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ABSTRACT

A TAXONOMIC ANALYSIS OF REFLECTION-ELICITING
TECHNIQUES IN EXPERIENTIAL LEARNING

By
Robert Stephen Hough

The purpose was to identify the use of action/reflection method-
ology in theological education. The study indicates uses of experien-
tial learning in selected seminaries and the content, character, and
extent of the educative reflection upon applied experience. Question-
ing is assumed to be a major reflection-eliciting strategy for the
reporting on and debriefing of four major modes of experiential
learning: block placement, concurrent field education, practicum,
and the case method.

Individual interviews were carried out with seminary faculty
(N=29) in institutions (N=8) related to the North American Presbyterian
and Reformed Council (NAPARC). Written questionnaire responses were
voluntarily requested from faculty-selected senior seminarians. Four-
teen chose to respond. The analysis of reflection-eliciting techniques
used the five-division Steinaker and Bell experiential taxonomy:
Exposure, -Participation, Identification, Internalization, and Dissemi-
nation. .

Major findings indicate that praxis is not expressed as a major

curricular concern in faculty definitions of experiential learning.



Robert Stephen Hough

A general verbal interest in higher-order theological reflection was
found. However, no evidence was displayed of a programmed flow of
questions designed to move the respondent through an orderly thought
process from cognitive recognition and recall toward higher-order
reflection and praxis. Instead, informational recall and skill acqui-
sition were primary concerns. Individual student growth and develop-
ment including feelings generated with respect to an experience were
secondary. Little identifiable difference existed between questions
prepared for written or oral response. Both fall into the lower cate-
gories of the taxonomy focused primarily on factual recall, classifi-
cation, and evaluation of data. Oral reporting and group discussion
in either the classroom or larger or small-group configurations was
the preferred format for debriefing activities. Interpersonal inter-
action between a student and faculty member was not a primary value
generally expressed in the action/reflection process.

Further study of action/reflection methodology and especially
the character of reflection as part of experiential learning (in terms
of both theology and the student's self-search into divine truth) are

suggested to encourage praxis.
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the Still Small Voice who kept
impressing upon me that biblical
admonition:
No one who puts his hand to the
plow and looks back is fit for
service in the kingdom of God.
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CHAPTER 1

STATEMENT OF THE PROBLEM

"Men's activity consists of action and reflection" (Freire, 1970,
p. 119). If action is emphasized exclusively to the detriment of
reflection, "activism" results. If there is a "sacrifice of action,"
"verbalism" results (p. 75). Another scholar similarly warned that
"purely functional Christian faith is likely to become mindless acti-
vism, and that activity may well be short lived" (Groome, 1980, p. 65).
Groome also observed, "The most significant advocate for an education
grounded in an experiential way of knowing is John Dewey himself"

(p. 145). Dewey's (1944) appreciation for the relationship between
knowledge and experience is seen in his belief that "information
severed from action is dead, a mind-crushing load" (p. 153). The
Apostle James earlier spoke a similar injunction, "Faith [knowledge
based] without works is dead" (James 2:17 [NIV]).

The appropriate relationship between action and reflection as
expressed by these scholars awakens a concern with respect to the
emphasis and direction of contemporary theological education and more
specifically reflection-eliciting techniques in experiential learning.

Theological reflection is an integral dimension of experiential
learning and stands in need of further reflection in order to enhance

its effectiveness in theological preparation for ministry. The extent



and character of theological reflection with respect to reflection-
eliciting techniques and reflective-questioning techniques forms a
major dimension of that research need. Therefore, this study is
intended to show something of the present level of faculty involvement
in experiential learning in theological education as well as an
indication of the content, character, and extent of the reflection

upon that experience.

Foundational Rudiments

Experiential learning, as defined by Hamilton (1980), speaks of
"educational programs functioning outside of conventional school
classrooms that place participants in responsible roles and engage
them in cooperative, goal-directed activities with other youth, with
adults, or both" (p. 180). Hamilton's definition should be expanded
for purposes of this study to include classroom case study, which is
a vicarious form of experiential learning.

Reflection and transforming action upon that reflection has been
labeled "the praxis" by Freire (1970). A similar concern for continu-
ing and transforming action based on reflection upon concurrent
experience was termed "educational praxis" by Small (1978). Relative
specifically to theological education, Kaseman (1977) spoke of

"Christian praxis," and Groome (1980), "shared praxis."

Praxis
The term "praxis" is the transliteration of a Greek word that
designated action or deeds (Friedrich, 1968). The first-century

writers of the Greek New Testament employed the term in the title of



the fifth book, entitled Acts [Praxes] of the Apostles. Over time,
the term "praxis" has evolved in Christian thought to relate to not
only life's action, but also reflection upon those experiences. The
intent of praxis is a continuing life response, an action/reflection
cycle. The Apostle Paul speaks of this action/reflection cycle in
terms of the transformation of one's person as well as one's trans-
forming action upon the world with the following imperative: "Do
not conform any longer to the pattern of this world, but be trans-
formed by the renewing of your mind. Then you will be able to test
and approve what God's will is" (Romans 12:2 [NIV]). The inference
in this text suggests both personal and global transformation to the
likeness and person of Jesus Christ as the proper response to Chris-
tian reflection upon experience in the context of the teachings of
the Bible.

Experience, and reflection upon these events relative to learner
response, have a long history in terms of Christian thought. From a
strictly Christian perspective dating back to the early first century,
the model of Jesus Christ traiﬁing his disciples provides a classic
example of action/reflection methodology in terms of learning process
as well as teacher and learner behaviors. The disciples were commis-
sioned to demonstrate in life and living, into action, the growth and
maturity borne as a result of reflection upon experience. They were
coommissioned to praxis. The Biblical imperative was, and is, to "go"

and to "teach," i.e., the "Great Commission" (Matthew 28:19).



Theological Reflection

Whitehead and Whitehead (1975) defined theological reflection as
"the ability to bring Christian tradition (Scripture and our multi-
leveled historical tradition) into dialogue with our contemporary
experience in such a way as to yield both understanding of God's
action in the church today and decisions about the building of Chris-
tian community adequate to the future" (p. 273). Furthermore, it has
been said that theological reflection must be essentially heuristic,

the kind of reflection that impels to action (Whitehead, 1977).

Christian Praxis

The focus of this study was on reflection-eliciting techniques
relative to reflection upon experience in the context of theological
education. Therefore, Kaseman's (1977) definition of Christian praxis
provides a Biblically sound basis for this research. She defined
praxis as "the purposive, shared, human action growing out of, and
guided by, the distinctively Christian identity of its agents and the
community that most decisively shapes their identities as Christians,
i.e., the Church" (p. 75).

Christian praxis forms the heart of not only theological experi-
ential learning but of life itself. Jesus said, "by their fruit you
will recognize them" (Matthew 7:16 [NIV]). In Christianity, "fruit"
is the empirical results of the ongoing integration of faith-knowledge

into daily life and living.



Secular Education

From the perspective of secular education, John Dewey maintained
a place of prominence with respect to the relationship between educa-
tion and experience in terms of his conception of learning as the
reconstruction of experience. Basic to Dewey's (1963) philosophy of
learning is the dictum that "education in order to accomplish its end
both for the individual learner and for society must be based upon
experience--which is always the actual-life experience of some indi-
vidual" (p. 89). 1In one of his earliest writings (1902), Dewey
touched upon this fundamental concern.

No number of object lessons, got up as object lessons for the
sake of giving information, can afford even the shadow of a
substitute for acquaintance with the plants and animals of the
farm and garden acquired through actual living among them and
caring for them. . . . Verbal memory can be trained in commit-
ting tasks, a certain discipline of the reasoning powers can

be acquired through lessons in science and mathematics; but,
after all, this is somewhat remote and shadowy compared with the
training of attention and of judgment that is acquired in having
to do things with a real motive behind and a real outcome ahead.
(pp. 11-12? (Italics added.)

Lest Dewey's emphasis on experience as a basic action component of
education be misconstrued, he provided a word of caution that "bare
doing, no matter how active, is not enough" (1959, p. 122). The
burden of proof for experience as a dimension of learning is relative
to the consequences of that action.

Secular and Theological
Higher Education

Both secular and theological higher education have for some years
included the element of experience and reflection upon that experience

as a basic component of the educational program and process. This has



been exemplified in clinical experience as well as field-based learn-
ing activities. Experience-oriented methodology in education tradi-
tionally includes some form of reflective dialogue between faculty
or supervisory personnel and the student by means of either written

or oral debriefing.

Land-Grant Philosophy

An early form of action/reflection methodology from the field of
secular higher education was introduced with the land-grant philosophy.
The land-grant movement began with the Morrill Land-Grant College Act
of 1862. This legislation passed into law during the Lincoln presi-
dency paved the way for an ongoing relationship between a number of
educational institutions of higher learning throughout the country and
their geographically immediate constituency by means of agricultural
extension. The land-grant colleges initially developed the oppor-
tunity for experiential learning by application of the demonstration
method in agriculture. Consequently, persons who were and are engaged
in farming are brought into an ongoing dialogue with their respective
educational institutions. Thus, theory and experience are brought

together in an action/reflection teaching methodology.

Cooperative Extension Service

Shortly after the turn of the century, Knapp became a leading
proponent of the land-grant demonstration method conjoining theory
and experience (Bailey, 1945). Through the dedicated efforts of
agricultural educators such as Knapp and others, the land-grant

philosophy evolved into what is known today as the Cooperative



Extension Service, which was officially established under the Smith-
Lever Act, 1914. The Cooperative Extension Service, as an indigenous
component of the program of the land-grant universities with its
emphasis on action/reflection, is one of the prominent models of
field-based experiential learning in existence today within the
United States. The land-grant movement and cooperative extension
provide fundamental elements of process evident in both contemporary
theological education and agricultural field-based learning as well.
Examp1es of these key elements are the concepts of cooperation, par-
ticipation, variation of methods according to needs of groups, recog-
nition of interests and needs, and recognition of cultural differences

(Wilson, 1944).

Clinical Method

Another instructional procedure applied in higher education that
provides a model for experiential learning in theological education
is the clinical method as first developed in medical education. Early
in this century, recognition of clinical experience as a necessary
component of professional training was given impetus by means of
Flexner's (1910) Carnegie Foundation study of medical education in
the United States. Once it was recognized as an essential ingredient
in education for modern medicine, the field experience has been
increasingly acknowledged as a valid aspect of the curriculum in
virtually every professional field (Ward, 1972). Today, in profession
after profession, the practicum or guided simulation has become essen-

tial though it might be called practice teaching, moot court, field



work, or some other similar term (Houle, 1977). Most theological

schools since the beginning of the century have built some form of
clinical-based learning into the educational process. Before that
time, practical experience was gained primarily from the apprentice

form of training (Beisswenger, 1977).

Theological Education

In part as a result of the success of secular models of experi-
ential learning, theological education has likewise adopted a philo-
sophical posture relative to teaching methodology which includes
experience and concurrent theological reflection upon that experience
as an integral dimension of the curriculum. The experiential com-
ponents in theological education generally fall into four major cate-
gories: concurrent field education, block placement, practicum, and
the case method, the latter being a vicarious form of concrete
experience.

Rogers (1969) suggested that "placing the student in direct
experiential confrontation with practical problems, social issues,
and research problems, is one of the most effective modes of promot-
ing learning” (p. 162). Theological experiential learning tends to
involve all three types of confrontation.

The Association of Theological Schools' (1976) "Procedures,
Standards and Criteria for Membership" for the Master of Arts in
Religious Education and the Master of Religious Education degrees
expresses as a criterion and anticipates that "Field experience and

supervisors function as integral to the educational program; with



colloquia in which full-time faculty (from varied fields), adjunct
faculty, and students seek integration of the academic and experien-
tial learnings" (p. 28). Theological reflection upon student experi-
ence is clearly indicated and anticipated in this statement of
principle. It was suggested by Wentz (1975) that "the most produc-
tive reflection takes place where action and instruction interpene-
trate" (p. 110).

One seminary's basic statement of principle undergirding field-
based learning states that "effective training of ministers requires
not only academic training, but practical experience and case study.
Hence the field work is an integral part of the student's full-rounded
training” (Calvin Theological Seminary, 1967, p. 15). Implicit in
this philosophical statement is the element of theological reflection

upon experience as an integral dimension of the seminary curriculum.

Action/Reflection Methodology

Theological education for many years has traditionally given
tacit if not outright approval to the desirability for action/
reflection methodology in program design as a critical element in
preparation for ministry. The evolution of this principle of action/
reflection methodology within given theological institutions has been
in terms of shape and form, as well as intensity of involvement in
life-related experience. Rowen (1981) pointed out that the dichotomy
between theory and practice continues to be questioned, and the present
approach to theological education is to increase the emphasis on
bridging the gap between them. He further noted that this bridge-

building strategy involves "either nominating a particular field
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(i.e., practical theology) to build the bridge or the development of
a series of bridges from each pedagogical enterprise" (p. 8). ("Peda-
gogical enterprise" refers to such courses as Bible, church history,

dogmatics, and practical theology.)

Theological Education by Extension

As fundamental components of theological education, clinical and
field-based learning have evolved yet another step into what has come
to be known as Theological Education by Extension (TEE). TEE is a
compromise between the traditional training program and one focused
on experience. As a philosophy of learning, TEE was born of neces-
sity in Guatemala in the early 1960s. Faced with an economic crisis
precipitated by a problem of insufficient faculty/student ratio, the
Evangelical Presbyterian Seminary determined to give positive response
by reaching out to students beyond the campus confines. The target
group was students for whom a typical seminary-structured experience
in one central location was quite a physical and social impossibility
(Covell & Wagner, 1971). Fundamental to the curriculum of TEE is the
concurrent programmed seminar in which theological reflection upon
field-based experience is conducted between students and faculty,
usually once per week. The instructor's primary responsibility is
to facilitate reflective discussions that will encourage the partici-
pants to integrate their cognitive learning with their ongoing life
experience (Elmer, 1980). Extension theological education has more
recently developed within the United States as a means of reaching
potential church leadership persons with theological content and

ministry methods.
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A Renaissance

A number of factors, combined, foster within theological education
a renaissance of interest in the concept of Christian praxis. The
implicit action/reflection methodology and its implications for a
more wholistic, humanistic, and person-centered education are advo-
cated for all students aspiring to church leadership. Theological
reflection is the sine qua non which to a significant degree assures
success in any of the four selected modes of experiential learning:

its character, its content, and its basis in the Scripture.

Problem Statement

The action component of theological education, the planned
experiential portion of the curriculum, has become fairly well estab-
lished programatically by means of some form of the following models:
concurrent field education (part-time during the school year while
in residence), block placement (full-time in specified time block),
practicum (simultaneous along with classroom instruction), and case
method (vicarious involvement in a real-life situation). However,
the depth of the theological-reflection element of these experiential
Tearning activities with respect to student/faculty interaction is
open to question. This weakness is apparent in the context of the
integration of classroom theory and life-related experience with
respect to meaningful conclusions.

Sherman (1973), writing from the perspective of the case method,
regretted that

We donot in fact think or reflect theologically, case groups
have commonly found that theological questions, let alone
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answers, are seldom offered. . . . Is there something in the

case method which inhibits theological discussion and an airing

of theological differences? . . . Or is it perhaps that our
faith has grown so thin that men, even the clergy, will not

talk theology lest they expose their thinness? (pp. 7-8)

In Kennedy's (1978) judgment, much work needs to be done in
refining the ways of reflection in action/reflection learning. When
compared to the energy devoted over centuries to methods of exegesis
and "book learning" research, it is obvious that the method of action/
reflection learning needs intensive development.

A bit later, Kinsler quoted Kennedy (personal letter, 1979) as
saying that "the action/reflection mode of learning is one that in
fact dominates most pastoral ministries, but because we have done
relatively little analysis and experimentation and conceptualization
of it, we do not do it as well as we might."

The assessment, evaluation, and analysis of experience in the
light of Scripture with an overt emphasis on continuing action is
found to be deficient. As an integral dimension of experiential
learning, theological reflection stands in need of further research

in order to enhance its effectiveness in theological preparation for

ministry.

The Problem

This study is designed to address the question to what extent
action/reflection methodology, i.e., programmed experience and theo-
logical reflection upon that experience, is being carried out among
selected faculty representing eight NAPARC-related institutions for
theological education. More specifically in this study, the present
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use of experiential learning in theological education is examined.
Furthermore, what constitutes the content, character, and extent of

reflection upon that experience is studied.

Theological Reflection

Irrespective of the mode of experiential learning, theological
reflection as a curriculum content is carried out by means of some
form of reporting and/or debriefing process. This process may take
several forms with respect to the interrogation or discussion intended.
to increase the conceptual meaning and judgmental reflection upon a
given learning experience. It may involve a written guidance instru-
ment designed for a student's written or oral response. Or it may
simply involve a prepared debriefing schedule to be used by the
instructor or field supervisor as a strategy to initiate a student's
oral response in reflection upon a given activity. At the least, the
reporting and debriefing processes might involve no more than a
dialogue between staff and student(s) with no organized or prepared

discussion format.

Questions

Because of the nature of instructor-directed theological reflec-
tion, it was assumed that questions were a major strategy for the
reporting on and debriefing of all four modes of experiential learn-
ing identified for this study. Given the concern for the extent of
theological reflection and continuing action upon that reflection,
the focus of this descriptive study was to probe by means of orderly

assessment the reflection-eliciting techniques relative to the four
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selected modes of experiential learning in theological education:
block placement, concurrent practicum, field education, and case
method. This assessment of reflection-eliciting techniques and
reflective-questioning techniques was carried out for the purpose of
estimating their emphasis and direction in light of the Taxonomy of
Experiential Learning (Steinaker & Bell, 1979, Appendix A).

This study does not presume the existence of, or intend to assist
in developing, some type of ideal question content or sequence for
reporting or debriefing experiential learning. What was sought was
evidence of a process designed to move a student from simple recall
of facts beyond analysis toward Christian praxis. This pursuit
focused primarily upon questions as an approach to the broader con-
cern for student reflection upon experiential learning.

Theological Criteria for the Justification
of Value Judgments

Theological reflection is viewed as critical thinking regarding
all the dimensions of life. It encourages the student's involvement
with the Scripture relative to life's possibilities as well as prob-
lems. An adequate response to theological reflection demands an
individual obedience to God and one's fellowman in both 1ife and
living; a Christian praxis. This obedience is reflected in lived
experience within the dictates of God's Law, the Ten Commandments,
under the Lordship of Jesus Christ.

The educational institutions represented in this survey sub-

scribe to a Reformed theology of the Christian faith which is
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confessional in nature. Therefore, the following statements are
consistent with the Reformed confession of the Christian faith.
Certain assumptions underlying this study have a basis in faith
rather than empirical research. Three such faith assumptions follow:
1. The Bible is the infallible word of God which forms a basis
for the valuing of life's experience.
2. God is Lord of all and nothing exists or happens apart from
His sovereign will. Therefore, experience in life must be judged
and valued with respect to His divine will as revealed in the Scrip-
tures which are sufficient for both faith and life.
3. The Christian functions in his daily walk under the Lordship
of Christ and is empowered by His Spirit to live a life of obedience

to the sovereign will of the Father God as revealed in Scripture.

Pedagogical Assumptions

The body of literature relating to reflection on experience and
the role of questions offers at least the following pedagogical
assumptions.

1. Questioning relative to experience can be analyzed to deter-
mine its taxonomic structure.

2. The use of questions is one of the most common teaching
techniques.

3. The educational outcomes which are intended will be affected
by the characteristics of the questioning techniques.

4. Instructor-controlled questioning processes frequently focus

on factual recall and analysis.
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5. The extent to which the questioning process moves beyond
simple analysis toward a more comprehensive involvement with the
totality of an experience is relative in part to student/staff time
commitments and workload.

6. Debriefing questions will tend to focus on cognitive con-
cerns with a lesser emphasis on the affective responses to an experi-
ence.

7. Problem solving versus critical thinking is determined by
the content and progression of instructor-designed questions.

8. Valued educational objectives in a specific setting aid in
the definition of effective types of questions.

9. Experiential learning is enhanced by orderly reflection.

10. Questions may serve as an instructor-controlled stimulator
to higher-level critical thinking.
11. Well-posed questions contribute significantly to student

growth and achievement.

Purpose and Significance of the Study

The purpose of this analysis of reflection-eliciting techniques
in theological education was to obtain and classify data on which
hypotheses may be drawn to provide a basis for further study into the
learner's task of reporting on and debriefing experiential learning.
This study was intended to provide data regarding the levels and
sequence of reflection-eliciting techniques presently being pursued

relative to the taxonomic continuum from simple recall (1.0 Exposure)
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to praxis (5.0 Dissemination).] The data analysis and conclusions
are intended to assist faculty to determine what types and sequences
of debriefing questions they might employ to secure maximum theologi-
cal reflection. Maximum theological reflection is rooted in the

Scriptures with the ultimate goal of continuing action.

Research Questions

Research questions fall into two categories: descriptive ques-
tions and analytic/evaluative questions. The following questions
form the basis for research in the selected eight institutions for

theological education.

Descriptive Questions

1. How do the four selected modes of experiential learning in
theological education rank relative to faculty implementa-
tion?

2. How do the eight methods of reporting and debriefing rank
relative to faculty implementation?

3. How do methods employed for student pre-orientation and
preparation for experiential learning rank relative to
faculty implementation?

4. 1Is there any pattern of sequence or level which relates
particular questions to particular experiences?

5. What primary emphasis is displayed in the balance between
convergent (1.0 Exposure, 2.0 Participation) and divergent
(3.0 Identification, 4.0 Internalization, 5.0 Dissemination)
questions?

Tupissemination” in this taxonomy is intended to mean more than
the spreading of information and is more a matter of pre-Hellenistic
concern for action on the basis of what one knows. "Demonstration"
might be a better word for what Steinaker and Bell described in the
highest level of their taxonomy.



18

6. What identifiable differences, if any, exist between report-
ing and debriefing questions prepared for written response
as opposed to oral seminar presentation?

Analytic/Evaluative Questions

1. Does the process used within given reporting and debriefing
activities and across the progression of the whole curriculum
reveal movement or impetus toward higher-order theological
reflection (3.0 Identification, 4.0 Internalization, 5.0 Dis-
semination)?

2. To what extent do the reporting and debriefing questions
induce theological reflection, i.e., a direct confrontation
with the Scripture?

3. What evidence exists of a programmed flow of questions
designed to move the respondent through a process of orderly
reflection from cognitive recognition and recall (1.0 Expo-
sure) to Christian praxis (5.0 Dissemination)?

4. To what extent does the formulation of questions indicate a

concern for the individual student's growth and development
in the combined areas of cognition and affect?

Summary

This descriptive curriculum study, A Taxonomic Analysis of

Reflection-Eliciting Techniques in Experiential Learning, was con-

cerned with the quality of theological reflection in the experien-

tial learning curriculum of theological education. Classroom cognitive
input should be tried and tested in the arena of life-related experi-
ence. As one theological educator pointed out, "Learning theology

by doing theology is a necessity. Being where the people are is not
learning outside the classroom. It is the classroom" (Hahn, 1977,

p. 293). Furthermore, 1life-related experience and its consequences
should be analyzed and debated in 1ight of the revealed will of God

in the Bible. Reflection upon experience should have within it a
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cyclical dynamic that moves a student to continuing experience rela-
tive to the conclusions of the reflective activity. The new experi-
ence, in turn, calls for further reflection. Praxis is defined as a
cyclical phenomenon that requires a balance between action and reflec-
tion. Within and as a result of this dialogue between theory/theology
and experience, the opportunity for growth and development is enhanced.
Action demands reflection in theological education. And that
reflection demands continuing action. Anything less tends to become
either of two faulty responses: activism or verbalism (Freire, 1970).
Neither of these two responses can be supported as Biblical ideals for

ministry.

Definitions of Important Terms

The following definitions will be of help in explaining some of
the key terms and phrases used in this study:

Action/reflection methodology: A circular ongoing process lead-

ing on into further intentional action, deepened by the analysis of
the reflection and grounded in the active engagement (Kennedy, 1978).

Block placement: Engagement of a student in an intensive full-

time ministry within a specific block of time, apart from the normal
routines of the school year (Hunter, 1977).

Case: A written description of an event or series of events
presented in such a manner as to elicit from the reader(s) an analy-
sis of the situation, an isolation and evaluation of available
options, and a concrete commitment to a specific course of action

(Rosell & Weeks, n.d.).
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Case method: A method that requires students to participate
actively in problem situations, hypothetical or real (Good, 1973).

Christian praxis: Purposive, shared, human action growing out of,

and guided by, the distinctively Christian identity of its agents and
the community that most decisively shapes their identities as Chris-
tians, i.e., the Church (Kaseman, 1977).

Clinical experience: First-hand participation in patient and

patient-related services occurring as part of an educational program
(Good, 1973).

Concurrent field-based learning: A supervised field experience

of up to 12 to 25 hours of direct ministry during the academic year
while the student is in residence (Hunter, 1977).

Curriculum: A series of planned events that are intended to
have educational consequences for one or more students (Eisner, 1979).

Debriefing: Any interrogation or discussion intended to increase
the conceptual meaning and judgmental reflection upon a given learning
experience (Ward, 1979).

Dialogue: A conversation between individuals or groups carried
on especially for the purpose of mutual instruction and understanding
(Good, 1973).

Experience: A hierarchy of stimuli, interaction, activity, and
response within a scope of sequentially related events beginning with
exposure and culminating in dissemination (Steinaker & Bell, 1979).

Experiential learning: Educational programs functioning outside

of conventional school classrooms that place participants in responsible
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roles and engage them in cooperative, goal-directed activities with
other youths, with adults, or both (Hamilton, 1980).

Field-based learning: Exposure to the environment and "life

problems" of the practitioner during the period of formal educational
experience (Ward, 1972).

Holistic: A descriptor indicating that changes in human behavior
involve the total organism because the organism is an integrated whole
(Stewart, 1974).

Internship: Planned and supervised training that allows the
application of theory to actual and varied practices (Good, 1973).

Land-grant philosophy: Serving the populace out of a spirit of

service by means of the application of exact knowledge to the ordi-
nary affairs of life (Davenport, 1952).

Practicum: A course of instruction aimed at closely relating
the study of theory and practical experience, both usually being
carried out simultaneously (Good, 1973).

Praxis: Reflection and action upon the world in order to trans-
form it (Freire, 1970).

Research interview: A two-person conversation, initiated by the

interviewer for the specific purpose of obtaining research-relevant
information, and focused by him on content specified by research
objectives of systematic description, prediction, or explanation
(Cannell & Kahn, 1968).

Reporting: A debriefing form of reflection activity that takes

place during the experience.
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Seminar: A less structured sharing and discussion experience
that provides occasions and stimulations to reflect upon and evaluate
learnings from both the cognitive input and from field experience,
with a premium on relating the two (Ward, 1972).

Seminary: An institution providing graduate-level theological
education for the primary but not exclusive purpose of training
people for church parish ministry.

Shared praxis: A group of Christians sharing in dialogue their

critical reflection on present action in light of the Christian story
and its vision toward the end of lived Christian faith (Groome, 1980).
Supervision: The direction and critical evaluation of instruc-
tion (Hunter, 1977).
Theological reflection: The ability to bring the Christian

tradition into dialogue with our contemporary experience in such a
way as to yield both understanding of God's action in the church today
and decisions about the building of Christian community adequate to
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