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[bookmark: _GoBack]Though this evaluation examined compliance of internship course syllabi with the university Internship Policy, the key issue underlying that focus on compliance was quality. Assurance of quality in higher education has been a concern for decades. This chapter briefly reviews the history of experiential learning in higher education, concerns about the quality of experiential education, and how those concerns have been addressed. 
Proponents of experiential education can trace the foundations of its practice to John Dewey, who stated that “there is an intimate and necessary relation between the processes of actual experience and education” (1938, p. 7). Though he stated that “all genuine education comes about through experience,” that does not imply “that all experiences are genuinely and equally educative. Experience and education cannot be directly equated to each other. For some experiences are mis-educative” (1938, p. 13). These statements foreshadow the tension that would dominate the discussion of experiential education in higher education for decades to come – learning comes from experience but not all experience is learning. Dewey also articulated the resolution to this tension: “Everything depends on the quality of the experience which is had” (1938, p. 16). Without assurances of quality, experiential educational activities would continue to exist on the periphery of educational institutions.
Several decades after Dewey, David Kolb envisioned how experience could be educative with the development of his Experiential Learning Cycle which drew heavily from the work of Kurt Lewin (Kolb, 1976, p. 21). This learning cycle, now generally credited to Kolb, can initiate at any point but generally begins with a concrete experience (CE), which inspires reflective observation (RO), followed by abstract conceptualization (AC), and then to active experimentation (AE) (Kolb, 1976, p. 21-22). Each turn through the cycle does not lead the learner back to the same initiation point (concrete experience) but the cycle is a helix wherein, with each turn through these four stages, the learner “progresses ever so slightly upward” (Inkster and Ross, 1995, p. 6). The Experiential Learning Cycle became a model for experiential educators as they created quality learning experiences for their students by “integrating experience and concepts, observations, and action” (Kolb, 2015, Chapter 2).
Kolb’s contemporaries Keeton and Tate echoed these same ideas when they wrote that “experiential learning refers to learning in which the learner is directly in touch with the realities being studied” [italics in original] (1978, p. 2). This statement is similar to Kolb’s concept of concrete experience. They also stated that “experiential learning typically involves not merely observing the phenomenon being studied but also doing something with it, such as testing the dynamics of the reality to learn more about it, or applying the theory learned about it to achieve some desired result” [italics in original] (Keeton and Tate, 1978, p. 2). Experiential educational philosophy coalesced around these ideas of interaction “between the abstract generalization and the concrete instance” (Kolb, 1984, p. 3). 
However, experiential education was not widely accepted because there was, at the time, a “dearth of systematic knowledge rooted in research as to the justification, on educational grounds, for using experientially enriched learning options in preference to others” (Keeton and Tate, 1978, p. 3). There were, however, nascent efforts to rectify this lack of research so that the use of experiential education in higher education could be justified. 
Drawing on the work of Dewey, Kolb, and others, the National Society for Internships and Experiential Education (NSIEE) published Strengthening Experiential Education as part of the effort to legitimize the role of experiential education in higher education. Continuing in the tradition of Dewey, John Duley observed that “[e]xperience can be an instrumentality for learning but by itself, it’s not learning” (Kendall et al., 1986, p. 70). One of the goals of the NSIEE stated in Strengthening Experiential Education was “Quality – identifying, developing, and disseminating principles of good practice” (Kendall et al., 1986, p. v).
Strengthening Experiential Education also stated that “American higher education takes a different approach to quality and quality control” compared to Britain (Kendall et al., 1986, p. 69). At that time, British higher education courses were required to document what students would learn and what evidence would be provided to show that students were learning. Quality in American colleges and universities was “equated with the type and extent of resources provided for learning activities” with the argument being “that if resources were provided, quality learning could be reasonably expected” (King, 2013, p. 104). These quality metrics included “money expended per student, the size of the library collection, and the academic degrees of faculty” (King, 2013, p. 104). Thus the “quality of the learning environment” was paramount, with little attention paid to factors beyond that environment (Kendall et al., 1986, p. 70).
This traditional, limited view of quality and quality control was an opportunity for experiential education to differentiate itself because metrics such as the size of a library’s collection “may not be the most effective for experiential education” (Kendall et al., 1986, p. 69).  Instead, “experiential education must make the case for its quality on the basis of student learning” (Kendall et al., 1986, p. 69). This was a marked change in approach from focusing on the learning environment to focusing on what students learned. 
There was a “star on the horizon” in that regional accrediting associations were “being challenged to include outcomes, particularly outcomes which focus on a broad set of student competencies” (Kendall et al., 1986, p. 77). Experiential education’s quality could be found in evidence of student learning “relative to the specific educational goals of the particular experiential program or course” (Kendall et al., 1986, p. 70).  
Continuing this use of learning outcomes as a vital component of quality assurance, the National Society of Experiential Education (NSEE, formerly NSIEE) detailed their Eight Principles of Best Practices in Experiential Education in 1998. These best practices were organized around the idea that “regardless of the experiential learning activity, both the experience and the learning are fundamental” (King, 2013, p. 149). With regard to outcomes, one of the NSEE’s principles was “Assessment and Evaluation: Outcomes and processes should be systematically documented with regard to initial intentions and quality outcomes. Assessment is a means to develop and refine the specific learning goals and quality objectives identified during the planning stages of the experience, while evaluation provides comprehensive data about the experiential process as a whole and whether it has met the intentions which suggested it” (NSEE, 1998).
Efforts to ensure quality in higher education continued with the launch of the Liberal Education and America’s Promise (LEAP) initiative in 2005 by the Association of American Colleges and Universities (AAC&U). The LEAP initiative establishes the “essential aims, learning outcomes, and guiding principles for a twenty-first-century college education” (National Leadership Council for Liberal Education & America’s Promise, 2007, p. vii). From this initiative, several high-impact practices were delineated and these practices were further examined in 2008 with the publication of George Kuh’s High-Impact Educational Practices. Of particular relevance was that certain types of experiential education, namely research, service-learning, community based learning, and internships, were noted as high-impact practices that would “enhance student engagement and increase student success in college” (Kuh, 2008, p. 9).
Ensuring Quality & Taking High-Impact Practices to Scale, a follow-up report from the AAC&U published five years after High-Impact Educational Practices, noted that “not all [high-impact practices] are equal in terms of their quality and impact on students due to variations in overall design, expectations for student performance, nature of assignments, and in-class and out-of-class activities, and frequency of feedback, among other factors” (Kuh, 2013, p. 8). The report then established eight conditions that ensure that an activity is a high-quality, high-impact practice: 
1. Performance expectations set at appropriately high levels, 
2. Significant investment of time and effort by students over an extended period of time,
3. Interactions with faculty and peers about substantive matters, 
4. Experiences with diversity wherein students are exposed to and must contend with people and circumstances that differ from those with which students are familiar,
5. Frequent, timely, and constructive feedback, 
6. Periodic, structured opportunities to reflect and integrate learning, 
7. Opportunities to discover relevance of learning through real-world applications, 
8. Public demonstrations of competence
Concurrently, the NSEE published Strengthening Experiential Education: A New Era (2013). Though over twenty-five years had passed since the first edition of Strengthening Experiential Education, the focus on outcomes as a measure of the quality of an experiential education activity remained. Mary King stated that “[i]f student learning is to be the primary measure of program quality, and it should, it is necessary for the experiential practices to have worthy educational goals, effective outcomes, proven ways to reach them, and effective assessment tools as well” (2013, p. 109).
In the same publication, Ross and Sheehan remarked on the value of a course syllabus as a way to guide quality student learning by providing a link between experience and learning outcomes: “The purpose of a well-designed syllabus is to articulate the connection between the experiential activity/assignment, classroom rigor and scholarship in the field, outlining the structured learning opportunities while describing how the student will be held accountable for fulfilling learning objectives” (2013, p. 41). The quality of an experiential learning experience should be reflected in a syllabus that includes the particular learning outcomes a student is expected to achieve. Close examination of syllabi from experiential learning courses, such as internship courses, should yield information regarding the quality of the student’s experience and learning.
[bookmark: _Toc474238183][bookmark: _Toc475005362]	Guidelines. As experiential education became a more prominent part of higher education, several organizations and individuals developed guidelines of best practices, two of which were briefly noted above – the NSEE’s Eight Principles (1998) and Kuh’s eight conditions of high-impact practices (2013). Janet Eyler (2009) also developed her own guidelines. These three prominent sets of guidelines, and how the university Internship Policy relates to them, are discussed below.
The National Society for Experiential Education (NSEE) adopted their Eight Principles of Good Practice for All Experiential Learning Activities in 1998 (Appendix B). Only a summary of the extensive principles is given here. The numbered statements are the NSEE’s Eight Principles followed by a discussion of how the university Internship Policy (BYU, 2014) addresses that principle with specific paragraphs of that policy cited.

1. Intention. An internship should be “suitable” and have “material relevancy to the academic discipline” (para. 3). In addition, the course syllabus should lay out the activities (assignments) that will demonstrate what the student has learned (para. 9 and 10). 
2. Preparedness and Planning. The pre-internship orientation should cover “assignments, expectations, standards of personal conduct, including professional behavior in the workplace” (para 11). Also, students also must meet “appropriate prerequisites” prior to starting an internship (para. 6).
3. Authenticity. Internships should provide “increasing responsibilities and learning opportunities” and have “material relevancy to the academic discipline” (para. 3).
4. Reflection.  The current university Internship Policy does not specifically require reflection, though that requirement is being discussed for possible inclusion in a later version of the policy. However, assignments should provide the opportunity for students to reflect on their experience (para. 10).
5. Orientation and Training. Students complete a pre-internship orientation with the department internship coordinator prior to the internship (para. 11). The internship provider also signs the Internship Master Agreement which lays out the responsibilities of the student intern, the site supervisor and the faculty advisor (para. 7).
6. Monitoring and Continuous Improvement. Throughout the experience, the intern is monitored by the site supervisor, who provides “qualitative assessments of student learning” (para. 7), and the faculty advisor, who sets “learning objectives for the experience” and also “monitor[s] student progress, resolve[s] concerns, and provide[s] feedback to the student on a regular basis” (para. 6). In addition, the academic department assesses internship providers “to ensure quality learning experiences” and can cancel the internship if the “internship provider does not meet the requirements of the department” (para. 13.).
7. Assessment and Evaluation. Internship course assignments should include a combination of “text(s), papers, projects or research, and demonstrations or presentations” (para. 10) as a means of assessing the learning outcomes established in the syllabus (para. 9) are met.
8. Acknowledgment. Internship course assignments can provide an opportunity for students to have their progress recognized (para. 10).

Kuh’s eight criteria (2013, p. 8) for a quality high-impact experiential learning experience were addressed above and are reiterated here along with a discussion of how the university Internship Policy (2014) meets these criteria, with citations of the specific paragraphs within that policy.
1. Performance expectations set at appropriately high levels. Students are expected to complete internships that provide “quality experiences involving increasing responsibilities and learning opportunities” (para. 3). In addition, the syllabus of an internship course should state the learning outcomes of a course and the assignments that will assess if those learning outcomes have been met (para. 9).
2. Significant investment of time and effort by students over an extended period of time. Students are required to work a minimum of 42 hours for each hour of academic internship credit earned (para. 2). 
3. Interactions with faculty and peers about substantive matters. BYU student interns are supervised by both a discipline specific faculty advisor or department administrator as well as a site supervisor, both of whom “mentor, monitor student progress, resolve concerns, and provide feedback to the student on a regular basis” (para. 6).
4. Experiences with diversity, wherein students are exposed to and must contend with people and circumstances that differ from those with which students are familiar. The nature of most internships, particularly international internships (para. 4), provides for BYU students to interact with individuals different from their regular classmates and professors. Students are not allowed to complete internships in which they are supervised by family members (para. 3).
5. Frequent, timely, and constructive feedback. Site supervisors should provide progress reports including “qualitative assessments of student learning” (para. 7) and faculty members will regularly “provide feedback” (para. 6) to the student.
6. Periodic, structured opportunities to reflect and integrate learning. Each internship course is required to provide a syllabus including learning objectives and assignments that the student will complete as part of the internship course. These assignments should include some combination of “text(s), papers, projects or research, and demonstrations or presentations” (para. 10). 
7. Opportunities to discover relevance of learning through real-world applications. Internships should have “material relevancy to the academic discipline” (para. 1) and presumably, the assignments discussed above should afford the students the opportunity to find connections between their internships and their chosen field of study.
8. Public demonstrations of competence. The assignments (para. 10) can include opportunities for students to formally demonstrate their learning to their site supervisor, faculty advisor, or both.

Janet Eyler also described seven guidelines for “creating high quality experiential education programs” (2009, p. 30). The university Internship Policy (2014) also meets these guidelines. Specific paragraphs within the policy are cited.

1. Work or service clearly related to the academic goals of the course or program. Internships should have “material relevancy to the academic discipline” (para. 1). The suitability of an internship is determined by the department’s internship coordinator “using guidelines established by the department’s or school’s faculty oversight committee” (para. 3).
2. Well-developed assessments that provide evidence of the achievement of academic objectives. Assignments completed by the intern should include “include some combination of “text(s), papers, projects or research, and demonstrations or presentations” (para. 10). 
3. Important responsibility for the student. Students are expected to complete internships that provide “quality experiences involving increasing responsibilities and learning opportunities” (para. 3).
4. Site supervisors who understand the learning goals for the student and partner with the academic supervisor to provide continuous monitoring and feedback. Internship providers “agree to the learning objectives” and to “monitor[ing] student progress throughout the internship” (para. 7).
5. An academic supervisor or instructor who pays close attention to the students’ work in the field and collaborates with the site supervisor to provide continuous monitoring and feedback. Department internship coordinators “mentor, monitor student progress, resolve concerns, and provide feedback to the student on a regular basis” (para. 6).
6. Attention paid to preparing students for both the practical challenges of their placements and for learning from experience. Prior to their internship, students are required to attend a pre-internship orientation where the department internship coordinator provides information regarding “assignments, expectations, standards of personal conduct, including professional behavior in the workplace” as well as “the nature and amount of supervisory contact between the faculty advisor or department administrator and the student” (para. 11). Students also must meet “appropriate prerequisites” prior to starting an internship (para. 6).
7. Continuous, well-structured reflection opportunities to help students link experience and learning throughout. 

The internship course assignments discussed above (para. 10), if they are well developed, should provide opportunities for students to demonstrate what they have learned.
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Eight Principles of Good Practice for All Experiential Learning Activities (NSEE, 1998)

Regardless of the experiential learning activity, both the experience and the learning are fundamental. In the learning process and in the relationship between the learner and any facilitator(s) of learning, there is a mutual responsibility. All parties are empowered to achieve the principles which follow. Yet, at the same time, the facilitator(s) of learning are expected to take the lead in ensuring both the quality of the learning experience and of the work produced, and in supporting the learner to use the principles, which underlie the pedagogy of experiential education.
Intention: All parties must be clear from the outset why experience is the chosen approach to the learning that is to take place and to the knowledge that will be demonstrated, applied or result from it. Intention represents the purposefulness that enables experience to become knowledge and, as such, is deeper than the goals, objectives, and activities that define the experience.
Preparedness and Planning: Participants must ensure that they enter the experience with sufficient foundation to support a successful experience. They must also focus from the earliest stages of the experience/program on the identified intentions, adhering to them as goals, objectives and activities are defined. The resulting plan should include those intentions and be referred to on a regular basis by all parties. At the same time, it should be flexible enough to allow for adaptations as the experience unfolds.
Authenticity: The experience must have a real world context and/or be useful and meaningful in reference to an applied setting or situation. This means that it should be designed in concert with those who will be affected by or use it, or in response to a real situation.
Reflection: Reflection is the element that transforms simple experience to a learning experience. For knowledge to be discovered and internalized the learner must test assumptions and hypotheses about the outcomes of decisions and actions taken, then weigh the outcomes against past learning and future implications. This reflective process is integral to all phases of experiential learning, from identifying intention and choosing the experience, to considering preconceptions and observing how they change as the experience unfolds. Reflection is also an essential tool for adjusting the experience and measuring outcomes.
Orientation and Training: For the full value of the experience to be accessible to both the learner and the learning facilitator(s), and to any involved organizational partners, it is essential that they be prepared with important background information about each other and about the context and environment in which the experience will operate. Once that baseline of knowledge is addressed, ongoing structured development opportunities should also be included to expand the learner’s appreciation of the context and skill requirements of her/his work.
Monitoring and Continuous Improvement: Any learning activity will be dynamic and changing, and the parties involved all bear responsibility for ensuring that the experience, as it is in process, continues to provide the richest learning possible, while affirming the learner. It is important that there be a feedback loop related to learning intentions and quality objectives and that the structure of the experience be sufficiently flexible to permit change in response to what that feedback suggests. While reflection provides input for new hypotheses and knowledge based in documented experience, other strategies for observing progress against intentions and objectives should also be in place. Monitoring and continuous improvement represent the formative evaluation tools.
Assessment and Evaluation: Outcomes and processes should be systematically documented with regard to initial intentions and quality outcomes. Assessment is a means to develop and refine the specific learning goals and quality objectives identified during the planning stages of the experience, while evaluation provides comprehensive data about the experiential process as a whole and whether it has met the intentions which suggested it.
Acknowledgment: Recognition of learning and impact occur throughout the experience by way of the reflective and monitoring processes and through reporting, documentation and sharing of accomplishments. All parties to the experience should be included in the recognition of progress and accomplishment. Culminating documentation and celebration of learning and impact help provide closure and sustainability to the experience.
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