experience that occurred before
the student enrolled in sahool (Willingham 1974 in:Sharon 1975).
Although the CAEL Cozmission is working to reqolve prâblems'in
granting credit for.experience, most educational programs have only
begun to experiment with possible options.

Advice and Recommendations

There is, as one might imagine, much advice offered by those involved
in adult education or, more precisely, those advocating and planning
for lifelong education. We include some examples to demonstrate
the extent of the concern and the strong plea for different (not
just morelleducational opportunities for adults.

From Long (1974):

Stop preparing people for a static sbeiety.

Emphasize learning to learn.

Base a new sequence of learning on questions that arise
out of life experiences "...which means exposing the
learner to the issues, conflicts, contradictions and
tensions and change in society at each stage of development"(10)

3 5
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and helping the learner develop the.skill to
. IL

formulate questions that must be answered in order to
deal sucFessfully with experience.

Adult educators must be as conperned as youth e ucators
with extending the learning environment, individ lizing
'instruction, fostering learner-initiated activities,
multi.-age grouping, etc.

From Hiemstra (1974):

The teacher role must shift from information transmitter
to facilitator of learning activities.

Teachers.and administrators need to learn how to use the
total resources of a community; how to veate opportunities
'for learning ho*4 to learn,

From Hesburgh (1973):
4

Don't limit learning to classrooms; include careers and
other life pur,puits.

Build a new learning system that coMbines the intellectual
vigor of, the aoademic system with the authenticity, of life'
experiences.

k
Make entvy andlexit easier and attach no penalty to either.

make learning'better integrated with careers lnd more
accessible by using'new technology- '

"Lifelong learning should be guided by public poicies
that.encourage the systematic integration of learning
opportunities withNthe needs of People at differeht stages
of life" (14 ).

"Conduct research-on what motivates adults to learn and
whict4materials teach a,subject best (to) result.in an
expansion of educational opportunities to assist independent
learning" (25).

Fram Bauer (1975):

Make the student, not the program, the focus of concepi
if we intend to maintain the student's ineerests.
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FroM McClusky (194):

Early learning must be reeValuated so that it becomes
preparation for continwous learning,

Emphasize learning how to learn rather than accumulating facts..

P\%s
Overall' adult,education opportunities and learning environments have
just begun o address the edUcation-work relationship. EBcE, then,
with itsemph is on experiential learning and fostering-learner-
initiated activities, holds the potential for offering considerably
more and better learning opportunities for adults both in work and schoo .

Teachers--Undergraduates 'and Om-The-Job

In the precedin ages inphis ection, our focus was primAlrily on
the pkob1Pm5 idtntified with,and programs available for gifted ahd
talented students and adult learners. Here, we would like to shift
our attention to the problpos of teachers and what they ?ace in trying
to implement experiential iducation programs. Whether we are talking
about teacIle,rs in self-contained classroons learning managers in
alternativeprograms'or college proyessors, there is a need for
improving student,learning activities. As long as learners are

4fund,pr the direCtion of someone, that someone needs to be properly
and effectively trained before we can expect the mAy caocerrs and
recommendations\raiped throughout thiswpaper to be addreAsed.

Implications cif the Experts' ,Recommendations

First, let us look bFiefly at two of,the recommendationi raised
earlier and the implioations for today's and tomorrow's teachers.\

Restructure edUcation so that it includes but is not limited
to school.

Although this recoMmendation involves much more than the
classroom, its implementation hinges in partIon what occurs
in the classroom. Although agreement may be reached at the
district and building levels to have student§ spend time in
the community and at places ofwork, it remains with building
administrators and classroom teachers to plan exactly how
and when nonschool activities would take place. Teachers
need to know what the followup clasSroom work should be,
how to emphasize work and eareer fin the classroom, and
so on. Success is not guaranteed if teachers are involved
in change;' failure may' be guaranteed, however, if teachers -

are not involved.

f
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Design an appropriate mix of instructional activities to
provide for experiential learning as well as information
assimilation. -

Currently, t14assumption is that Most classroom les.rnng
is information assimilation and nonclassroom learriing is
e4eriential. Coleman, as we discussed earlier, alpcates.
,a better mix 'df these two pakerns. ',If this mix is to.be
achieved in the classroam, teacher understanding and
cooperation must be gained.

Why' Students and Not Teachers?

If we believe what Colpman has to say about the value ofa tix of
experienti4 learning and information assimilation, why then should
ye ndt provide this form.of learning for those whom we hope will
employ it? Why leave teachers out as participants in the experiential
learning/experiential 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 learners7-both as undergraduates and as participants
in staff'development sessinsmight it not be wise to have them..
experience firsthand the kind of,experiential learning and education
we hope they wql support for their own students?

A Role fo(Colless of Edueation

In a speech given at a College and Univer4ty. Staff Developtent
Wdrkshop, Rolopert Taylor spoke of the role celleges of education sheuld
play in career education. We believe his points are equally valid
in the broader context of experiential education. Collegese
education, according to Taylor, should provide.leadership inrcareer
education.as well as demonstrate tareer education i their awnwettings.

ConcerrOg the latter point, Taylor urgek_our educational Institutions
to "praktice what ttley preach" (Taylor 1976.35). Taylor goes on to
say that undergraduate teachers need to be literat% in career,
educationthey need to know the concepts behind the movement. More

important, perhaps, is his point that undergraduate teachers ought to
be doing career education; "the college should have awareness and
'exploratory progr,ams; it ought to be rich In field-qoased learning
And contact with real world settings and people" (37).,

Daniel Arnold, an Associate Dean for' Teacher Education, describes
.iehools of education in the following way:

"The school Of education on most university crpuses is in
'a somewhat schizophrenic position.. It is not entirely

patible with arts and scienc'es schools because of its
p fessional School orientation. 'It is Tic:at completely at

+011.
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home with other professional colleges because the larger
proportion of edducation students are undergraduates.. It
has a great deal more at stake in the 'adequacy of general
education pregrans than almost any other school because
its graduates will be.c,e the purveyors of general education
to most of the popula ion" (Arnold, no dafe:4).

He advocates meeting the double need of a strong general education
and a strong.professional preparation .through experiential education.
Through experiential education, he believes, we can realize the
fellowing advantages:

"Concurrency of theory and practice

Graduates who are problem identifiers and with ability to
apply educational skills to problem solutions'.

Positive student input int7 the design of instructional
programs

The addition of the human resources of the community for
Ilirducational advantage" (12). ,

Finally, he reminds us of the difficulties óf implementing such a
program. First, the faculty must be willing to commit tine and effort
to such a program. Second, experiential education demands additional
funds. Third, it may not, %4ork in same academic areas. -Fourth, -

students may have problems functioning in a free learning environment.

IC

In a discussioA of an experiential approach to training 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 dirpct experience, we may
be overly optimistic in !expecting them to hold positiye attitlides
about such programs. On the other hand, if teachers--either as
undergraduates or through profesSional traininglcan'experience
nonsclmol leatning situations and learn firsthand what I's valuable
in,such experiences, we will at least have teachers with informed
opinions and, at best, teachers with positive attitudes.

The Need for Continuous Training

EXperiential prograns and experiential learning cannot survive and
grow over time unless'they become part of those persons entrusted
with the education of our youth. It is the teachers who will or
will not perpetuate experiential learning on a widespread basis.
Therefore, both the<concepts and methods must be transmitted to

c present as well as future practitioners.
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The report of the International Commission on the Development of
Education,reminds us that tbday's graduates will'still be teaching
after the year 2000: The report goesen to recommend that teachers,
be trained as specialists in organizing learning activities and in
organizing learners Of 41 ages for education in and out of school
(Gibbons,1976).

Spillane and Levenson state, ':The essential purpose of the publiC
schools ft to educate students to function in_s2piety. That skill
can be,staught.only by,teachers who are aWare of the great and small, -
changes within the immediate community and the wider world.
Teacher training should be a continuing, never-ending grocess,
'closely related to ,othe reality of the life of children and
families" (Spillane and Levensor1976:4391. Since teachers often
imitate the way in which they themsellves Were taught, it
follows that if students are to be open to learning from their
own experiences, teachers have to learn h6w tO provide such a
learning environment.

Lack of Experiential Education Programs for Teachers :

...

A review of the literature, as well as converSations with staff of
leading teacher preparation institutions, indicate that few
teacher preparation institutions are doing much in the area of .

experiential education for teachers. One excep.tion frequently
mentioned is the University.of'.Xentucky. Significantly, /

Rober Sexton, author cif the 'working definition,of experiential
educ ion, is also Executiye Director of Experiential Education at

. ,

the v sitY of Kentucky.

In s , it appears that the following deductions can be made.
Experts are demanding change in education using experiential learning

).

and experientia1reducation. In order to effect these changes,
different ways of preparing teachers haye to be designed and implemented.
Extending experieptial 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 experience
to undergraduates as well as to teachers in staff development programs.

4
Conclusion. All -three populations--junior high gifted and talented
students, adult'keerners and teachers--te viable potential

only ut also't at research on experiential441
participants in an extensio of EBCE. ince we are advocating not,

that EBCE be extend
learning and experiential educa.tion designed and carried out, we

,

turn now to a procesqw d 1 whiqh we view as a necessary support
system to insure the f lity of both these efforts occurring
simultaneously.'

4
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SECTION VIII: A Process Model for Extending Research.ande
Development on Experience-Based Careet' Education

%
In decidihg hob) best to describe what might occur in a research And
extension effort for gifted and talented students,-'adults and teachers,
we consiaered two_ 4ternatives. .First, Tol,COVld develop higilly
specifim proposals/plans fOr each/1)f the three groups. tecond, we
could deecribi'a process'that would support such an effort'for all
three groups,. Although the first oition would be helpful aZ-the
practical level (e.g., it woUld give the reader three specific plans
to review; it would identify numbers of persons", precise dates
and definite products, etc.), we gelieve it woul seriou'sly 'detract

from the geheral policy level of this'paper._ Thus, we decided not
to propose specific programs in this paper t rath4r to describe
a process model we believe would apply f all three groups. Cur-

emphasis is on the general structure and functiOns' associated with
supporting.research on experiential learning and experiential education
at the same time that EBCE is extended. (For an example of what
the process. would "look like" when applied'to, one specific population,

. .

see Appendix iL)

Advice from 'Fullan and Pomfret. -Cur demision to'filcus on the process
of implementition tfibm design through dissemination) is based largely
ap a review of implementation literature and specifically on advice
and recommenditions offered by Fullan and Pomfret in their Review of
Research on-Curriculum Implementation (April 1975) . _Their overill'
conclUtion after reviewing the research is that "the issue is not so
much whether one-can'measure,and assess"degree of implementation, but
whether the implementation process itself is conceptualizid as a
problem to be'addressed" ('ullen and PoMfiet 1975:121). In their'
discussion of pianned educational change, they point to the importance
of recognizing'implementation as a "riggotiation process consisting

/of conflict, producing anticipated and unanticipated problems which
should be prepared for prior to attempting implementation" (1;2);
An equally importa4t consideration is "the diStindtion between the
user and managerial orientations" to implementation.

The concern for users as "active and autonomous participants witlytheir
own interests, conceptions and resources" together with the.importance
attached to the implementation processfis sufficient rationale, we
believe: for the research and extension Rrocessimodel described here.`4

`gtEorjipetific work plans for extending EBCE to each of the three
plivulations, please see the NWREt Education and Work 5-Keer Plan.

41'
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11.

The process model consists generally of four phases:

P

projegt)design

44,

4.

Project implementation

Project research and evaluaticr

Prgject disseminatibn/diffusion

4

TEe four phases-are-not mt4Ua1ly exclusive no are they necessarily
seque,qtial. IMplementation may overlap with design; resedrch and_
evaluation May begin during design and continue throughout implemeniation;
dissemination need not wait until all activities in Ile other three phases
are completed. Since our ,c,cus is on the processes associated w;th'each
phase, we have chosen to discuss them.separately.

4

Phase IVroject Design
L4

-

Although EBCE is, at this point, a "designed" projvct, we recognize
the importance.of tailoring the program according to the needs of.r
the users (identified here as the.three key populations and associated
persons involved in implementation). Thus, we are calling this

, lase of the process "design" and calling the outcome the"extension.".
In general, we believe that the,following guidelines would,support a

.

design efiort that would permit both the needed research,and the
developmentiextenSion work to.be conducted, separately fiir each of
the three-proposed groups.

Guideline 1; Set the parameters for.design.

Before,contacting potential uiers, it is necessary to examine
each component-of EBCE ah it now exists in order to assess yhat
can be changed and'what could oi\phould be retain0 to support
a combined researcli and developmeeffort. This process would
involve the EBdE developers and NIE so that the parameters for
design are mutually agreed upon and a baseline is available for
negotiation with poantial.users to help them decide.whether and
under what conditions they will participate.

Guide1ina'2: Establish criteria for participants.

Developers anl researchers will need to set some criteria for
participation for each of the three populations. gone criteria
may be common to all three (far exampley evidence of a prior
commitment to change in ab-direction consistent with EBCE and
.witlythe experts' recommendations mentioned earlier in this
paper). Other criteria may beunique for each popula 'ort (for

ilreexmople, having aj)rocess for identifying gifted knd ta ntea

38



junior high students). Although not all criteria may be,met,
all.parties should be.aware of the expetations of the
developers and researchers.

a

GUideline 3: E e eriential educati .on

programs.

TO assist 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 University of Kentucky is an example.

-guimaelitel: Explore opti6nt-with_potential users.

-"Prior to any contractual agreement, it is import4nt that
potential users thoroughly understand EBCE, the dptiops for
change and the criteria for' inclusion. Users would identify
componeqs and activities in EBCE they would find diffi,cult
or impossible to'implaent. This step would, in effect,
begin the implementation negotiation.

Guideline 5: Identify "extension" arsers.

This must be a mutual selection.process. Users must want EBCE
and be willing to: participate in the yemainiin_design work and
in the three other phases; developeri and researchers must be
convinced that.the Users din'and will participate in both t

the research and development efforts.
t.

Gui4eline 6: Establish a design task foice.:
tm%

. *
Before changes are made in EBCEe A design task forbe 'should
be chosen by each of the three user groups. (Tklis work, and
all other work, would be condvted according to timelines
,developed,for each population;) Task force Members should
epresent all key segments within each user group. For example,
membership might include stuaents,resour.ce persons
fm the school 'or district, community persons, teachers and- %

administrators. 'The design task force, working with the
developers,and re6archers, would identify items such 4s the
following:

"

What's different about this user grOUp'that necessitates
changing EBCE to respond to thoie di ferences?.

What are the real-world cons aints
problems in implementation?

at might.create
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A
What kindof information-sharing proadures will be
needed to.develop and sustain com4tment throuhoUt
the process of implementation?

*

Guideline 7: Establish morkin9 teams.

When prop9sed Ei4CE modifications have been described sufficiently
by the task force, work teams (consisting of users and research
and development personnel) such as the following might be
designated-to begin the design:

DeVelvment TeaM.

A

Purpose:* To rework written material as necessary; to
prepare new material; to design strate4ies to
meet needs identified by the task force

LiaiSlon TeamCommunity

Purpose; Jib prepare information about the program for use
wi0-1 and by the community; to meeewith community
people abtout the program

Traiening Team

Purpose: To design orient ati9n and training strategies for
all involved user groups (i.e., students, parents,
teachers, administrators, community persons)

Document ation Team

Purpose: T9 docUment the process and the products coming
out of the design work for analyiis purposes and
for eventual use by other modifiers of EBCE

Aesearch Team

Purpose: To make certain that opportunities for research
on experiential learning and experlential- education
are built into the deskqn; to introduce researdh

- needs as the'project ii being designed

EvaluatiOn Team

Purpose:

S.

To prepare an evaluation design; to insure*dlat
'significant evaluative research questions can be
addressed as part pf the design
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Imzlemen tat ion Team

PArpose: To work with other teams during design, identifying
potential implementation problems; to begin
preparing for implementation based on the emerging
design

Dissemination Team

Purpose:

Those who might

To develop or modify existing dissemination
strategies in anticipation of later dissemination
ef ts; to sMare information about the design
ef t locally and regionally/nationally as

.apfiropriate

serve on tilese teams would include:

1. Student representatives

2. Teachers
a.

3. Professional EBCE research, development and
staff

4. Community persons *.

5. Speciadists for eacd user group as necessary

evaluation

By serving as members of the Design Phase teams, users would be
carrring out functions apart from and in addition to their customary.
roles. For example, students would also be developers, community
persons would also be training designers, etc. Part of the
responsibility of the teams would be to institute a user review
process to give others not on teams an opportunity to review.
progress iid make sugge ions. ,

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 particularly -important if we view this as
an opportunity to expand what We knoweabdut and mean,by experiential
learning and experiential education through EBCE as well as a chance
to extend-EBCE.

Phase IIImplementation

During this phase, it is critical that the pressvres of implementation
not be allowed to,overwhelm the process itself. As the design
becomes a reality and as users, developers and-researchers become
immersed in the daily operation of and participation in the "extension,"

IMP 41



Alf

we recommend plat guidelines'such as the followinghe implemented
to'insure continued collaboration and'the gathering e ata on

research and extension.

Guideline 9: Expand the iTplementation tèzn

During,implementation, we recommend that tha 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, designers and
non-user developers, researchers and evaluators. The decision ast
to whether the other design teams should continue or disband
should be reviewed periodicdlly during implementation.

Guideline 10: Hold open forums on research and evaluation.

Since bothresearch and evaluation aie key areas within the
*entire iqpIementation process, it is important that all, users
have frequent epportunitlas to learn more about what is
happening in ea6h area. This is not to suggest sharing
premature findings or resuls, but rather to increase awareness
about and build 'conmitnnt t%both endeavors.

Guideline 11: .Conduct eriodic reviews and updates of the design.

Just because one l'osses the threshhold to implementation does
not mean design is complete. Mechanisms for review ,pf design

decisions nee be in place.in the event thoSe decisions arwl t
. ,- e

working.
I

Guideline,12: Maintain ultiple roles.

In the Design Phase, we advocated having users become involved in
different developmental processes as an tension of their clmn

roles in the EBCE adaptation. We envision 's happening as

working teams were identitied (Guideline.7). The ability to
experience and examine implementation.from more thani-one perspective
may also be of value to the resear'ch and extension effort. Thus, we,

suggest that, in the Implementation Phase, users continue to be
encouraged to participate in roles other than those they customarily
aasUme. Por example, program staft May be functioning at various
times as designeis, researchers and documenters.

Phase III--Research and Evaluation

Although this phase occurs throughout design and implementation, 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\



Guideline 13: Clarify users' reS'earch and evaluation
responsibilities.

conjunction with Guideline 12, v/e would recommend that users
have been active in earlier team work be identified as lay

t counterparts to those whose primary work is in research and
evaluation. The specific .furIbions these persons might perform
would be determined during the design phase and training provided

/ 0 increase competence and confidence in these important.functions.
,One example that comes tO-mind, of course, is involving program
staff in dhta collection and analysis. '

Guideline 14: Establish a questlon and #nswer mechanism.

As many times as the purposes and procedures involved research
and evaluation are discussed, there are always questions-beM-
arise during the actual carrying out of these activities. We
recommend that a,mechanism be amailable to permit the asking and
answering of such questions. For example, users workiug with
the researchers and ev uators (as described in Guideline 13)
might be in the best sition to identify problems other users
are having understanding dr carrying out research and,evaluation
tasks. They might then work with the researchers and evaluators
to develop nontechnical answers.and explanations that would be
distributed in a local newsletter or addressed at the forums
described in Guideline 10.

4,44

Guideline 15: Expand the 2roblem!-solving network.

-It is often the calla that problems arising during.reSearch
and eValuation are' assumed to be the total respon#ibility of
.the professionals working in those areas. We. would advOcate
that, xhere4bscsible,those problems'be shared first with
user-researchers and user7evaluators and tha with a broader
user grOup td get their advice about:soltitiond. ProbleMs and
Advice would probably center arOund logistics more frequently
than around the research ,design.Alle forums ( ideline 10)
'would serve as on, mechanism for this exchange

Phase IVDissemination/Diffusion

This phase of a program or project can also benefit from cont;nued
user involvement and assistance. To insure that involvement is
provided for, we recommend the following:

Guideline 16: Increase the responsibilitiesof the dissemination,,
team.

During the Design Phase, we advocated formang a dissemination
team. We recommend that as the "extension" moves into'
implementation and.as-the research and evaluation work proceeds,

4 7
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'this team be given more responsibility for fin4ing ox developing
materials for dissemination and identifyingaudiences and ways
of sharing. Students may want to write an article of their
own about their experieves in the "extension" for a journal.
Teachers and students together might-invite their counterparts
from other schools in the district to experience a day in the
life of the "extension."

Guideline 17: Establish in-project as well as out-of-project
dissemination vehicles.

A common complaint froM users is that evaluators come in, collect
data and neV-r share their findings with those who were evaluated.
'Generally, we recommend that mechanisms be established for
sharing results as well as for communicating what, others outside
of the research and extension effort are reading and hearing
abOut the work.

i

Conclusiokt Wie have proposed a-proCess model consisting 'of 17

exi

guidernes throughout four -phases to supporta) the.extensionof Ek4CE
to thr e new populations

. and b.) ,the. research-on ,experiential learning
and eriential &ligation. The four phases may'turn.out to be too

. few Or'too:many; the'17 guidelineS are even more likely to change..
Our concern, once again, is not'that these exact:Steps be followed
but that a procesS modeliSe used to provide a stron.suppartsYstem
for the proposed résearchand extension effort. -

4

,

44



ea,

0
,N7

SECTION IX: Conclusion

Throughout this paper, we have_attempted to demdnstrate that:

not enough is known about experiential learning and
experiential education

and
'1

46.

the development and extension of experience-based educati.pna.l
programs is warranted.

Although these points may appear contradictory, the need for research
does not, in our.opinion, cancel.out.the rieed for experiential
educationai,alternativei. The problems young people and adults face .

in school and at work can not be temporarily shelved while we inLease
our knowledge. base. Although research and development haVe a linear
history (at leaston paper and in design), that bas_never stopped
schools from responding to their real-world cmcstituency. What we
have tried to show here is that it is poikible for NIE to continue to
develop responses to real-world problems while simultaneously.
improving and increasing the knowlego cm which,these responses are
based.

Overall, our conclusiont that NIE can and should:

Support research on experiential learning and experiential
education based on carefully thought out research questions
designed to increise knowledge, solve probleA, determine
outcomes and direct-policy.

%

2. Cont uedevelopment of experience-based educatibn programs
approaches.

use the nextension" of EKE as the vehicle for a) providing
experience-based education to groups not yet participating
and b) conducting same portion of the needed research im
tandem with this extension.

4. Promote the use of a "support system" (such as the
guideline presented in Section VIII) to better insure the
succeS the extension and of the research.

49
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APPENDIX A: Sample Research 'Questions ft3r Four Research Areas
4

. Basic or fundamental research questions:44

1.1 Do the four steps in experiential learning (as.identified
by Coleman) account for all that occurs in the learner?
For all that is required of the learner? What is 43 more
comprehensive definition of or framework for experiential,
learning?

1.2 What is the relationship between experiential learnin
and experiential education?

1 !°3 After a lehgthy review of the literature on learning, Butler
identified seven factors that influence "most kinds of
learning, for Most individuals, most of the time" (Butler
1977:5). He then associated each factor with an outcome
or activity. Factors and outcomes are shown in the
following chart (from Butler'1977:12):o

Factor-Condition.
(Instructor)

Varidtioki
(individual differences)

NOtivatiOn
(incentive to learn)

.Organisation -->9
(sequence andpettern) ,

Participation
learner involvement)

Confirmation
(Selective feedback

Repetition
(practice exercises

Outcome-Activity
AStudentl

Identifying
(knowing strengths and deficiencies)

Attending .

ocusing attention)

Structuring 0.

relating now knowledge)

)

Applying
(trying out new knowledge) -

verifying
(validating new'knowledge)

i(

. Reinforcing
(refining and consolidating)

Generalisation Traisfarring

(broadening experiences) (XFplying to new situations)

*Although we have grouped questions by reseeech area, we fully

recognize that the reader may believe a question is ipcorre9tly placed.

The use of research areasais organizers should suggest the potential

for work in each area.
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1.3.1 What is the relationship between the for experiential
learning steps cited earlier (acting, 'particularizing,
generalizing and applying) and these seven factors
U.nd conditions?

Does experiential learning account for student
outC.omes the same as, different from, or in addition
to those Butler has identified?

1.4 Can different instructional processes produce the same
results as,those which produce experiential learning?

1.5 Is exPeriential learning only inductive learning?

1.' Is-a p eferred learning Invironment or,style related to
age?

1.7 What part does potential utility play in experiential
learning? Is it the content or the learning process
that stimulates 1earnin4? Retention?

2. Problem-focused research questionp:

2.1 Do young people have dominant learning styles (ala Wolfe
and Byrne)? If so, how do these influence learnipg as it
occurs through experiential education?

2.2 Does motivation-automatically come with action, especially
, where action is repeated?

2.3 Does "newness" increase learning or do young people who
have been in experiential education learning environments
learn-as well as those who have only recently joined?

A

2.4 Howamuch opportunity for experiential learning is available
in work places andthe community? Does this vary according
to type of community?

2.5 What can young people tell us about the working di*nition
of experiential learning? Can they add to. it? Mffify it?
ibow us there are other ingredients to a learning situation
tha.t/axe critical to its success?

2.6 At some pitint does experihial learning cease to be learning?
Does it become doing andnot learning? If so, at what
point dogs this occur?

2.7 How much structure must be provided in a n -school learning

16environment to insure that learning oppor ity is available?
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2.8 Is there a difference between experiential learning and
trial-:and-error learning? If so, what?

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

2.10 How can young people be introduced to,and prepared fox
experiental learning-ad.experientia146ducation7

3. 'EvalUitive research questions:

3.1 "In what ways, under what circuipstances and with wkott
populations (is) experiential learning superior to
traditional classroom learning?" (NWREL Education and
Work 5-Year Plan:27)

3.2 What things are best learned through experiential learning?
What things are not?

3.3 How can life skill development be measured?

3.4 When learning outcomes are the same or different for those
in experiential education and those in_regular classrooms,
what accountsgpr this?

POlicy research questions:

4.1 What are the policy implications of potential outcomes
from the reeearch questions listed above? POr other research
questions?

4.2 What-effeot will research efforts such as this have on
current and future NIE-funded developgent? What effect
should they have?

4.3 What kind of interface among programs and projects would
such'an effort require? Is this feasible? Desirable?

4.4 What are the implications for N3E of ifociasing on
experiential lear g and exper ential education? How
should career ation be inco rated?

4.5 What AC exist.that would promote or inhibit experient al
learning and experiential education programs?

4.6 What other federal, state and local policies support or
contradict experiential learning and experiential

A education?
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4.7 'What research is currently underway both within and outside
NIE in the eperienti.al learning and experiential-education
areas? What kind of interface opportunities or problems
could this represent?

4.8 Who should be involved in finalizing a research agenda?
Who should be responsible for carrying it out? For monitoring
it?

4.9 How might such a research effort influence the NIE Education
and Work Plan in,one year? In five yearg?

The above questions are p9sed to,illustrate the kinds of research
.information it would be beneficial to have about experiential
learning experi-ential education. it is not our intent to limit
research those topics; nor do we propose to assess priorities
within research areas. ,We do beldeve that an analysis of research
topics, questions and priorities should be undertaken so that NIE.
mis prepared to ;make informed decisions about the kinds of research
*topics that mdght best 11o. addressed and in, what kinas of development
programs.

a

SS
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APPENDIX B: Applying the Process Model--How It MIghf 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 following pages to
NWREL's commitment to test experiential interventions-with gifted and
talented junior high youth. For the purposes of this test, School
District X will serve as the agency with whom NWREL will ocIlaborate.
Although-we--cannot---guarantee at this stage that all-steps in the process
model will be used4or, indeed, whether they will be necessary),'we
have included information for each step as a working model. -

Phase I--Project besign

Guideline 1: Set the parameters for desip.

Such an examination of.EBCE and its components, as already been
made by members of both the NWREL EBCE evaluati n team and the
NWREL'EBCE training and.te6hnical assistance te

The former designed two 14itrthnents, "NWREL EBCE lementation
Site Essential Characte istics Checklist" and " EBCE Process
Checklist," for use in evaluating pilot sites' fidel ty to the
NWREL EBCE operationajomodel. They haveproved usefu
assi4ting pilot site personnel in examieing whether dill ences

their'program's design and operating-Processes from the
original-model were purposeful or unintentional, and whetber
results were acceptable to pilot site 'personnel.

In order to help school di/riots adapt EBCE to their particular
needs, the training and technical assistance team has had to
come to grips with the questions, "Wh.at makes EBCE EBCE?" and

"How much can you change it without disappearing it?" Although

their methodology was less formal than that of the Otaluation
team, the training and technical assis nce team members have
been operating within the design guidel nes laid out in the two
checklists as they,have helped dozens o agencies f EBCE into

part-time schedules, work experience pr,grams and Creer cluster
programs or develop total model alternativeS.

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 EBCg to gifted and

talented junior high youth. Following is'a proposed process

for accomplishing.this step:

11 Members 4f t*NWREL EBCE teamS--training and.technical
assistan0e, evaluation, product development and
'administOtive-Aewill_indicate on the two checklists which
charactifristics they consider to be essential to the',

éxiste e of a program identifiable as EBCE for gifted

.and. talented youth.
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k.

The results of this poll will be compiled to show
consensus NWRZL EIKE, definition of how much,ERCE can be

- adapted and retain'its identifying qualities.
e,

3.. These lesults will be submitted to'NIE for approval and/or
modification.

Guideline 2: Establish criteria for 2.articipants:

It is suggested.that-an agency testing with NWREL the application
of EZCE to gifted and talented junior high youth should show
evidence of the following:

1 Prior Commitment to improving the educational process

2. Willingness to provide Students with choices in their
educAional eXperience (e g options among classes,
programs, activities; etc.)

3. Recognitfon that different educational strategies and
environments are appropriate_for different student needs

4

Presence ofe(or willingness to deveYop) a process tor
identifying gifted and talited juniof high students

5. Availability of staff to design,.and operate the program

Commitment to develqping and ,using the community as a
learning resource

The extent to which School!' District X meets these,criteral will
be determined through conversations with district administrators
and examinatiOn of pertinent district policies and other documents.

Guideline 3: Review ex ting non-EBCE. experiential education
'programs. ,

. S

*, .

_As a'starting point fpr the research and design effort, School
. .District% personnel apd NWREL ESCE developers and researchers

,_ in the gifted an0 talented junior high arena should not only have
the knowledge of experiential programs that could serve as a
resource ppd1 of aleernatives, but also OD existing community-

.
based ana career education programs for gifted and talented
Youth. Further, the two' gr6ups will igrem to document their

. knowledge (perhapstin the form of an annotated bibliography)
and share the results with each other.

If more extensive information is desired, NWREL yill assume
responsibility for continuation of the search.

51
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ideline 4: Explore options with potential users. .

initiation of the imRlementation process by Completion of this

step would be acemplished as follows:

NWREL EBCE personnel Toall present.suffic ent information.

to School District X personnel to insure a thorough

.
understanding of EBCE,its-purpose's,"characteristics

and proeesses.

2. The options for adapting or phanging the moder (Guideline I)

and the criteria for,participation (Guideline 2),%46eld

be explained..

. School District X personnel will identify EBCE components

and activities they would find difficult or impossible to

implement.

4. The results of this selectiOn process would be xecorded

by NWREL ESCE staff and vetified by School District X

personnel.

.It is important to note-here that this step could extend over much

of the remaining stepsNef Phase I, particularly if more than one

schoolFor team of people"./Vee Guideline 7) is involved in the

design process. Consensus dedisionmaking can be somewhat slower

than other methods, but it has the advantage of increasing

participants' identification with and feelings of ownership of

the results. ,Tbis is paT,ticularly-important in designing a "new'

educational program which will depend on the commitment ihd,extra

efforts of its operating staff for s uccessful implementation.

Guideline Identify "extension" use;s,..

The mutual s4lection process described here will depend oh an

understandin4 by both the potential user and the developer/researchers

of the entire process ...-1-.-design, implementation, research and

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. .Documentatioe in`the form ot an

agreement or contract stating NWREL and District X resppnslbilities

will be negotiated, either, at this tigmi or in conjunction with

establishing a design task force (46i7uideline 6a 'below).

Guideline 6: Establish a design task force.

Establishment of a design task force representing all key. segments

within the user groupstudents, community resource persons,

'teachers, administrators, gifted and.ialented resource persons

from within the district--is consistent with the community base

emphasis of EBCE and will be relatively easy to accomplish
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in School Oistrict X. 'A potentiarnucleus
of such a -4roup

already exists in the' :form
of i district career education

advisory 6pmmittee
and a local association

for gifted and

talented students..
Planning conferences

already anticipated

by District
X for planning program design and student selection

propedures
will brin4 together project staff, school staff

and students,
and interested Citikens.

The.ohdministrator',

or program director for School District.X's
prop;osed gifted

, and talented program could assume
responsibility.for

contact ng,

convening
and chairing the groulb Once potential

=enters .

have been identified
by whatever process

District X program

planners deem appropriate..

"Guideline
6a: Develop design parameters,

modifications,

considerations
and task timelines.

NWREL and School
District X have somewhat different

needs

in_paanning
this part of the work. Both intend to design,

test, document and disseminate
an innovative

program for

talente0 junior high' Youth'. However, SchoOl

,bis ict X's
fOcus.is on mdeting the needs of its students

ana developingAnaterials
and mocedures

which,it can use

locally,
in this effort. NWREL's responsibility

is somewhat

broader in that its products must havdapplicability
tO

'the needs of several additional
groups.

-. 4

Gifted and tafented junior high youth in other.schools.

\ districts
ama states

,
,

2. ,Gifted.and
talented.youih

addition to those lof 'junior

high'age

Learner populations'
wit4 special characteristics

and

needs other than giftpd and, talented

Therefore,
the development

of an'agreement
between School District

X and NWREL should distinguish
between the goals and tasks which

.are -

%I.. Specific
to the distriCt's local needs A

.2. Specific to NWREL's broader needs

3. Needed mutually
(or at least mutwilly useful)

This will allow for efficient cooperation
and coordination

on

"mutual7'tasks
as-well as.intelligent

and.agreeable
"horsetrading"

of tasks needed by one or the other,party
exOlusively.

7
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The grid on the following page is off red as a beginning point
for a discussion as to how. the two oups 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; Ncross
the top-are listed thote tasks calied for in School District
X's funding proposal. The boxes where items from both lists
intersect have been marked with an "x".

Following the grid is a second viS-ual representation, this-one
laid out into five quite general.phases or areas of work contained
in the plans df both groups. It is intended to_be-used as a
draft worksheet to clarify, the respective roles and responibilities
8f NWREL and school District X in the five major types,of work
represented by the many t&sks listed on the grid which precedes
it.

Guileline 6b: Identify maor vestions to be addressed by
Aesign team..

The design task force, working.with the developers and researchers,
wbuld pose and answer research and development-related quest4ms
pertinent to their EBCE adaptation. These questione shodld include
but.not be limited to the follwing: \

What's different about this user grou that necessitates
changing EBCE to respond to those dif erences?

What are the real-world constraints th t might create
problems in implemen tion?

le, What.kind pf informa ien-sharing procedures will be
needed to deveelop and sustain commitment throughout the
process of implementation?

Guiline 7: Establish working teams.

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 district to be a team. The nucleus of
each school's team consist of two 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. Siinilarly, the district's community resources clearinghouse
will relate on a continuing basis to each school group and each
school's Principal will be involved in team activities in various
ways.

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

5 54
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'. INSTITUTIONAL ROLES
G FTED-AND TALENTED JUNIOR HIGH PROGRAM

. ,NWRE1 ,
School District X.:A

,

P'egrani des/gn and
planning

Consult

4,

.

Major responsibility;
conduct activitl.es

Staff-training

.

.

,

Provide EBCE .

training as needed,
emphasizing training
_School District X
personnel to bicome
future trainers for
District X staif

Provide gifted and
talented training

,

Provide staff to be
.tr4ined as EBCE
trainers

Documentation and
materials
ciArelopmênt

.

.

.

a

,

Consult regarding
design, formatting,
etc. as necessary

Perform additional
documentation'and
materials
development needed
by NWREL .

.

Document program
process:es

Develop instructional
materials

Produce necessary
reports td district
and funding agency

Dissemin ion
a. Schciol District X
b. Statewide
c. National

.

Consult' .

Consult
Lead

4.
.

Perform all work
Perform all work
Consult .

.

Evaldation Consult

..

Perform all work
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4

precedent for a. complex team structure and 'simultaneously ,suggesting
a cautious approach to further complexity'. EMpha&is'should be
placed op-the Design Phase function& represented by the teams
listed rather"than on the formation of a separate team for each
function. Whatever grouping of pbople will be most effective
should be used to coordinate School District X staff with research
and development personnel to accOmplish.the essential Design Phase
functions: a

Developmenito rework written material as necessary; to
prepare new material; to design strategies to meet needs
identified by the task force

Communfty Liaisonto prepare information about the program
for'use,with and by the community; to,meet with-community
People about the program

Training7-to design orientation and training strategies
for all involved user groups (10., students, parents,
teachers, administrators, community persons)

Documentationto document the process and the products
coming out of the design work for analysis purposes and
for eventual use by other modifiers of EBCE

Researchto make certain that opportunities for research4
on experiential learning and experiential education are
built into the design; to introduce research needs as\
the project is being designed

Evaluation--to prepare an evaluatiqn design; to insure
that significant evaluatift research questions can be
Addressed as part of the design

,

Implementationto Ilork with other teams during design,
identifying Potential im3.em9ntaido problems; to begin
preparing for implementationlbased o the emerging desigrT

Disseminationto develop or piodify existing dissemination
strategies in anticipation of later dissimination efforts;
to 4hare information about the design-4effort locally and
regionally/nationally as appropriate

For example, the team structure which already exists in the district's
junior high gifted and talented EBCE program could be retained as
the basic group in each school:for each of the ab9ve functions.
no the basic4group could be added siudent representatives; research-,
development and evaluatiori staff; community persons4 and any
.specialists needed for a particular function- For each function,
one person could be desigftated as leader. Depending on the functioll,
there ould be one leader in each,,school or one leader for the
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district. The leader would be responsible for understanding the
task yell enough to effectively coordinate and focus the team's
efforts.

NWREL and Scbool'Dist'rict X should decide jointly'what teaM
formation could most effectively accomplish the dual purposes .

of Carrying out a meaningful research and development effort
and meeting the immediate needs of the district's gifted and
talented junior high students.

Phase /I-.-/mplementation

Guideline 9: Expand,the implementation team.

As in Guideline 7, this ds translated to mean expand the duties
and focus of the district's Design Phase teams to include
implementation functions. School District X, in consultation
with,NWREL, should decide whether the team structure established
in the Desigil Phase needs to be changed as emphasis shifts° from
desidn to implementation or whether the planners can simply become
the doers

Guideline 10: Hold open forums on research and evaluation.

The operations level personnel in School District X--namely the
classroft t6achers in,each school who will be participating in
the development of the junior highdgifted and talented program--
may be unfamiliar and inexperiencedftwith the methodology and the
importapt issues IliVolved imeducational research and evaivatIon.
Their dvelopment.ef forts and level of comfort with their
"creat and its temporary kinks and rough edges will be
enhanced by ihe perspective such discussions could provide.

The district's project specialist and/or coordinator of *etr.eer

education and/oromordinator of gifted and talented education
could ccnvene'and conduct the, foruMs, drawing on.NWPEL research&
and evaluation staff as resources. NWREL staff could te
particularly helpful in suggesting discussion topics pertaining
to phenomena, problems and questions common to most research
and evaluation efforts.

This activity is particularly significant as a prelu4e to
Guidelines.14 and 15 in the Research and Evaluation Phase,
as.users continue to play a significant role in shaping the
development effort.

; au ic r s iew updates of t he desi n

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

58
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f

evaluation design, to.occur most logically at th,p end of the
first (and each succeeding) semester of program operation.

Guideline 12: Maintain multiple roles.

Maintenance by each individual ih Distri&t X's gifted and talented
EpFE program of multiple roles is as necessary during the
Implementation Phase as it is durinithe Design Phase (see
Guideline 7). teachers may be involved in develop'ng public
relations as I.as curriculum materials; ther,-, collecting
evaluation a esearch.data during their daily a tivities of
implementing gram with students. Students in turn can
play.a pivot e in community liaison. they. e naturals as
dis eminators of program informatic?n, both oral an written, and
the could'easily participate both'in data collecti.. (for either
d. uentation or evaluation purposes) and materials development.

full range of roles will become known only as people try on
fferent hats.

As in Guideline 7 of the design Phase, team structure and individual
responsibilities will be worked out by District X with advice from
NWREL.

.Phase eardh.and Evaluation

Guideline 13: 'Clarify users' research and evaluation<c_
responsibilities.

Identification of School District Xls counterparts to NWREL
researchers and evaluotors will actually have begun during the
Desi4n Phase (Guidel,ine 7) as people responsible for each

--runction ar-6 identified. During Phase III activities, the
usefulness of district staff as researdhollos and evaluators can
be,enhanced through eKplanation to them of "the ways in which
they can conttibute:

1. Individuals cari take responsibility for familiarizin4
-themselves thoroughly with the project's research and
ev,aluation purposes, desigh and ,techniciues.

3.

This will prepare them to recognize significant issues
an0 questions as they arise--issues which can be brought
before the larger group and cycled back into the program.'s
design.

District staff can be assertive in identifying their own
use; needs for evaluation and research and in plugging
these ideas into planning to guarantee they will be
addressed:

6 3
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4. Teachers can collect data needed to carry out the
mutually designed plan.

5. Documentation of program processes and results can be
shared.by the many individuals having frequent contact
with program operations.

'Agreeing to as many specific responsibilities as possible will
facilitate School District X staff becoming integral participants,
in the research and-evaluation procesg rather than just,observing
or reacting to tbe process or participlating only peripherally by
administering instruments designed and/or called for by someone
else.

4

Guideline 14: Establish a luestion.and'answer mechanism.

The need for communications links among 4-experienced and
ineXerienced researchers and evaluator could be net in a number

guqof ways. For example, the open\ferums s gested in the -

Implemvntation Phase (Guideline 10)would also -serve .-well for
research and evaluation purposes. Questions raised butjiot-
answered during these forums could be recorded and addresste to
NWREL personnel during their periodic siteivisitsi by phondror
by letter. Responses could in turn be hltseminated to the group
either through 111WRELstaff participation periodically 211 the.
forums or through a newsletter.

,-

Guideline 15: Espana the problem-solviu network.
....-

,

is step is a natural corollary to Guideline 14. It-simply
focuses resPqnsibility on the users for answers as well as
questions,in the question and answer mechanism. Whereas research
and evaluation "experts" may appear to be the best, or aven the -

l
only resolvers 'of problems, the,Schqp1 District X personnel are

eactually in a tter,position to generae answers truly useful
to their local situation and'possibly more creative and Applicable
on a broader scale.than those of tradition-bound "experts."

.k..2.

.

.

So, problems arising" as work.progresses should be shared first
4mong School District X people who are functioning las4 researchers
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
exchange.

'Phase IVDissemination/Diffusion .

Guideline 16: Ingrease the responsibilities of the dissemination
team.
IMMMIFINEIIME-

As in Guideline la' in the Ii1neritation Phase and Guideline 13
during the Research and Evaluation Phase, this step will take
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,
e form in School Disrict X of people already involved in

,
d ssemination increasing their emphasis on that function.
,The project specialist can coordinate this function as it
evolVes from primarily infoi'mation-sharing about program
,objectives and, progress during the-first two years to strategies
facilitating adoption of the program by others in the third and
fourth years. Throughout, teachers, students, community persons,
the gifted and talented coordinator, career education coordinator,
parents and all others can participate in dissemination activities
(described in Guideline 17 below).

, Guideline 17: Establish in-project'as we 1 s'out-of-project
dissemination vehicles. .

.

, .

District X already has plans for several dissemination activities:

. c

1. During t.hè first,pwo years
\

Inforecommunity and professional personnel concerning
program objectives and progress

Develop a brochure aescribing th project

Distribute brochure to,all junior high, schoolslandiv
senior high schools serving ninth grade students 4 r
School' District X

Distribute brochUre to members of the local career
education advisory committee and the association for
gified and talented

Prepare articles far publication 4 local news media

Initiate and sustain contact with local media tbrough
direct contact with media representatives

Make presentations to community groups 'such as
Chambers of Commerce, Kiwanis, Rotary and other
service clubs

Put together slide/tape presentation depicting
development of the program

Share s1ide/taje with school and community groups as
requested

2. During the third and fourth years--
lo

Identify additional schools both within and outside
the district to begin operation of gifted and talented
career education programs for junior high youth
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Facilitate th use of local funds for personnel.and
'materials asso iated with he pybgram

In addition, District X,personnel could col aborate with NwRgi,
representatives to plan and implement 'other disseminatiou
activities as desired:

Articles Could be prepared for publication in various
newsletters already serving the district, region and/or
tate.

Presentations could be made to the local career education
advisory committee and association for gifted and taleilted
at their regular meetings or chmferences at regional,
stat.e and national levels.

Links could be established between the local program and
various existin4 EBCE groups--the state EBCE network, tlie
national EBCE diffusion netWork, the informal league of .

other states with EBCE networks, and so on.
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