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The study explores learning-style preferences of

journalism students to determine the differences in learning-

style preferences between journalism students with internship

experience and those without internship experience, and the

association of selected demographic factors. David Kolb's

Learning-Styles Inventory (LSI) and an internship

questionnaire were used to measure learning-style preferences

and to gather demographic information. Pretests and

posttests were conducted on experimental and control groups

from the study's population, junior-level students in the

news-editorial sequences or the equivalent, at the five

AECJMC-accredited programs in Texas. The experimental group

was composed of 13 students who did internships at

professional newspapers during the summer of 1990. The

control group of 20 students in the control group did not do

internships nor work at professional newspapers during the

specified time period.

Demographic data collected on the internship

questionnaire were presented in summary tables. Six



hypotheses were tested on the six LSI scales, using ANCOVA

and t-tests for independent samples.

There were no differences in learning-style preferences

between the following: (1) those who have, and those who have

not done internships, (2) males with internship experience

and females with internship experience, (3) males with

internship experience and males without internship

experience, and (4) females with internship experience and

females without internship experience. No differences were

found in learning-style preferences between females with

internship experience and females without internship

experience. Students who receive credit for internships have

a stronger preference for active experimentation, while those

who do not receive credit prefer a more reflective

observation learning-style.

A relatively small number of students in this population

do internships at professional newspapers. There is

sometimes a lack of scrutiny on the part of some universities

relative to the administration of internships. Junior-level

students who do internships have more classroom and

professional experience than those who do not.
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CHAPTER I

INTRODUCTION TO THE STUDY

In the history of American higher education the rise of

professions has added practical elements to what had been

previously classroom-based instruction only. Johns Hopkins

University, for example, revolutionized medical education

when it began requiring direct work experience, the medical

internship (Houle, 1976, p. 29; Little, 1981, p. 7).

Meanwhile, other professions have moved from practice to

theory. Journalism in the 19th century, for example, was a

craft learned on the job. In order to improve performance,

instruction in theory was added as a complement to practical

knowledge. Even now some editors prefer to train journalists

at the job site (L. B. Becker, Fruit & Caudill, 1987, p. 41),

but the consensus is that the practice of journalism requires

both a theoretical and a general knowledge base that can best

be acquired in a formal education setting (White, 1988, p.

18).

Most educators agree that journalism education today

includes a substantial amount of campus-based practical

application, such as laborabory experiences or working on the

student newspaper. Yet at least one study (Ciofalo, 1989, p.

27) found that the majority of students who completed

internships reported they learned more from the internship

1
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than from any classroom experience. The essence of the

information available to the student in the internship

usually has been presented previously, perhaps in a different

format, in the classroom via reporting labs, campus

newspapers, and public relations and advertising case

studies.

The classroom is a place where mistakes usually do not

have real-world consequences. This could lead one to

question whether students adopt different learning styles in

the field-based experience.

The literature is deficient in research related to the

kinds of changes that take place within the individual

student, the learner, as the result of the internship

experience. Some purposes of the internship experience

frequently cited include an opportunity to test interests,

resume building, an opportunity to make contacts that might

lead to employment in the future, and experience (Barber &

Baukus, 1988; Femmel, 1978; Gwin, 1984; Hanson, 1984).

"Students can determine their likeliness to succeed in chosen

fields and perhaps better target specific areas of interest

once they've had the chance to examine the job from the

corporate viewpoint" (Lerner, 1988, p. 21). Ciofalo (1989,

p. 30), however, requested that more mass communication

faculty educate themselves about the cognitive value of
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experiential learning and its relationship to classroom

learning.

Statement of the Problem

The problem of this study was concerned with the

association between learning-style preferences of journalism

students, internship experience, and selected demographic

factors.

Purpose of the Study

The purpose of this study was to explore learning-style

preferences of journalism students to determine the

differences in learning-style preferences between journalism

students with internship experience and those without

internship experience, and the association of selected

demographic factors.

Hypotheses

To achieve this purpose, the following hypotheses were

tested:

H 1 - There will be a significant difference in the learning-

style preferences between those students who have, and

those students who have not participated in an

internship.

H 2 There will be a significant difference in the learning-

style preferences between males and females with

internship experience.
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H 3 There will be a significant difference in the learning-

style preferences between males and females without

internship experience.

H 4 There will be a significant difference in the learning-

style preferences between males with internship

experience and males without internship experience.

H 5 There will be a significant difference in learning-style

preferences between females with internship experience

and females without internship experience.

H 6 There will be no significant difference in learning-

style preferences between students with internship

experience who receive academic credit and students with

internship experience who do not receive academic

credit.

Significance of the Study

Anderson, et al. (1984) proposed a research agenda for

the 1980s that needs further attention in the 1990s.

Researchers still have not adequately addressed the concerns

Chickering (1976) articulated in the 1970s when he proclaimed

that

in order to learn how better to educate, we must cut up,

pick apart, and chew over this apple of human experience

to know its causes and possible cultivation . . . . A

key problem for educators is to develop conceptual

clarity concerning students' motives and learning styles
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. . . . When such concepts are clear, learning settings

pertinent to particular purposes can be identified or

created. (p. 62-63)

An appropriate mix of experiential and information

assimilation modes of learning would enhance the

effectiveness of academic learning. Coleman (1976, p. 58)

and Little (1981, p. 10-11) indicated the need for more

research to determine what that mix should be. The front-

loading of educational experiences has been questioned.

Rather than asking whether theory or practice provides

quality, an investigation should focus on what combination of

the two provides complete learning (Little, 1981, p. 11).

Numerous studies have been conducted using Kolb's

Learning-Style Inventory to determine the learning-style

characteristics of various academic disciplines and careers.

Gypen (1980, p. 2), observing that undergraduate and

professional education plays a significant role in the

development and intensifying of learning preferences, noted

one largely unexplored area. It led him to ask "what other

environmental factors, such as work experience, influence the

learning development of professionals, after they entered the

world of work?" (p. 2). This study focuses on an aspect of

that question, and more specifically on another question

Gypen raised. "To what extent does work experience change

learning preferences?" (p. 2).
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No reported research has been found that examines the

association between learning-style preferences of journalism

students and internship experience. Brinkman (1985),

speculating on what the needs of 21st century journalism

education will be, recommended that all aspects of journalism

education be constantly evaluated and upgraded (p. 9). It

is, therefore, important for those involved in journalism

education to understand how journalism students approach

learning and to recognize the role the internship experience

plays in the learning process.

Most research that has been conducted relative to the

outcomes of journalism internships has surveyed internship

supervisors, academic advisors, or professors. Little

research, however, has been conducted to obtain the

perspectives of the students themselves, those who actually

have completed internships (Riley, 1983, p. 8). Because

Ciofalo (1989) found no record in the mass communication

literature of any careful examination of the difference

between learning that occurs in the classroom and learning

that occurs in the field, he asked whether there is "simply a

difference in the pedagogical delivery system or are there

significant epistemological factors at work?" (p. 26). Hursh

and Borzak (1979) expressed the need for "more detailed

documentation of the dynamics of field experience education

and some specification of the relationship between those
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dynamics and the outcomes purportedly achieved in the

classroom" (p. 65). Moore (1982) asked, "What goes on at the

worksite when the learner/intern is there, and how might we

talk reasonably and productively about that phenomenon in

educational terms? How does education happen 'naturally' in

workplaces?" (p. 5).

Assessment of the benefits that devolve upon students

through the internship experience often is left to faculty

who are unfamiliar with the pedagogy of experiential

learning. As a result, academic credit is given uneasily for

activities seemingly unrelated to the objectives expected of

traditional classroom-based learning (Ciofalo, 1989, p. 25).

If journalism educators can gain an adequate understanding of

the role internships play in the total educational process,

they may be able to develop the curriculum with a more

effective integration of theory and opportunity for

experiential learning.

This study is significant in its contribution to the

knowledge and understanding of how the approach to classroom

learning differs from learning that occurs in an internship

experience. The results of this study also broaden the

knowledge-base relative to Kolb's LSI. It provides data that

may serve as a useful commentary on the value of internships.

This study is particularly important as an exploratory
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investigation of the efficacy of journalism internships done

at professional newspapers .

Definition of Terms

The following is a list of terms defined as they are

used in this study:

Internship - the term used most frequently in journalism

education to refer to a combined work and learning activity

that takes place in a professional rather than a classroom

setting.

Learning style - the method by which a student

approaches learning.

Academic Sponsor - the individual at the university (a

journalism faculty member in this study) to whom the intern

is accountable and who serves as a liaison between the

university and the internship site.

Internship Supervisor - the individual to whom the

intern is accountable at the job site, usually an editor in

the newspaper setting.

Experiential Learning Model - a model developed by David

Kolb, illustrating learning as a four-stage progressive cycle

through which the learner moves to complete the learning

process, beginning with a concrete experience, moving to

observations and reflections about that experience, then

formulating abstract concepts and generalizations, and
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finally testing the implications of concepts in new

situations.

Concrete Experience (CE) - a stage of the learning cycle

characterized by feeling, which involves active participation

on the part of the learner.

Reflective Observation (RO) - a stage of the learning

cycle characterized by watching and listening, which involves

understanding ideas and situations from various viewpoints.

Abstract Conceptualization (AC) - a stage of the

learning cycle characterized by thinking, which involves the

use of logic and typically relies on systematic planning and

theory development.

Active Experimentation (AE) - a stage of the learning

cycle characterized by doing, which involves a practical,

what really works, approach.

Converger - a learning style that combines AC and AE,

and makes practical use of theories and concepts.

Diverger - a learning style that combines CE and RO and

is characteristic of viewing an issue from all sides.

Assimilator - a learning style that combines AC and RO,

emphasizing theory over experience.

Accommodator - a learning style that combines CE and AE,

a "hands-on" orientation.
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Learning-Style Profile - the picture which develops when

an individual's learning style is quantitatively measured and

displayed on a grid.

Accredited Journalism Program - a college or university

journalism program that has received accreditation through

the Accrediting Council on Education in Journalism and Mass

Communications (ACEJMC).

Delimitations

This study was limited to students who were junior-level

news-editorial majors at the time of pretesting in the five

ACEJMC-accredited programs in Texas. The internship

experience itself, however, may have occurred outside of

Texas.

Because the LSI was self-administered, it only produced

information about how the learner perceives that he or she

approaches learning.

The selection of learning styles was limited to those

identified by Kolb's Learning-Style Inventory.

Limitations

Several factors limit the generalizability of the

findings of this study, including the small sample size. The

approximately four-month time-span between pretest and

posttest may have been insufficient for change to be

measurable. Members of the sample may have engaged in some

previous professional experience, not classified as an
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internship, prior to the study. The impact of the internship

on the experimental group may have been influenced by what

had happened prior to the internship in a reporting, or

editing lab. Individuals in the control group may have been

involved in an experience-based learning activity on campus

during the study, such as a reporting lab, an editing lab, or

the campus newspaper.



CHAPTER II

REVIEW OF RELATED LITERATURE

The following review of the literature focuses on three

areas essential to this study: experiential learning, Kolb's

experiential learning theory and related Learning-Style

Inventory, and journalism education and internships.

Experiential Learning

Throughout the history of higher education students have

employed numerous forms of experiential learning, but not all

of these forms have been accepted by universities for credit

toward academic degrees. Keeton and Tate (1978, p. 3)

emphasized the need to distinguish between the experiential

learning options that are of substantial educational value

and those that are not. "The quality of an experiential

education program . . . is . . . a reflection of the quality

of education in the university as a whole" (Heskin, 1979, p.

122). Attempts to gain an understanding of why some

experiences are academically beneficial while others are not

has received considerable attention in the literature in

recent years.

Purposes and Definitions

The term experiential learning is a broad concept,

encompassing significant variations in purpose, development,

design, and process. This review of experiential learning

12
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literature examines only the area that has been called

sponsored or guided experiential learning (Chickering,

1977a), "learning that occurs while a student is enrolled as

part of the ongoing educational program of a college or

university" (p. 13), or "learning by doing under competent

and realistic guidance" (Williams, 1979, p. 31). Macala

(1986, p. 59) pointed out various terms used to describe

experiential learning programs, for example practica, field

terms, cooperative education, and internships. He noted,

however, that it is difficult to find a line of distinction

among them. Most of the off-campus experiences referred to

herein involve traditional-age undergraduates and are

frequently called field experiences or internships. The focus

here is on undergraduates because, as Macala (1986) observed,

mature adults react differently than younger students in

internship settings. "Adults are typically self-directed,

understand responsibility and accountability, and are highly

motivated to gain knowledge and skills" (p. 60).

Internships differ from some areas of experiential

learning in that they provide "opportunities for career

exploration and preparation and for the development of useful

and marketable skills" (Macala, 1986, p. 59) . An internship

also differs from a regular job in that it is a short-term

experience that combines work and learning. It has a

distinct "beginning, middle, and end, and preferably an end
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product" (p. 59). If an internship were structured only to

place a participant in permanent employment, it would better

be classified as a job training program (B. Dunn, 1983).

Experiential learning, then, is one method by which

individuals learn. Keeton and Tate (1978) described it as

"learning in which the learner is directly in touch with the

realities being studied" (p. 2) . This contrasts with the

setting "in which the learner only reads about, hears about,

talks about, or writes about these realities but never comes

in contact with them as part of the learning process" (p. 2).

Heskin (1977, p. 119) said it is the ability to generate

knowledge from action. Chickering (1976) suggested that

experiential learning is "the learning that occurs when

changes in judgments, feelings, knowledge, or skills result

for a particular person from living through an event or

events" (p. 63). It is "where education and work overlap on

a planned basis" (Barton, 1976, p. 122) . Little (1981, p.

11) posited that experiential learning is different from the

classroom experience in that direct experience is the medium

rather than a symbolic representation of reality.

Experiential learning is usually associated with an

activity outside the classroom or at least off-campus, but it

is the concept on which the classroom laboratory is based.

Differences exist, however, between the classroom

experiential learning setting and the off-campus experiential
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learning setting. Duley (1981a, b) noted that learners in

the field experience usually have greater responsibility for

their own learning than they do in the classroom setting.

Furthermore, a specific task or work assignment usually

serves as the major learning vehicle. Doherty, Mentkowski

and Conrad (1978) pointed out that on-campus experiments and

exercises take place in closely controlled environments

designed to screen out distractions and unplanned influences.

The learner's attention, therefore, is concentrated on the

learning at hand. "Eventually, however, the acid test . . .

comes when she must learn from situations not structured for

learning . . . . unplanned conditions intervene" (p. 30).

Hursh and Borzak (1979) reported that "the relationship

of field studies to the traditional goals of postsecondary

education has been ambiguous and even discordant" (p. 63).

Heskin (1977, p. 132) asserted that it is not enough to

provide students with a sophisticated foundation. In order

for students' education to be complete, students must be

taught to transform or complexify so that the foundation can

be used outside the university.

Who Chooses an Internship?

Kolb (1984, p. 165), whose experiential learning theory

will be explored more fully in the next section, has

suggested that change determined with a before and after

measurement cannot be completely attributed to the
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experience. Many decisions, which may be significant in

determining the directions of development, will have been

made prior to the before measurement.

McHugo and Jernstedt (1979) recognized differences

between the students who choose field experience and those

who do not that are crucial to understanding the experience's

affect. These researchers used the term selection factors to

describe the criteria that determines who will choose field

experience and the affective characteristics those who do so

bring to the experience. What those who choose a field

experience "will become is intimately and inescapedly bound

to what they are . . . . who they are, and why they came, and

what they expect is invaluable in predicting and assessing

how they will be changed" (p. 193). Ultimately the outcomes

are determined by an integration of the program

characteristics and selection factors (p. 202-203).

Few studies, however, have examined these differences.

Furthermore, selection factors would not be at work in those

situations in which students are required to engage in a

field experience.

Two large-scale studies were conducted in the mid-1970s

in which differences were examined between undergraduate

students who chose field experience and those who remained on

campus. Hull, Lemke, and Houang (1977) observed differences

between students in on-campus only programs and students in
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programs involving domestic and foreign off-campus

experiences. Wilson (1974) analyzed differences between

cooperative education students and students who did not

participate in the program. Both studies found differences

between comparison groups that involved demographics,

attitudes, and personality.

Hursh and Borzak (1979) explored reasons initially given

by students for choosing a field experience. Their research

reveals a combination of what they classify as approach and

avoidance motives. By far the most stated reason for

choosing a field experience was the desire for practical

experience in a particular profession or career in order to

confirm or expand vocational inclinations. Some viewed it as

a kind of trial run, which, when successfully completed would

be an indication of their having passed a test of whether

they were suited to a particular vocation. Students also

expected that the experience would look good on their

r6sum6s, thereby increasing their marketability.

Additionally, there was "the desire to have an impact on

one's own life, to change in a valued direction: to become

more self-confident, more independent, more responsible, more

disciplined" (p. 66).

The avoidance dimension involved the students' desire to

get away from parental influence and away from the academic

world. Students sensed that parental influence to be more



18

apparent on campus than it would be during field studies. In

addition, the researchers noted the tendency of students to

view the university and the world of work as separate and

mutually exclusive. Students perceived the latter as the

real world, or the way things actually are, as opposed to the

way they are presented in class. Prospective field workers

expected their experiences outside the classroom to be more

meaningful, more practical, more straightforward or more

relevant than what they described as the spoon-fed-learning

they received in the classroom. Theories are interesting,

students maintained, but to get real life experience they

needed to see and do things for themselves. The students

perceived a dichotomy and lacked any awareness that it might

all, in some way, be a part of a process.

Does Change of Location Make a Difference?

Some researchers have explored the notion that the mere

change in location, which a field experience necessitates,

may facilitate learning. Hull, Lemke, and Houang (1977)

observed that experiences in a novel environment aid in

furthering student development. Wutzdorff and Hutchings

(1988, p. 64), however, noted that new activities, a new

setting, and being away from campus could simply create an

illusion that much learning was taking place (p. 64). Heskin

(1977, p. 120) asserted that if the internship supervisor
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actually functions as a field teacher, this individual may be

more important than the site.

Sociological and psychological proximity factors, rather

than geographical factors, may play a larger role in the

change that occurs. McHugo and Jernstedt (1979) suggested

that "individuals change in a variety of settings where

initial individual differences, motivation, and change

experiences are more important than location itself" (p.

195). Heskin (1977) submitted that many phenomena in the

classroom in effect become invisible because students are

inclined to habituate much of what they see and do (p. 123).

"If we look at the same object over and over again, we begin

to look at it in the same way each time" (Ornstein, 1972, p.

30).

Similarly, Borzak and Hursh (1977) used the term

decentering, borrowed from Piaget's (1960) notion -of

decentralization, to describe their observations of the

psychological phenomenon. They defined decentering as the

capacity to move "beyond the confines of one's habitual

perspective" (p. 4), or across "two or more perspectives in

order to bring them to bear upon each other or upon a problem

or task at hand" (p. 7). Using an analogy of studying a

painting they illustrate how perceptions are delimited by

one':s particular vantage point.
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From a distance the observer can perceive the painting

in terms of overall form and composition. When he is

closer, he can best perceive color, feature, and

movement. When he is closer yet, he can apprehend

texture, brush strokes, and materials. No one vantage

point is sufficient to understand the various aspects of

the painting as completely as possible. (p. 7)

Each new vantage point, therefore, is enhanced with the

recollection of perceptions acquired from previous vantage

points. "To the extent that students learn to manage the

multiple perspectives in problem-solving efforts, i.e., to

decenter, they learned an important skill which traditional

unidisciplinary classrooms seldom convey" (Hursh & Borzak,

1979, p. 74).

They appropriated this analogy to establish their basic

hypothesis:

By removing the student physically from the classroom/

university, and placing him or her physically in a

different position from which to learn (about reality,

if you will), we create conditions for a cognitive

shifting which potentiall (sic) is growth producing in

directions currently underachieved in traditional post-

secondary education. (p. 8)

A singular focus leads to distorted perceptions and

inferences. By decentering, or by considering more than one
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centration at a time one "combats the distortion caused by

egocentrism and affords a closer approximation of

objectivity" (p. 8).

By examining theory, Hursh and Borzak (1979) explored

"how certain role-related phenomena, on a sociological level,

can precipitate cognitive development on a psychological

level" (p. 73). They identified two components relevant to

the internship experience: role discontinuity, which they

defined as "the abrupt transition from one role to another"

(p. 73), and role conflict, "the simultaneous performance of

two or more discrepant roles" (p. 73). They observed that

discontinuity and ambiguity engendered in students an

attentiveness to new points of view and information, a

pronounced readiness for learning, and the need to experiment

with new behaviors in order to function adequately in the

situation.

Moore (1981, 1982, 1983), investigating the social

contexts, focused on the process by which students in non-

classroom environments organize their interactions in order

to make learning possible.

Work-related learning is possible when, first, a person

encounters some problem or task, and the environment

provides information concerning the nature of the

problem, necessary knowledge and skills for its

solution, and relevant performance criteria. Second,
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the person must engage in some action toward

accomplishing the task, utilizing available

informational, material, and human resources. Third,

the environment should provide information to the

learner about the quality of the performance and

alternative strategies and solutions. In fact, our

basic argument is that an important form of education

consists in the social organization of these functions.

(Moore, 1981, p. 298)

Somewhat analogous, Rubin (1981) explored social context

in relation to the cultural adjustment required of the intern

in moving from the college student subculture to that of the

internship experience. Although the subculture the student

enters may be seemingly familiar it may also be as deeply

foreign as another country. "In a classroom, for instance,

information comes from authorities, but in a work

environment, information must be developed by the learner

through observation, questioning, and chance" (p. 7).

Hursh (Hursh, 1975; Borzak & Hursh, 1977) observed that

students in a learning situation physically distanced from

the university campus find it necessary to adopt some

perspective other than the one that is of relative importance

on-campus. The focus on most campuses is on what Becker,

Greer, and Hughes (1968) termed the Grade Point Average

Perspective (GPAP), which assumes that everything is
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subordinate to good grades. Hursh (1975) noted that the GPAP

diminished in importance as students attempted to function

effectively in the field setting. The field studies students

then developed a perspective that made more sense in the new

situation. The new perspective involved "functioning

responsibly in the agency, impressing the agency supervisor,

spending extra time on agency assignments, getting to know

the clients, and achieving the status of an adult in the real

world" (Borzak & Hursh, 1977, p. 9). Hursh (1975) labelled

this perspective the Internship Success Perspective, or ISP.

The Grade Point Average Perspective, however, did not

vanish completely for students enrolled for credit for the

experience. In this case, the students experienced two

perspectives which were not necessarily compatible with each

other. Hursh (1975) found potential for serious conflict.

The students in her study responded in one of four ways:

(1) some "scholars" stuck with the GPAP; (2) some

"interns" attempted to abandon the GPAP in favor of the

ISP (which could not be done completely because academic

requirements did exist and had to be met); (3) some

"others" attempted to reject both perspectives; and (4)

some "blenders" were able to integrate the two

perspectives. (Borzak & Hursh, 1977, p. 10)

They suggested that the different responses to perspective

conflict are associated with different learning outcomes.
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According to the students' self-reports, the blenders gained

the most from the field experience.

Evaluation of Internships

Among experiential learning programs there is a lack

of guidelines or even an informal understanding to assist

faculty or institutions determine how much credit to grant

(Chickering, 1977, p. 48). Furthermore, regardless of how

rewarding the experience is, some colleges do not consider an

off-campus experience as fulfilling the educational goals.

Part of the problem is a lack of vocabulary that could

articulate what one has learned by working (Ciofalo, 1989;

Moore, 1983). As Barton (1976, p. 128) noted, academic

education by definition has been what one learns in the

classroom, as contrasted to what life teaches one. According

to Rubin (1983, p. 49), most faculty view experiential

learning as a response to the interests of students rather

than as a legitimate equivalent of classroom learning.

Barton (1976) observed that although "it is widely said that

experience is the best teacher . . . few give credit for its

teaching" (p. 120). He questioned how educational

institutions can tell if work experiences produce the same

effect as formal education unless educators know what the

desired effect is (p. 129).

Goldstein (1981, p. 2) pointed out that students and

institutions have relatively clear expectations of
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requirements and outcomes in conventional courses, but that

is often not the case with experiential learning. Each of

those involved, students, academic sponsors, and internship

supervisors, may have different ideas about the purpose of an

internship. The student may view it as an opportunity for

real work and for professional direction while maintaining

autonomy. An academic sponsor may contend that an internship

must relate theory and practice while supporting learning

objectives. The internship supervisor, on the other hand,

may focus on the match between the job to be done, the

student's skills, and the reliability and responsibility of

the student. It is understandable, then, that an evaluation

based on these varied assumptions would result in ambiguity

about what is to be evaluated (Rubin, 1982, p. 3).

Developing effective evaluation methods is probably the

most difficult aspect of any teaching program. It is

certainly the most challenging problem for experiential

learning educators (Chickering, 1977, p. 47) . The

evaluations are limited by many methodological problems which

often arise because the use of rigorous experimental methods

would require modifications in the actual experience (McHugo

& Jernstedt, 1979, p. 202). Gordon (1976, p. 115) suggested

that the dual purpose of being work-productive and learning-

productive, as is the purpose of an internship, often results

in either the work objective or the learning objective
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suffering. If work is paid for, usually the learning suffers

when there is potential conflict between getting the work

done and doing the learning. If no pay or little pay is

involved, a conflict of priorities between the two usually

results in an emphasis on the learning objective.

Macala (1986) observed that the success of a project

often comprises the evaluation. "The computer program worked;

the marketing plan was approved and implemented; the survey

yielded useful data; the newsletter communicated effectively

with its audience" (p. 67). But as Rubin (1982) noted, the

success or results of the project does not evaluate learning;

moreover, students are not always in a position to be in

control of the results. In fact Klemp (1977) theorized that

"the amount of knowledge one acquires of a content area is

generally unrelated to superior performance in an occupation

and is often unrelated even to marginally acceptable

performance" (p. 103) . From an academic viewpoint,

therefore, it may be important to be more concerned with what

the student learns from the job than how well he or she did

the job (Wutzdorff & Hutchings, 1988).

Although Hursh and Borzak (1979) found the evaluating of

internships often much less structured than the assessment of

classroom course work, others described rather elaborate

methods of assessment (Ciofalo, 1988; Mentkowski & Loacker,

1985) and documentation (Permaul & Miko, 1977; Stanton & Ali,
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1982; Wutzdorff & Hutchings, 1988). McHugo and Jernstedt

(1979, p. 193) proposed that assessment should be aimed at

understanding the changes that take place within the

individual that are directly attributable to the experience.

Macala (1986, p. 59) suggested providing for analysis and

reflection about both the productivity and the learning that

results.

The Reflection Component

Many emphasize some form of reflection component as

vital to successful learning in the internship (Macala, 1986;

Ryan, 1988; Permaul & Miko, 1977; Hursh & Borzak, 1979).

Wutzdorff and Hutchings (1988) observed that students in the

action mode do not always reflect on their own. In some

cases a documentation of learning in the form of a reflection

paper is the end product that receives the credit (Witham,

1981; Corey & Killingsworth, 1987) rather than the work

itself. The reflection activity is frequently ongoing

throughout the field experience. It may require a journal, in

which to record the intern's personal and academic growth

(Hiley, 1984). Macala (1986, p. 67) recommended that the

journal be read by and discussed weekly or biweekly with the

academic sponsor only, because such reflections may include

observations and reactions that would not be received

comfortably by those in the work place.
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Heskin (1977) asserted that the academic component

provides valuable academic perspectives with which to

interpret the field experience. In the absence of specific

strategies, "we miss an opportunity to make stronger

connections with students' overall academic programs"

(Wutzdorff & Hutchings, 1988, p. 64). Without the thought

component the experience can be haphazard.

The addition of experiential education to an

uncultivated mind will only be of marginal benefit in an

intellectual sense . . . . The mind's eye remains blind,

and the accumulation of undifferentiated facts results

. . . Without an understanding of the nuances of the

application of theory, even the bright mind may perceive

the world in simplistic patterns. What appears to be

development may, in relation to the complexity of the

world, be exchanging one simplicity for another. When

unprepared students first encounter the complexity of

life's problems, the results may be that their education

appears irrelevant . . . . Biases can go unchallenged

and be mindlessly reinforced. (Heskin, 1977, p. 122-123)

From Coleman's (1976, p. 58) perspective, the weakest

link in the experiential process of learning lies in the

inability to generalize from a particular experience to a

general principle that could be applied in other

circumstances. He found that people differ significantly in
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their cadence to deduce a general principle from a set of

experiences. While some engage in the same activity again

and again without relating the principle to other situations,

others perceive the transferability of the principle

immediately.

Hursh and Borzak (1979, p. 71) described the reflection

activity as an important link between theory and practice,

the only immediately apparent link between academics and

experience. But they also observed that the seminars,

readings, papers, and the oversight of instructors prevented

students from assuming uninterrupted roles as interns,

causing students to alternate between their new roles of

adult-paraprofessionals and the roles of students. The

academic component, while undoubtedly valuable, also creates

role conflict, "because the behaviors that accompany the role

of student and the role of adult are, at least in common

practice, incompatible" (Hursh & Borzak, 1979, p. 75). The

student role is unavoidably rekindled each time the student

attends to the academic component. While the internship role

requires students to be active, productive, and, in some

cases, authoritative, the student role usually involves being

passive, receptive, and submissive to authority. Emphasis on

the observation aspect of the participant-observer role

further interfered with total immersion in the internship

experience (p. 75-77) .
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Role conflict can be destructive because of the

frustration and tension it creates, but Hursh and Borzak

(1979) posited that it also can benefit the student.

The only effective way to reduce tension was to reduce

the apparent conflict between the roles/perspectives of

student and adult. This means searching for the common

denominators between the two roles: to wit, (a)

modifying the role of student toward that of scholar,

i.e., one who, as an adult, is interested in learning

things in systematic ways (actively, productively, and

even authoritatively); and (b) emphasizing in the role

as paraprofessional such capacities as systematic

(rather than hunch-based) problem solving, informed

(rather than speculative) decision making, effective

communication, and periodic distancing in order to

maintain objectivity and allow for careful observation

of events (rather than subjective identification with

them). (p. 75)

They theorized, therefore, that a reflection activity

forces students to identify common denominators and increases

the students' abilities to recognize connections. The

activity requires students to struggle with two perspectives

in their functioning as participant-observers. Initially

intent upon assuming the role of participants, the academic

components compelled attention to observation and scholarly
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analysis, culminating the cognitive shifting earlier

described as a decentering process.

Harrison and Hopkins (1966) emphasized pre-field

preparation as a chance to assist the field studies student

in learning how to learn. Too much external control creates

a reliance on others for direction, information, and

validation. Subsequently, when the security of these sources

of support are removed in the application situation, the

learner must not only solve problems, and gather and evaluate

new information, but also must develop a new learning style

pretty much on his own and without assistance. He may not be

able to do this, because, as Munce (1982) described,

dependent students require the professor to provide the

insights each time they face a new situation. Rubin (1981),

then, suggests that a seminar either before or in conjunction

with a field experience should not be for the purpose of

introducing new content. Instead, it should help the student

become more independent of "external sources of decision,

information, problem definition, and motivation and to learn

to make choices and commitment to action in situations of

stress and uncertainty" (p. 9) .

Shipton and Steltenpohl (1980) and Macala (1986)

recommended a clarification of goals prior to the experience

to assist the student in becoming self-directed.
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Expectations play an important role as the student

prepares to venture into a new experience. The more

clearly these expectations and goals are articulated by

both the student and the sponsoring institution and the

more that this articulation process is bilateral and

outcome oriented, the better are the chances for the

student's benefiting from the experience. (McHugo &

Jernstedt, 1979, p. 192)

Outcomes

Research has revealed numerous benefits of the

internship. An examination of outcomes of the internship may

be derived from assessments by employers, educators, and the

students themselves. It should be recognized that there may

be differences between self-perceived change, as reported by

the student's self-evaluations, and actual change.

It is frequently observed that the completion of some

form of field experience, internship, or experiential

education ranks high on the list of criteria used by

employers in their selection of new graduates (Pedro, 1984;

Barton, 1976; Thompson, 1989). Experiential activities also

provide valuable opportunities through which students learn

about occupations (Shipton & Steltenpohl, 1980, p. 19).

Students consistently report an enhancement of a positive

self-image regarding their abilities (Nefstead, 1982).
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Pedro (1984, p. 89, 93) noted several types of changes

including students changing their self-perceptions, their

preferences regarding their ideal jobs, and some of their

instrumental and more encompassing values. They also became

more ambitious and independent. Herrick (1987) found that

students upon completion of the internship rated themselves

higher in perceived self-efficacy and in skill development,

and rated themselves lower in anxiety.

Hursh and Borzak (1979, p. 69-70) cited vocational goal

direction as the predominant reason students initially gave

for participating in a field experience, but at the

conclusion of the experience it was viewed as one learning

experience among many and not as central as students had

anticipated. Following the experience, some described it as

"a 'broadening' of their own way of thinking, an expansion of

their former relatively narrow frame of reference" (Hursh &

Borzak, 1979, p. 72). Far more dominant than students had

expected was learning about themselves. "In moving outside

of and beyond the role of 'student,' many participants

experienced an expanded self-concept or identity and

dimensions of power of ascendancy" (p. 69).

Heskin (1977) concurred, observing that students benefit

in individual personal development and in confidence as they

gain a sense of competence. As a result, "they tend to move
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more forcefully in their placements toward their interests

and they gain a sense of direction" (p. 123).

Coleman (1976, p. 58) theorized that experiential

learning is better retained than learning through information

assimilation. As Bruner (1960) posited, knowledge

acquired without sufficient structure to tie it together

is knowledge that is likely to be forgotten

. . . . Teaching specific topics or skills without

making clear their context in the broader fundamental

structure of a field of knowledge is uneconomical . . .

such teaching makes it exceedingly difficult for the

student to generalize from what he has learned to what

he will encounter later. (p. 31-32)

In experiential learning the general principle comes after

the action rather than preceding it. This results in a

structure that is embedded in memory involving not only

associations with general principles expressed in abstract

symbols, but also in concrete actions and events to which

affect are attached (Coleman, 1976, p. 54).

While Hursh and Borzak (1979) found remnants of thinking

still present about the real world, and the academic world as

being two mutually exclusive domains, they also noted a shift

at the conclusion of the internship in how reality was to be

defined. Some students reported that "even in the so called

'real-world,' what is real depends on whom one talks to" (p.
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70). They observed a noticeable appreciation for conflicting

perspectives and the capacity to decenter, aforementioned,

was very much in evidence by the conclusion of the field

programs. "Several students reported that they had learned

to shift perspectives in problem solving--to approach

problems from points of view other than their own" (p. 71).

Hursh and Borzak (1979, p. 67-72) also focused on the

internship experience in relation to the opportunity it

offers students to accept responsibility and carry it

through. Heskin (1977) asserted that the educational impact

is felt most strongly felt in this area "in making of 'real

choices,'" (p. 120). Students may be more responsible for

themselves than at any previous point in life. They have

become job applicants for the first time. Students learn to

take initiatives and to be independent, thereby feeling more

in control (Hursh & Borzak, 1979; Hursh, 1975). "Some of

their most powerful experiences are of personal development

. . . they . . . become more autonomous (Ryan, 1988, p. 41).

An increase in self-confidence was noted by some(Aldrich,

1981; Moore, 1983). The experience, therefore, maximizes

student autonomy as students encounter experiences rather

than read about them (Hursh & Borzak, 1979, p. 72).

Increase in Motivation

Increased intrinsic motivation also results from field

experience (Hursh & Borzak, 1979, p. 73). In the information
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assimilation mode such as the classroom, it is primarily

extrinsically supplied, by grades for example (Coleman, 1976,

p. 56-57; Little, 1981, p. 10). The action comes at the end

in learning through information assimilation. No incentive

for learning exists until the connection between the

information and the action is established.

Learning that has fallen short of a grasp of general

principles has little reward in terms of intellectual

excitement. The best way to create interest in a

subject is to render it worth knowing, which means to

make the knowledge gained useable in one's thinking

beyond the situation in which the learning has occurred.

(Bruner, 1961, p. 31-32)

So although lack of motivation is often a major problem in

the classroom, it is usually not a problem in the

experiential learning setting.

Coleman (1976) described the motivation as distinct from

passive receptivity. "Action involves an investment of the

self, which induces a certain tension that is only relieved

when the activity is successfully performed" (p. 59). Borzak

and Hursh (1977) observed that internship students reported

special satisfaction when directly involved in preparing a

specific finished product for their agencies, a report, a

completed survey, or a written evaluation. Coleman (1976)

called this the intrinsic reward of accomplishment, "the
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self-assurance and sense of accomplishment and mastery that

successful action provides" (p. 60). He found it is more

intense when "the successful actions are in the context of

other persons: either actions toward the other persons or in

some other direct relation to them, in a realistic setting"

(p. 60). Chickering (1977a) noted that there is an

excitement in seeing knowledge and skills effectively

applied. "The sense of making real gains in working

knowledge create[s] a self-amplifying process that generates

increased energy and commitment for further learning" (p. 61-

62). He describes the momentum of ongoing responsibilities,

therefore, as leading to enhanced and sustained clarity of

purpose, and strength of motivation.

Change from Passive Learners to Active Learners

Heskin (1977) recognized the field studies program as

one that moves the student from the role of a passive learner

toward the active learner role. He observed that students

often become so enthralled in completing what they view as

'real' assignments that they put substantial energy into

projects similar to those they would dread in the university

setting (p. 122). Shipton and Steltenpohl (1980, p. 19)

identified a similar shift. "In the classroom the professor

is the responsible one. In experiential learning the student

has to take the initiative" (Hiley, 1984). Educators at

Alverno College view it as an opportunity to transform
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"dependent youth learners into self-directed adult learners"

(Knowles, 1984, p. 100). Hursh and Borzak (1979, p. 72)

discovered that even the students themselves noted the change

from passive to active.

Hursh (1975, p. 149) linked this interruption of the

formerly passive stance to what has previously been described

as role conflict. Interns become active as they attempt to

resolve the conflict by accepting more responsibility for

personal behavior than is typical of the traditional

undergraduate experience. "New forms of behavior were

needed--the old 'student' behaviors, such as receiving

assignments, taking notes, reading extensively, following

directions" (Hursh & Borzak, 1979, p. 68) were not always

appropriate to the new tasks.

Macala (1976) determined that there are at least nine

roles individuals must assume when learning from experience.

He identified them as:

Instead of being told what to do, assigned problems,

given information, and led toward predetermined correct

answers, students must be initiators who seek, find, and

secure help; problem solvers and decision makers who

devise and solve problems as they arise; networkers and

resource developers; cultural analysts and strategists

who can function effectively in a new cultural context;

entrepreneurs; interactors; communicators; and
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recipients able to receive and use criticism

constructively. (p. 60)

Enhances Liberal Arts

Haviland, Weaver, and Taylor (1983) suggested that an

internship can enhance the liberal arts component of

education. Borzak and Hursh (1977) posited that a liberal

arts education and career-oriented preparation can be pursued

concurrently through an internship experience. According to

Hursh (1975), the processes of the internship are akin to the

goals of liberal education and they take place in addition to

substantive learning, which is not necessarily the case in

conventional classrooms. Witham (1981) concurred.

Liberal arts education is a process that, once mastered,

should enable the student to learn from life's

experiences. Generally, this curriculum . . . pays

little attention to students developing skills and

competencies that enable them to learn from life's

experience and to enter into a continuing life of

inquiry . . . . If liberal arts education is intended to

prepare students for a life of inquiry, one way to

facilitate the learning necessary to achieve that goal

is to involve students in learning from experience

directly. (p. 25)

Most students initially find it difficult to relate

study in a college of liberal arts and sciences to their
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personal goals because they fail to see a relationship

between the two (Shipton & Steltenpohl, 1980, p. 17). Hursh

and Borzak (1979) noted that after an internship experience,

however, some students develop a new desire to take courses

outside their majors. These students explained that the

experience helped them understand that the major isn't all

that important, but rather what you learn and how you put it

together. They discovered there is no monopoly on career-

specific course work. An "increased interest in liberal arts

courses--in being well-rounded in order to be effective

problem solvers--follows logically from the demystification

of the career and the discovery that 'holism' was useful, and

in fact necessary" (Hursh & Borzak, 1979, p. 75).

Students who rated the impact of the field experience on

the remainder of their education indicated that the

experience "helped them to be more interested, to ask better

questions of the material they were studying in other

courses, and to identify things they needed to learn from the

university . . . . to think more deeply about their

education" (Heskin, 1977, p. 131). Furthermore, as they

learn to use and apply the knowledge they accumulate, it

comes alive, resulting in the students' continuing the

learning process after they leave the university.
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Persistence of Change

A look at the long-term transfer, or persistence of

change, wrought by field experience can also provide

meaningful insights into this type of education. In much of

the literature it is unclear whether the change in students

that exists at the end of their field experiences is

maintained beyond that time. McHugo and Jernstedt (1979)

suggested that the maintenance of change or the transfer of

new learning to the post-experience environment may be the

most important question for researchers to determine.

"Students behave differently while on sojourn, but that alone

does not constitute impact . . . studies that document

behavioral change have failed to include follow-up data which

allow assessment of the true impact of the field experience

on subsequent behavior" (p. 200).

Their observations indicated that some of the changes

brought about by field experience were maintained, but there

was also evidence of erosion and instability of change. The

likelihood of "changes persisting and being maintained upon

reentry to the stable college environment seems variable at

best" (McHugo & Jernstedt, 1979, p. 202). More evidence

seems to indicate the sleeper effect, changes that had just

begun at the end of the experience but were not strong enough

to yet be detected (p. 203).
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Coleman (1976, p. 54-58) submitted that experiential

learning is better retained than learning through information

assimilation. In experiential learning the general principle

comes after the action rather than preceding it. This

results in a structure that is embedded in memory, involving

not only associations with general principles expressed in

abstract symbols, but also in concrete actions and events to

which affect are attached.

Hursh (1975) proposed that field studies may "prove to

be a leading influence in achieving a rapproachment between

'academics' and the 'real world,"' (p. 150) . Hursh and

Borzak (1979) indicated their plans to conduct additional

studies to focus on "the residual effects of field

experiences after students' return to campus" (p. 75-77) . A

recent literature search, however, did not yield evidence of

such studies having been conducted.

Loacker and Doherty (1984, p. 101) described

experiential learning opportunities as producing lifelong

learners. "The student learns to act what he or she knows

because this is the requirement of practice, but at the same

time the student learns to be open to reformulation of his or

her knowledge" (Heskin, 1977, p. 127).

Kolb's Experiential Learning Theory

The experiential learning theory developed by David Kolb

(Kolb, 1981, 1984; Kolb & Fry, 1975; Kolb & Goldman, 1973) is
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one explanation of how individuals learn. Kolb portrayed

learning as a four-stage process, with an emphasis on the

role of experience. He observed that "experience is

translated into concepts which in turn are used as guides in

the choice of new experiences" (Kolb & Goldman, 1973, p. 2).

The model that represents Kolb's theory has been

visually represented (Kolb 1984) like this:

concrete
experience

active reflective
experimentation observation

abstract
conceptualization

It is the emphasis on experience that distinguishes this

approach from most other cognitive theories of learning.

To view learning as a process

whereby knowledge is created through the transformation

of experience . . . emphasizes several critical aspects

of the learning process as viewed from the experiential

perspective. First is the emphasis on the process of
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adaptation and learning as opposed to content or

outcomes. Second is that knowledge is a transformation

process, being continuously created and recreated, not

an independent entity to be acquired or transmitted.

Third, learning transforms experience in both its

objective and subjective forms. Finally, to understand

learning, we must understand the nature of knowledge,

and vice versa. (Kolb, 1984, p. 38)

Kolb (1984) cautioned against the extreme of thinking

that experience can lead to learning in the absence of the

other modes. Rather than supporting the theory that

experience is the best teacher, he described learning as a

cyclical process in which a concrete experience forms the

basis for observation and reflection. Next, the observations

are formulated into abstract concepts and generalizations.

The dLeductions derived are then tested in new situations.

Thus, learners are able to use their experiential learning

capabilities to shape their own development (Kolb & Lewis,

1986).

Taken separately, learning strategies have a certain

incompleteness to them. Used in combination, however, more

powerful and adaptive forms of learning emerge (Kolb, 1984,

p. 65). It is not an either-or situation where abstractness

is good and concreteness is bad or vice-versa. According to

Kolb, the most complete form of learning requires each of the
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four learning modes. Integrative learning, therefore,

bridges the gap between knowledge and action (Kolb, Baker,

Lublin & Spoth, 1986, p. 13).

The development of Kolb's model (Kolb & Goldman, 1973;

Kolb & Fry, 1975; Kolb, Rubin, & McIntyre, 1979; Kolb, 1981;

Kolb & Wolfe, 1981; Kolb, 1984; Kolb & Lewis, 1986) was

influenced by the works of John Dewey, Kurt Lewin and Jean

Piaget. He credited Piaget's studies of the development of

cognitive processes in children as the key to understanding

the nature of human knowledge itself.

Stated most simply, Piaget's theory describes how

intelligence is shaped by experience. Intelligence is

not an innate internal characteristic of the individual

but arises as a product of the interaction between the

person and his or her environment. And for Piaget,

action is the key. He has shown, in careful descriptive

studies of children from infants to teenagers, that

abstract reasons and the power to manipulate symbols

arise from the infant's actions in exploring and coping

with the immediate concrete environment. The growing

child's system of knowing changes qualitatively in

successively identifiable stages, moving from an

enactive (sic) stage, where knowledge is represented in

concrete actions and is not separable from the

experiences that spawn it, to an ikonic stage, where
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knowledge is represented in images that have an

increasingly autonomous status from the experiences they

represent, to stages of concrete and formal operations,

where knowledge is represented in symbolic terms,

symbols capable of being manipulated internally with

complete independence from experiential reality (Kolb,

1984, p. 12-13).

Kolb's model is widely recognized by researchers in

experiential learning literature (Chickering, 1977; Hursh &

Borzak, 1979; Keppel & Chickering, 1981; Little, 1981; McHugo

& Jernstedt, 1979; Mentkowski & Loacker, 1985; Stanton & Ali,

1982; Wutzdorff & Hutchings, 1988). The basic concept of

Kolb's theory is espoused indirectly by others (Coleman,

1976; Heskin, 1977; Klemp, 1977).

Hursh and Borzak (1979, p. 65-66), recognizing that

students view the classroom and the world outside the

classroom as separate and mutually exclusive, observed that

students before field experience anticipate that 'real life

experience' will be different from the conceptualizations of

the academic world. They discerned in students following

field experience, however, an appreciation for what Kolb

(1984) described as "four different modalities of a single

learning process . . . different aspects of a larger process"

(p. 65-66).
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Doherty, Mentkowski, and Conrad (1978) examined a

successful off-campus experiential learning program which

used the two contrasting abilities, concrete/abstract and

reflective/active, in the learning process. They explored

what makes experiential learning effective, why and how

students learn from experiential learning. Their research

found Kolb's model to provide a rationale for "including

experiential learning as an essential part of the learning

process" (p. 25).

Little (1981, p. 11) and Coleman (1976, p. 50)

indicated that the basis for experiential learning is that

quality education requires both experiential learning and

information assimilation. Neither is sufficient as the sole

process for human learning. They are mutually complementary.

The strengths of experiential learning compensate for the

weaknesses of information assimilation, and vice versa.

Coleman (1976) pointed out a typical complaint about

students is that although they can perform well on tests,

they cannot apply the learning. In other words, it is

possible to understand something without being able to act

upon that understanding. So the learning is incomplete. The

primary obstacle in the learning process, Coleman explained,

is "the translation from symbolic framework of understanding

and thinking to a framework involving concrete sequences of

action" (p. 56).



48

Heskin (1977) also alluded to Kolb's model. "While some

of the practice and theory motif of earlier classes is

maintained as new experiences continue to peak questions,

much attention shifts to examining alternative models outside

the students' experience, to broad theoretical . . . issues

. . ." (p. 126).

Learning Styles

Based on his experiential learning theory, Kolb

developed the Learning-Style Inventory (LSI) in 1976 to

assess variations in learning styles. He revised it in 1985.

It is a quantitative measure of learning style.

The LSI has been used as an analytical tool in various

research situations, particularly in the fields of nursing,

business, management, and education. It has been used to

relate learning styles to teaching styles in order to predict

performances in various instructional settings (McCormick,

1987; Dunn, 1982). Kotar (1980) used it to investigate the

relationships between learning styles, personal

characteristics, and environmental factors. He found a

relationship between learning styles and personal

characteristics associated with an individual's present or

proposed career. McCart, et al. (1985) using the inventory

to investigate the learning styles of practicing

professionals in nursing, architecture, accounting, and

clinical dietetics, found the knowledge about learning styles



49

to be useful in the design of continuing professional

education programs. Little research has been conducted to

investigate differences in learning-style preferences between

males and females. Strange (1978) discovered that males

scored at a significantly more abstract level than females,

but was unable to offer an explanation.

According to Kolb, each individual has a preferred way

of learning and tends to rely primarily on that form of

learning. Similarly, Hunsaker (1981) observed that learning

experiences are "determined by individual needs and goals and

thus become highly individualized in direction and process"

(p. 146). Kolb qualified his theory by stating, "individual

styles of learning are complex and not easily reducible into

simple typologies--a point to bear in mind as we attempt to

describe general patterns of individuality in learning"

(Kolb, 1984, p. 56).

The LSI is used to measure an individual's relative

emphasis in each of the four learning modes, which represent

the four stages of the learning process (Kolb, Rubin, &

McIntyre, 1979, p. 39). The modes are: Concrete Experience

(CE), Reflective Observation (RO) , Abstract Conceptualization

(AC), and Active Experimentation (AE). The inventory also

yields two combinations scores, (AC-CE, Abstract

Conceptualization minus Concrete Experience) and (AE - RO,

Active experimentation minus Reflective Observation).
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In the model, the AC-CE forms a vertical axis and the

AE-RO forms a horizontal axis; four quadrants develop that

indicate four learning styles. They are: Diverger,

Assimilator, Accomodator, and Converger (Kolb, 1974, 1985 -

LSI booklet, and Kolb & Goldman, 1973).

The grid may be visualized like this:

concrete

experience

Accomodator Diverger

ac

exper

tive reflective
imentation observation

Converger Assimilator

abstract

- conceptualization

A picture emerges when an individual's learning-style

preference is quantitatively measured by the LSI and is

pinpointed on a grid. Kolb (1984) calls this a learning-

style prof ile.

Because the theory utilizes abilities that are polar

opposites, the combination scores indicate the extent to

which the respondent emphasizes abstractness over

I
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concreteness and action over reflection in a learning

situation. In other words, it is impossible to act and

reflect at the same time, or to be concrete while being

theoretical. One must continually choose between the learning

abilities he will bring to bear in a particular learning

situation (Kolb, 1974, p. 28). "Learning is by its very

nature a tension and conflict-filled process" (Kolb, 1984, p.

35).

Most people develop a learning style that emphasizes

some learning abilities over others. This is what Kolb terms

a learning-style preference. Individuals develop ways to

resolve conflicts "between action and reflection and between

immediate experience and detached analysis in characteristic

ways" (Kolb, 1981, p. 237). Each learning style, then,

leaves two of the learning modes less utilized or developed.

One learning style is not viewed to be better than another.

Each has both strengths and weaknesses. The learning

strengths of the Diverger are concrete experience and

reflective observation. The Converger's dominant learning

abilities are abstract conceptualization and active

experimentation. The Accomodator prefers to learn from

concrete experience and active experimentation. The

Assimilator's dominant learning abilities are abstract

conceptualization and reflective observation.
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The individual with the Diverger learning style tends to

observe rather than to take action. His greatest strength

lies in his imaginative abilities. He can view concrete

situations from various perspectives and organize them into

meaningful relationships. Divergers have a people

orientation and usually have humanities and liberal arts

backgrounds.

The Converger's learning strengths are opposite those of

the Diverger's. His greatest ability is in making practical

application of ideas and theories. He organizes knowledge in

such a manner that, through hypothetical-deductive reasoning,

he can focus on specific problems. His preference is for

technical tasks and problems rather than social and

interpersonal issues. This learning style is characteristic

of applied sciences and technology careers.

The Accommodater has a primarily hands-on orientation.

He is more of a risk-taker and excels in situations where he

must adapt to specific, immediate circumstances. He tends to

act on instinctive feelings rather than on logical analysis.

Individuals with this learning style tend to have action-

oriented careers.

The Assimilator has the opposite learning strengths of

the Accomodator. He has the ability to understand and to put

a broad range of information into concise, logical form.

Those with this learning style place more emphasis on the



53

logical soundness of a theory than on its practical value.

The careers characteristic of this learning-style type most

frequently involve basic sciences and mathematics.

Kolb (1984, p. 143) explained that individuals develop

their learning-style preferences as the result of what he

terms their hereditary equipment, past life experience and

the demands of their present environment. So not only does

Kolb's theory focus on individual differences in learning

mode, but also on the differences in the learning

environment. He linked (Kolb, 1984, p. 197-202; Kolb &

Lewis, 1986) the four kinds of capabilities to four

corresponding kinds of learning environments. The emphasis

in an affective environment is on the experiencing of

concrete events; in a symbolic environment, on abstract

conceptualization; in a perceptual environment, on

observation; and in a behavioral environment, the stress is

on taking action.

Each experience further reinforces the same choice

disposition in later experiences. A closer and closer match

develops between self characteristics and environmental

demands as a result of the interaction between personality

dynamics and external social forces. Kolb posited that the

match develops in two ways: "(1) Environments tend to change

personal characteristics to fit them (socialization), and (2)

people tend to select themselves into environments that are
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consistent with their personal characteristics" (Kolb, 1984,

p. 143).

Kolb suggested, then, that the climate of learning

environments might productively be explored in relation to

its effect on the learning process itself, particularly on

the learning styles of students. "Rather than being a cause

of successful academic performance, motivation to learn may

well be a result of learning climates that match learning

styles and thereby produce successful learning experiences"

(Kolb, 1984, p. 182).

Based on this concept, Kolb's (1984) research has

illuminated the applicability of experiential learning theory

in portraying "specialized developmental processes in

undergraduate education by describing variations in the ways

people learn, and corresponding variations in the learning

demands of different academic disciplines" (p. 181).

Although his research focuses primarily on applications to

management and career choice, he characterized the

differences in the learning/inquiry norms of the various

academic fields. He analyzed the undergraduate majors of

practicing managers and graduate students in management and

found that even though his subjects were from a common

occupation, variations in their learning styles significantly

paralleled their undergraduate educational experiences.
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Kolb (1984) pinpointed the learning preference of

journalism to fall in the concrete/reflective quadrant, which

is the diverger learning style.

The greatest strength of this orientation lies in

imaginative ability and awareness of meaning and values.

The primary adaptive ability of divergence is to view

concrete situations from many perspectives and to

organize many relationships into a meaningful "gestalt."

The emphasis in this orientation is on adaptation by

observation rather than action. This style is called

diverter because a person of this type performs better

in situations that call for generation of alternative

ideas and implications, such as a "brainstorming" idea

session. Those oriented toward divergence are

interested in people and tend to be imaginative and

feeling-oriented. (p. 77-78)

Kolb looked at majors only in the most aggregate terms.

He recognized, of course, that a particular major at one

school may be quite different from that of another school, or

that there may be various configurations of a particular

major.

Student development and learning are shaped by the

respective fields through a process referred to by Kolb

(1984) as accentuation. To illustrate, he described

the process of socialization into a profession as
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an intense experience that instills not only knowledge

and skills but also a fundamental reorientation of one's

identity . . . a professional mentality . . . . Learning

style is an important part of professional mentality.

It represents the generic learning competencies that

facilitate the acquisition of the specific performance

skills required for effectiveness in the core

professional role. (p. 182)

Kolb (1984) submitted that there is evidence that

accentuation of one's specialized approach to learning is

likely to occur if a student chooses a field whose knowledge

structure is one that prizes and nurtures the student's

particular style of learning. Therefore, learning

experiences that complement learning styles tend "to

positively influence the choice of future learning and work

experiences that reinforce that particular learning style"

[and] "to produce greater commitment in career choices"

(Kolb, 1984, p. 176). Witkin (1976) found that when

cognitive style is suited to a career area, higher

achievement results. Sims (1981) reported that individuals

whose learning styles and job demands correspond with job-

related skill areas have higher job satisfaction, job

performance, and growth climate.

Learning environments incongruent with learning styles,

on the other hand, tend to have the opposite affect.. "The
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corollary to the accentuation process . . . is the alienation

cycle that results when personal characteristics find no

supportive environment to nurture them" (Kolb, 1984, p. 166).

In a situation where a learning environment is dissimilar to

a person's preferred learning style, the setting is likely to

be rejected or at least resisted by that person (p. 202).

Gypen (1980) suggested that graduates who remain in the

careers they are trained for may

specialize further in the learning preferences they had

accentuated during professional education. Or,

conversely, as they move on to other jobs that, even

within the same professional field, differ in their

learning demands, professionals concurrently 'adapt',

and develop learning preferences that are complementary

to the ones they had formerly accentuated. (p. 15)

From longitudinal studies at one college, Mentkowski and

Strait (1983) found that although students have predominant

learning-style preferences upon entering college, their

preferences are more equal among the four styles after two

years. Kolb (1984) indicated, then, that "colleges committed

to experiential learning concepts can assist students in

becoming more balanced in their learning style preferences.

Then when they enter specialized professional programs, they

will have already cultivated multiple learning modes" (p.

206).
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Gypen (1980, p. 4) investigated the impact of career

development on the changing nature of an individual's

learning preference and attributed changes in learning-style

preference to changing demands, or learning presses, in the

job environment.

Through professional training individuals specialize in

one or a few learning modes, while other modes remain

nondominant or dormant. Then, as [they] . . . encounter

situations that demand considerably more of them than

their specialist skills, nondominant learning modes are

likely to be developed. (p. 3)

In supporting a developmental model of experiential

learning theory Kolb (1984, p. 212) theorized that

specialization of learning style is characteristic of early

adulthood, with the role demands of career and family

reinforcing specialization. He described this pattern as

changing in midcareer, so that accentuation forces play a

smaller role as people mature (Kolb, 1984, p. 212).

Kolb (1984, p. 165) proposed that in addition to the

content of choices associated with cognitive style, there is

a relationship between the choice process and cognitive

style. He illustrated with an observation of global students

who made choices preferred by their peer group, as contrasted

to analytical students who are more inclined to use

systematic planning and goal setting.
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Most research describes and measures the fit or match

between learner and environment, because education is

typically viewed as an opportunity to help learners acquire

or specialize their learning styles. Fry and Kolb (1979),

however, proposed that "the most effective learning may occur

when the learner is confronted with new, uncomfortable

environments that elicit the applications or development of

nondominant learning abilities" (p. 91). They therefore

recommended "the integration of disparate learning modes to

foster individual growth and development" (p. 91).

When early specialization is encouraged in higher

education, it necessarily results in accentuation of

particular interests and skills. Kolb questioned the lack of

integrative emphasis (Kolb, 1981, p. 251). He (Kolb, 1984,

p. 207) suggested an interspersing of more life/work

experience throughout the time of formal education. Hursh

and Borzak (1979) recognized the benefits of a mix of

academic training and field experience as well.

Kolb (Kolb & Wolfe, 1981) questioned what he described

as the front-loading of educational experiences in the

individual's life span. He recommended that education and

learning be "a continuous process woven throughout the life

span proving timely assistance in mastering the developmental

challenges and environmental changes of adult life" (p. 1).

Kolb's theory suggests, therefore, that the combination of
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classroom training and field experience creates a synergism

in the learning process.

Journalism Education

Journalism and mass communication education in higher

education is variously located in schools, colleges, or

departments of communication, mass communication, media

studies, or journalism (L. B. Becker, Fruit & Caudill, 1987,

p. 11, 15; Guant, p. 584). Degrees in journalism and mass

communications are offered at more than 300 four-year

colleges and universities in the United States (1991

Journalism & Career Scholarship Guide) . Becker (1990), in an

annual survey of journalism and mass communication programs

conducted since the 1960s at Ohio State University, reported

that 155,296 students were enrolled as journalism or mass

communication majors in 1989.

Journalism instruction has evolved to incorporate areas

of specialization beyond traditional newspaper journalism.

These areas of specialization are frequently sequenced to

include distinctions such as news-editorial, public

relations, advertising, photo-journalism, and broadcast

journalism.

The news-editorial sequence offers what has been known

traditionally as journalism instruction. Becker (1990) found

the news-editorial sequence to be the most common curricular
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component with 242 of 369 schools indicating they offer a

news-editorial sequence.

The Accrediting Council on Education in Journalism and

Mass Communications (ACEJMC) , formally recognized by the

Council on Postsecondary Accreditation and the U.S.

Department of Education, has been the accrediting agency for

journalism and mass communication programs since 1945

(Accredited Journalism and Mass Communications Education,

1989-90). There are currently 91 ACEJMC-accredited programs

(ACEJMC Journalism & Mass Communication-Directory) in the

United States.

There is a strong emphasis within the field toward

ensuring a liberal education, even though journalism

education involves professional training. The ACEJMC

recognizes that journalism and mass communications education

should be broad and general rather than narrow and specific,

because students not only need to learn to write, but also

what to write about. In an attempt to maintain the spirit of

liberal education in journalism and mass communications

programs, the ACEJMC (Accredited Journalism and Mass

Communications Education., 1989-90) urges programs not to

"isolate themselves from the larger intellectual life of the

institution. Those programs should be integrated as fully as

possible into the facilities, courses, programs, and

scholarly activities of the institution as a whole" (p. 3).
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To ensure this, the council has developed a formula whereby

journalism and mass communications majors are required to

take a minimum of 90 semester hours of course work outside

the major; no fewer than 65 of these semester hours must be

from the liberal arts and sciences. Copple (1985) observed

that "journalism is the only professional discipline that has

restricted its own curricula in the interests of a sound,

liberal education" (p. 22).

Although the ACEJMC adheres to certain principles aimed

at recognizing, protecting, and ensuring the integrity of the

academic institutions that participate in the accreditation

process, it also recognizes the virtue of institutional

diversity (Accredited Journalism and Mass Communications

Education, 1989-90).

Each institution has its own unique situation,

particular mission, and special resources . . . this

uniqueness is an asset to be safeguarded. Accreditation

seeks to promote educational innovation, not to stifle

it, and it puts emphasis on the outcome of the education

process. Innovations in programs and procedures,

courses, and curricula are not judged by abstract and

universal rules, but in the light of evidence presented

as to the actual educational success realized. (p. 3)

Gaunt (1988), responding to what has been called the

Oregon Report (Planning for Curricular Change in Journalism,
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1984), noted that although there is considerable agreement as

to what is needed in journalism education, the question of

when and how will it be achieved remains (p. 585). One

significant area to be considered is the role of internships.

Ciofalo (1989), concerned that in many instances there

remains a "dichotomous view of learning in the classroom and

learning in the field" (p. 27), stated that "unless mass

communication educators fully understand the nature of the

learning that occurs in internships, they will never design

appropriate learning modules to bolster the experience" (p.

27).

Internships

Kendall (1980, p. 30) explained that the field-based

experience in journalism education is usually termed an

internship. He observed that other classifications also are

used to describe variations on this concept, but his research

found no significant recurrence of other designations.

The internship is often referred to in the literature

(Veeder, 1982; Marling, 1983) as bridging the gap between

theory and practice or between the classroom and the

professional work setting (Corey & Killingsworth, 1987).

Ciofalo (1989) described it as a testing ground for knowledge

gained in a classroom course, Hanson (1984) as an opportunity

to test theories through field experience. The internship

has also been described as an option for enhancing the
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effectiveness of teaching (Nadler, 1986). The ACEJMC (1989-

90) urges that the focal point of academic experiences at

cooperating professional media not be on internships in

isolation, but on "the larger framework of how they

contribute to the quality of the education that students

possess when they reach graduation" (p. 10).

Most of the literature related journalism internships

can be divided into three categories: (1) their purposes and

benefits, (2) structure, and (3) the issue of whether to

offer academic credit for the experience.

Purposes and Benefits

Both journalism educators and practitioners generally

agree that practical experience is an important aspect of

journalism education (L. B. Becker et al., 1987; Greene,

1990; Kendall & Anderson, 1986, p. 3; Vander Heyden, 1988).

The sentiment appears to be somewhat stronger among

practitioners than among educators. The internship is

desired by employers (Starr, 1990) but usually not required

by journalism schools (L. B. Becker et al., 1987). Gwin

(1984) declared that the internship is an experience that

should be "a prize to be competed for, not merely a

requirement to be endured" (p. 3).

Most newspaper editors identify experience as the key to

raw students becoming journalists. They, therefore, urge an

internship requirement of journalism students. Even multiple
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internships are recommended (Mills, Harvey, & Warnick, 1980;

Thompson, 1980).

White (1988) reported that some public relations

practitioners are critical of college courses for "failing to

prepare graduates for the basic tasks of public relations.

What is vital in public relations education and training

programs is the proper integration of 'real-world'

experience" (1988, p. 18). Although educators long have held

that internships are a valuable component of the preparation

of students for careers in public relations (Agee, 1979, p.

11), Brightman (1989) found that "concerned practitioners

increasingly view internships as a means of helping to ensure

the continuation of high standards and interest in the

profession" (p. 29).

An internship ranks high on the list used by media

employers in selecting new graduates (Nadler, 1986; Taylor,

1979). Thompson (1989, p. 166) pointed out that even

graduate credentials don't seem to mean much without

experience. "Applicants with internships are highly sought

by all media, though this sentiment is highest among the

daily newspaper and television respondents, and lowest among

the radio respondents" (L. B. Becker et al., 1987, p. 123).

A study by the Dow Jones Newspaper Fund (JournalismCareer

and Scholarship Guide, 1991) found that internships play a

major role in preparing journalists. According to the study,
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"more than four out of five gradates hired by newspapers

reported having done internships while in college" (p. 18).

Journalism internships offer numerous practical

advantages to students. Veeder (1982) stated that

internships can provide students an opportunity to work with

equipment that the university cannot afford. It also

provides an opportunity to test interests, to make contacts

that might lead to future employment, and experience to list

on a resume (Barber & Baukus, 1988; Femmel, 1978; Gwin, 1984;

Hanson, 1984).

Nadler (1986, p. 5) described internships as essentially

one-on-one teaching situations. They offer real world work

experience while allowing students to integrate theoretical

material with the development of practical skills. Piland

(1983) suggested that the internship experience "is designed

to integrate the functional, structural and perceptual skills

for entry into the profession" (p. 14).

Few studies have examined changes within the student as

the result of the internship experience. L. B. Becker et al.

(1984; 1987, p. 54) observed unexpected differences between

those students with internship experience and those without.

Fifty-two percent of their sample had internships with

newspapers. They found that those with the internship

experience had lower scores on the professional index than
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those without, and had higher scores, though not

significantly higher, on job security.

Barber and Baukus (1988) compared differences among

students with internship experience, students without

internship experience, and working professionals in relation

to the three group's perceptions about media jobs. These

researchers found that non-interns expected a higher degree

of personal satisfaction from their careers as well as higher

expectations for personal fulfillment from their work than

did the other two groups. Students with internship

experience were more realistic than were the non-interns

about the amount of routine duties their careers would

entail. This study suggested "that students may be selecting

a media or communications major without clearly understanding

the requirements, expectations, or gratifications of a job in

this field" (p. 23). A similar concern has been expressed by

Beasley (1990). "The naivete of many journalism students is

overwhelming. They don't understand what they will face

after they graduate," (p. B2). She indicated that it is up

to journalism professors to inform students, but Barber and

Baukus (1988) suggested that "more dialogue between

professionals and amateurs needs to take place along the

educational path, and a good place for that dialogue to begin

seems to be during an internship" (p. 23) .
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Some educators, recognizing the value of learning by

experience, are attempting to make the classroom more closely

resemble the field setting (Powell, 1983). Ciofalo (1989)

observed that the case study approach has been introduced in

some curricula as a vicarious mode of experiential learning

which "may one day provide the elusive link between the

classroom and the workplace" (p. 27). Real world educational

opportunities, however, may be difficult to duplicate in the

classroom (Taylor, 1979, p. 25).

Structure

Journalism educators cannot agree on a policy that would

bring consistency to standards and regulation of internships

(Ciofalo, 1989; Cowdin, 1978; Garrison, 1983) . This problem,

of course, is not unique to journalism (Williams, 1979).

Garrison (1983) has proposed that "perhaps it is this wide

variation and wide range of academic control and quality that

should concern us most" (p. 7).

Although practitioners urge the internship requirement,

the pattern of practice tends away from making it an academic

requirement for graduation (Carty, 1983; Ciofalo, 1989;

Garrison, 1981, 1983; Kendall, 1980). The completion of a

noncredit internship is required as part of the major in a

few programs (L. B. Becker et al., 1987, p. 14). Femmel's

(1978, p. 17) survey of 53 schools found 10 that required

internships. More commonly, internships are urged or
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recommended. Cowdin (1978, p. 13) indicated that an

insufficient number of internship opportunities to service

all majors may be one factor that prevents schools from

requiring an internship. Kendall's study (1980), however,

indicated that there are more internship positions available

than students can fill.

The amount and quality of supervision by both academic

sponsors and internship supervisors varies from program to

program and from internship site to internship site. The

internship supervisors are usually involved to the extent

they choose in the internship process. In some cases they

choose the intern for the job. In other instances, a

superior within the organization chooses the intern and

simply assigns the intern to their supervision. Heskin's

(1977) experiences have shown that "the more a supervisor is

involved in the entire process, the more seriously the

supervisor takes it" (p. 121).

L. B. Becker et al. (1987) pointed out that some

universities set rigid standards for input and evaluation by

academic sponsors, while others allow great latitude. ACEJMC

stresses the importance of close monitoring by the academic

sponsor (Accredited Journalism and Mass Communications

Education, 1989-90). Some internship supervisors are unsure

of what their roles in the internships should be, whether

they should serve as teacher or employer (Peters, 1975).
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Academic sponsors often perceive internship supervisors to be

either poor teachers or not equipped or willing to perform in

the teacher role. Westmoreland and Starr (1977), however,

observed that some internship supervisors spend many hours

discussing the business with the interns. Brightman (1989)

suggested weekly meetings in the form of a mini-management

training seminar or forum to allow interns the chance to meet

as a group and provide feedback on the program's strengths

and weaknesses.

Students generally qualify for internships initially by

completing a prerequisite course or courses (Carty, 1983;

Hanson, 1984; Kendall 1980). In addition, a standard grade

point average and senior standing may be required. Kendall

(1980) noted that "the pattern of practice tends toward

admitting only qualified students to internships" (p. 32).

In areas where there are more students seeking internships

than there are placements, the internship program becomes

competitive. The portion of time a student must invest in

applying for an internship then acts as a deterrent to

students who are simply trying to escape classroom learning

(Hanson, 1984, p. 57).

Academic Credit Controversy

Even though no one seems to debate the benefit of the

internship, controversy persists among educators over whether

to award academic credit. "Among masscomm faculties there is
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a nascent sentiment that could potentially swell into a

backlash to decertify internships, if not to eliminate them

altogether" (Ciofalo, 1988, p. 68). A significant portion of

the literature related to journalism internships is devoted

to this debate, which additionally encompasses questions of

how much credit should be granted and how the grade should be

determined. (Ciofalo, 1988, 1989; Cowdin, 1978; Garrison,

1981, 1983) Journalism programs in higher education include

those offering credit-earning, catalog-listed internship

courses to those which do not consider internships at all

(Garrison, 1983, p. 4).

The concern of some journalism faculty is that too much

academic credit awarded for internship experience would tend

to dilute the academic experience (Cowdin, 1978; Garrison,

1981, 1983). Consequently, some "do not grant credit for

internships, believing that coursework and internships are

both valuable, but not equivalent" (L. B. Becker et al.,

1987, p. 14). The position of Rutgers University, for

example, is that although an internship may be beneficial, it

does not take the place of classroom instruction (Hanson,

1984, p. 55). Even though prerequisite courses of theory are

usually taken prior to the internship, the concern of some is

that intellectual growth does not occur outside the context

of a theory course (Garrison, 1981).
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Among those programs that offer academic credit, there

is great variation in the number of credit hours awarded

(Kendall, 1980, p. 32). The ACEJMC has grappled with the

situation at length. The 1983-84 standard (Accredited

jJournalism and Mass Communications Education, 1983-84) stated

that no more than 10 percent of a student's journalism and

mass communications credit could be earned through

internships. In 1985 it was modified to state, "internships

and other quality work experience in journalism and mass

communications should be encouraged . . . academic credit may

be awarded . . . but must not exceed three semester hours"

(Accredited Journalism and Mass Communications Education,

'985-86, p. 12). According to the 1989-90 standard

(Accredited Journalism and Mass Communications Education,

L989-90)i, academic credit

should not exceed one semester course (or its

equivalent) if the internship is away from the

institution and, for the most part, supervised by the

media professionals rather than academics . . . up to

two semester courses (or their equivalent) at an

appropriate professional organization where the

institution can show ongoing and extensive dual

supervision by the institution's faculty and

professionals. Schools may have up to three semester

courses (or their equivalent) at a professional media
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outlet owned and operated by the school where full-time

faculty are in charge and where the primary function of

the media is to instruct students. (p. 10)

Kendall (1980) noted that a major perplexity associated

with internships is that "the number of credits available

does not match the normal term load" (p. 36). It is a

problem that significantly affects students and may even

influence who engages in an internship. To take an

internship, students must enroll for fewer credit hours than

a normal semester-load, meaning that they fall behind in

progressing toward degree requirements.

Even when it has been determined that credit will be

offered, the matter of who will assign the grade remains.

This is usually determined by the structure of the

internship; the dilemma of who will evaluate a student's

performance depends, to some degree, on the roles of the

academic sponsor and the internship supervisor.

Ciofalo (1989) acknowledged that "faculties are

rightfully concerned about transferring the control and

responsibility for evaluating student performance to an off-

campus professional who is not academically certified" (p.

25). Conversely he added that

the inability to cut the internship's umbilical tie to

the classroom persists despite the fact that most

professionals, who have always been responsible for on-
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the-job training, are often more qualified to teach

practical courses, either on or off the campus, than

many theoreticians and researchers. (p. 26)

One educator who responded to Cowdin's (1978) survey

stated, "to suggest that on.jly journalism instructors are

qualified to judge what is an adequate learning experience or

situation is being quite presumptuous" (p. 16). Kendall

(1980, p. 36) suggested that the professional experience

level and educational level of the practitioner should be

considered.

In some cases the rationale for not granting academic

credit is based on the fact that faculty are responsible for

assigning the intern a grade without actually observing the

internship experience (Starr, 1990, p. 9). Cowdin (1978)

observed that the employer generally recommends the final

grade. The instructor, however, usually reserves the right

to change the grade recommended by the employer.

Cowdin (1978) pointed out that letter grades sometimes

result in grade inflation because A's are usually given. His

study indicated that half gave letter grades and half gave

only credit/no credit or pass/fail. In some instances, a

letter grade was given only because pass/fail was not an

option in the student's major field.

Some internships in schools which stress classroom

education, but which facilitate internships out of
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concern for potential student employment, do not grade

internships at all, but treat them as "pass/fail"

options. This is a very practical approach to the

administration of alternating internships, particularly

when the student is operating in a field site some

distance away from the academic institution. (Hanson, p.

60)

After one college moved to a stricter grading system, it was

noted that the number of students who chose to do internships

dropped significantly (Ciofalo, 1988, p. 70).

The awarding of credit in some schools requires some

form of activity beyond the work-related aspect of the

internship. Some interns must return to the classroom for a

validating experience. In essence, the grade or credit is

given for a complementary seminar taken in conjunction with

or after the internship (Garrison, 1981; McGaughey, 1987).

Some programs require academic-type components such as papers

related to a reflective observation of the experience, while

others simply go do the job and report back at the end of the

experience.

The subject of whether financial compensation should be

a part of the internship is tied, in some respects, to the

credit controversy. Some allow the intern to receive both

pay and credit. Others allow either pay or credit but not

both (Cowdin, 1978; Kendall, 1980). Cowdin (1978) noted
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there is concern relative to allowing academic credit for a

job a student has already been doing. At least one school,

while not allowing credit ex post facto for job experience,

permits students to have credit-bearing internships at sites

where they already have jobs. Consequently, some schools do

not permit salary when credit is being extended (Kendall,

1980).

In some cases, the students find that internships are

more difficult to obtain if the college or university the

student represents does not offer academic credit for

internships (Starr, 1990).. The rationale is that the site

cannot or will not pay student interns. These internship

supervisors view academic credit as a substitute for wages.

L. B. Becker et al. (1987, p. 14) observed that students are

more likely to be helped in their efforts to find internships

in those cases where a salary will be involved.

Although the absence of salary should not affect the

intern's learning, it may affect who can and who cannot

afford to take an internship. Hanson (1984) suggested that

"it may be unfair to expect students to participate in

internships which do not at least pay their expenses" (p.

56). According to a recent reinterpretation of the US

Federal Wage and Hour Division regulations governing

internships, however, neither cash nor academic credit is
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required if the internship benefits the student (Starr,

1990).

As one respondent to Cowdin's (1978) study noted,

"credit is a realistic way of encouraging students to

undertake internships, but credit should not be used to

subsidize employers. Pay for work done is part of the

working world reality" (p. 16). Even without credit or

salary, the internship still offers experience to list on a

resum6 and opportunities to make contacts in the media field.

It can be observed that even though not all internship

sites are equal in their demands, neither is all quality of

teaching (Cowdin, 1978, p. 16). Kendall (1980) reported that

internship practices "generally appear sound, with

respondents reporting adherence to academic standards and

conformity to the demands of professional practice" (p. 31-

32). Employers generally want to make the internship a

worthwhile educational experience for the student (Cowdin,

1978, p. 14). Most respondents said that abuse by either

students or employers is kept under control by close faculty

supervision.

DeMott (1981) briefly described four major differences

in journalism internships:

* Internship experience is required for graduation

from some programs, but not by all
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* Academic credit is given for internship experience

by some journalism programs, but not by all

* Students are paid [by their employers] for their

work under some internship programs, but not all

* Some schools and department of journalism delegate

all supervision of interns to newspapers. Others

require a role by the journalism faculty. (p. 5)

Summary

The journalism internship appears to be the ideal

opportunity to apply Kolb's conceptual model. Ciofalo

(1989), in fact, has proposed a model that sounds like

Kolb's. Recognizing that it would be considered radical by

some journalism educators, he offered a configuration in

which students would begin with an internship, "followed by a

theory course, maybe with a practical (lab or workshop)

course sandwiched in between . . . . it affirms the

progression from a lower order to a higher order of

knowledge, moving in stages from the concrete to the

abstract" (p. 27). In addition, a reflection paper would

provide an opportunity to further operationalize Kolb's

experiential learning theory (Hursh & Borzak, 1979, p. 71).

Journalism internships are generally viewed as pre-

professional experience. Hursh (1975), however, observed

that the internship can contribute to a liberal learning

experience. Rather than diluting the academic experience,
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therefore, the internship experience can enhance it by making

the remainder of classroom course work more meaningful.



CHAPTER III

METHODS AND PROCEDURES

Introduction

This chapter presents the methods and procedures used to

obtain and analyze the data of the study. The Learning-Style

Inventory and an internship questionnaire were used to

accomplish the purpose of the study, which was to explore

learning-style preferences of journalism students to

determine the differences in learning-style preferences

between journalism students with internship experience and

those without internship experience, and the association of

selected demographic factors. The limited existing research

concerning the students' perspectives on journalism

internships in general, and the association of preferred

learning styles and journalism internships in particular, led

to the plan for a descriptive study.

Research Population

The population for the study consisted of all junior-

level journalism students in the news-editorial sequences, or

the equivalent sequence, in the five ACEJMC-accredited

programs in Texas. These programs are located in the

following schools: Texas Christian University, Texas A&M

University, Texas Tech University, University of North Texas,

and The University of Texas at Austin. Because these are all

80
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ACEJMC-accredited programs, students can receive no more than

three hours of academic credit (one semester course or its

equivalent) for an internship that "is away from the

institution and, for the most part, supervised by the media

professionals rather than academics" (Accredited Journalism

and Mass Communications Education, 1989-90). Journalism

programs in the population represent five of the 91 programs

with ACEJMC accreditation in the United States. Becker

(1990) estimates that approximately 155,000 students were

enrolled as undergraduate journalism or mass communication

majors in 1989. He projected that 40,673 (26%) of those were

juniors.

Undergraduate catalogs from the five universities

indicate variations in internship requirements,

prerequisites, and the offering of academic credit for the

experience. Some catalogs are more explicit than others in

stipulating these requirements. With one exception, the

catalogs do not indicate the actual number of clock-hours a

student would have to devote to the internship in order to

receive three hours of academic credit. The exception is

Texas Christian University.

The University of North Texas offers three hours of

academic credit for a 4000-level internship course

(University of North Texas 1990-1991 Undergraduate Catalna1

p. 116). The student must arrange to receive credit in

,A- -4j
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advance of enrollment and must have the consent of

department.

Texas Tech University offers a 3000-level internship

course for three hours of academic credit which is offered on

a pass/fail basis only (Texas Tech University 1989-90

Undergraduate Catalog, p. 231). The student must have junior

or senior standing, must have taken a newswriting course and

a reporting course, plus he or she must have the

recommendation of a faculty member, division director and/or

area coordinator. Requirements include a minimum of eight

weeks full-time supervised employment, weekly reports,

interviews, and a term paper approved by employer and intern

director. Becker's study (1989) noted that Texas Tech

University was number ten in the nation in total enrollment

in 1988, with 1,391 enrolled.

Texas Christian University is the only private school

among the five (Texas Christian University Bulletin, 1989-

.90/190-91, p. 216-217). Its program is one of 10 private

schools in the nation with an accredited program. The

program offers three hours of academic credit for an

internship. A 2.5 GPA on at least 75 semester hours plus at

least nine hours in journalism courses is required in order

to enroll for internship credit. The intern must work a

minimum of 260 hours, must meet a one hour class per week,

and must have the approval of the department chairperson.
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Texas A&M University has the only program of the five

that does not grant academic credit for internships (Texas

A&M University, 1989-90 Catalog). The program is not

sequenced as definitively as the other programs and offers a

more generic journalism program.

The program at The University of Texas at Austin refers

to its equivalent sequence as news and public affairs (TJhe

University of Texas at Austin, 1989-1991). The catalog states

that internships are to be arranged by the student and

approved by the instructor. Prerequisites are instructor

consent, a passing score on the College of Communication

Grammar, Spelling and Punctuation Test, and credit for a news

reporting course (which has a prerequisite of writing for the

mass media and copyediting).

The Sample

The sample was composed of 33 junior-level news

editorial students from the five ACEJMC-accredited programs

in Texas. The experimental group was a convenience non-

probability sample of 13 who participated in internships at

professional newspapers during the summer of 1990. One was

from Texas Christian University, one from Texas A&M

University, one from Texas Tech University, five from the

University of North Texas, and five from The University of

Texas at Austin. Self-selection brought these students to

the internship experience; none of the students was required
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to complete an internship in their course of study. No

attempt was made to separate those who had some previous

professional experience from those who had not.

The control group consisted of 20 junior-level news-

editorial students who had not participated in an internship.

These individuals were selected by a university member. Five

were from Texas Christian University, four from Texas A&M

University, one from Texas Tech University, five from the

University of North Texas, and five from The University of

Texas at Austin. It was possible that a student had worked

for a professional newspaper during the summer and did not

classify the experience as an internship. The effects of

such an experience could resemble those of a non-credit

internship. To ensure that this did not occur, the control

group was further qualified as students who did not work for

an off-campus newspaper during the summer.

The 8:5 ratio of women to men in the experimental group

and 16:4 in the control group somewhat reflects the trend in

journalism programs today. Females who received bachelor's

degrees from journalism and mass communications programs in

1989 outnumbered males three to two. Becker's study (1990),

however, does not further categorize gender by sequence.

Although the sample is composed of junior-level news

editorial majors, the students' backgrounds in news reporting

and news editing course work varied. Furthermore, the amount
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of academic credit earned in the areas of news reporting or

news editing may not adequately reflect actual reporting

and/or editing abilities. The credit hours ranged from none

to 18 of news reporting and none to nine of news editing.

Credit for news reporting of more than 12 hours was counted

as 12 hours, because it was likely that credit for more than

12 hours was credit for other writing courses. Credit of

more than six hours for news editing was reported as six

hours because only one individual reported having more than

six hours of credit. Previous professional newspaper

experience ranged from none to full-time staff positions.

Procedures for Data Collection

Access to the interns was gained through the cooperation

of department chairpersons and internship program supervisors

at each university. Telephone calls were made in April 1990

to the five journalism department chairpersons to solicit the

participation of their departments and to determine the

approximate number of questionnaires that would be required.

At some of the schools, the chairpersons themselves agreed to

distribute the instruments. At others, someone else in the

department or school was suggested who could assist. At one

school the chairperson suggested someone to help. This

individual refused but suggested another faculty member.

Learning-Style Inventories and internship questionnaires

(Appendix 143) were then mailed to the respective chairpersons
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or internship supervisors at each university. To underscore

the importance of an expeditious return of the surveys, an

express mail, postage-paid return envelope was included to each

of the schools with one exception. The University of North

Texas journalism department chairperson had committed himself

to the study, so a return by express mail did not seem

necessary in that case. Accompanying cover letters (Appendix

145-149) contained instructions for administering the pretest

prior to the beginning of the internship. Follow-up telephone

calls were made to those universities that did not return the

surveys within two weeks. When the faculty member at one school

indicated that the surveys had arrived "too late," a trip to

the university was made to determine what more could be done to

facilitate obtaining a pretest measurement. Consequently, it

was agreed that the survey would be given to a control group in

a class on the first day of the summer term. The addresses and

telephone numbers were obtained from that university for the

students who planned to do internships at professional

newspapers during the summer. Surveys and postage-paid return

envelopes were then mailed to those individuals, along with

cover letters (Appendix 151). Follow-up telephone calls were

made to those individuals who did not respond within two weeks.

Anonymity was maintained, although names were requested on the

instruments so the pretests could later be matched with the

posttests.
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Ten surveys were disqualified from the pretest, one

because it was not completed properly, one because the

respondent had just started a full-time professional

newspaper job, one because the pretest was not returned until

the end of the summer, and seven because the surveys were

completed by students who indicated they were doing

internships somewhere other than at a professional newspaper,

primarily in public relations. This occurred even though the

instructions to the chairpersons indicated that the students

in the experimental group must do an internship at a

professional newspaper.

Learnina-Style Inventories and cover letters of

instructions (Appendix 153-157) were mailed to the university

representatives at the end of August to distribute for the

posttest following the internship period. The internship

questionnaire was not included in the posttest. Anonymity

was maintained, although names were requested on the

instruments to correlate posttests with pretests.

Two respondents in the pretest, both from the same

university, did not respond to the posttest. Several

telephone calls were made to the university for assistance in

collecting these posttests, but to no avail. Both non-

responders were female, one from the with internship

experience group and one from the without internship

experience group.
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Research Instruments

The population sample was surveyed with the Learning-

Style Inventory and an internship questionnaire to collect

the data for the study. The LSI is a quantitative measure of

learning style based on Kolb's experiential learning theory

and learning model. The instrument is appropriate for the

study because it was designed to assist individuals in

assessing their abilities to learn from experience. Its self-

stated purpose is "to measure the degree to which individuals

display the learning styles derived from experiential

learning theory" (LSI Technical Manual, 1985, p. 3) . It is

"constructed in such a way that individuals respond to it

somewhat as they would respond to a learning situation: it

requires them to resolve the tensions between the abstract-

concrete and active-reflective orientations" (Kolb, 1985, p.

3).

The inventory was developed by David Kolb in 1976 and

revised in 1985. The items in the revised version consist of

the original LSI items translated into simpler language and a

new set of six items per scale. It is designed to be self-

administering and takes about 10 minutes to complete. It

consists of a 12-item questionnaire requiring the respondent

to rank-order four sentence endings by assigning a number to

each sentence ending: 4 = most like you, 3 = second most

like you, 2 = third most like you, and 1 = least like you.
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Ties are not allowed. The sentence endings correspond to the

four learning modes: Concrete Experience (CE), Reflective

Observation (RO), Abstract Conceptualization (AC), and Active

Experimentation (AE).

One alteration was made to the instructions on the

Learning-Style Inventory. The original instructions include

the following statement: "Try to recall some recent

situations where you had to learn something new, perhaps on

your job" (Learning-Style Inventory). The researcher marked

out the "perhaps on your job" statement so the subjects would

not make a distinction between learning on the job and

learning in the classroom.

The four column totals indicate the relative emphasis

the respondent places on each of the learning modes. Raw

scores range from 12 to 48. From these totals, the inventory

yields two combination scores, (AC-CE, Abstract

Conceptualization minus Concrete Experience) and (AE - RO,

Active Experimentation minus Reflective Observation). The

combination scores indicate the extent to which the

respondent emphasizes abstractness over concreteness and

action over reflection in a learning situation. These scores

range from +36 to -36. All six indices were included for

analyses of each hypothesis in the study.

Reliability and validity studies relating to the

instrument have been conducted and the findings published.
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"The four basic scales and two combination scores all show

very good internal reliability as measured by Cronbach's o (n

= 268). The combination scores show almost perfect

additivity (1.0) as measured by Tukey's test" (LSI Technical

Manal, 1985, p. 4). McBer and Company provide the following

reliability values for the LSI (p. 6).

Cronbach's Tukey's
Standardized Additivity
Scale Alpha Power

Concrete Experience (CE) .82 .91

Reflective Observation (RO) .73 1.09

Abstract Conceptualization (AC) .83 1.07

Active Experimentation (AE) .78 1.03

Abstract-Concrete (AC - CE) .88 1.00

Active-Reflective (AE - RO) .81 .99

Numerous studies by Kolb and others reflect the validity

of the instrument. The bibliography published by McBer and

Company lists more than 200 articles and dissertations

reporting research using the LSI and/or Kolb's experiential

learning theory.

In addition to the LSI, an internship questionnaire was

designed by the researcher and administered in the pretest to

obtain demographic data. It sought information on gender,

the number of hours of academic credit the student had earned

in news reporting and news editing, the amount of
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professional newspaper experience the student had, and

whether the student earned academic credit for the

internship.

Procedures for Analyses of Data

The study was designed to explore learning-style

preferences of journalism students to determine the

differences in learning-style preferences between journalism

students with internship experience and those without

internship experience, and the association of selected

demographic factors. Both descriptive and inferential

statistics were used.

One learning style is not presumed to be better than

another. According to Kolb, effective learning uses each

stage. Differences simply imply a different method of

approach to gathering and processing information. The study,

therefore, was concerned only with differences or changes in

learning styles.

Demographic data were collected on an internship

questionnaire, which was a part of the pretest. The data

were collected according to the categories of gender, number

of hours of college credit in news reporting and news

editing, amount of professional newspaper experience, and

whether or not the individual planned to do an internship.

Those who planned to do an internship were further requested
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to indicate whether college credit would be received for the

experience.

The data were categorized, for descriptive purposes, and

appropriate tables were developed to analyze the sample. The

internship/no internship groups were classified by gender.

News reporting course work was categorized as none, three,

six, nine and 12 or more hours of credit. News editing

course work was placed in three categories: none, three, and

six or more hours of credit. Means and standard deviations

were calculated. The amount of professional experience the

student had was classified as none, stringer, part-time

staff, full-time staff, freelance, and previous internship.

The data are presented in summary tables in Chapter IV.

Using the nonequivalent pretest/posttest control group

design, this quasi-experimental research tested differences

in learning-style preferences between students who have and

who have not participated in a journalism internship and the

association of selected demographic factors. This is one of

the most widespread experimental designs in educational

research. It involves an experimental group and a control

group both given a pretest and a posttest, but in which the

control group and the experimental group do not have pre-

experimental sampling equivalence. Rather, the groups con-

stitute naturally assembled collectives such as classrooms,

as similar as availability permits but yet not so similar
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that one can dispense with the pretest (Campbell & Stanley,

1963, p. 47).

Each LSI in the pretest group was hand scored and double

checked for accuracy. Raw scores were entered into the

computer for each profile factor: CE, RO, AC, AE, AC-CE,

and AE-RO. Group means and standard deviations were compared

to determine if a significant difference existed in pretest

scores between the experimental and control groups. A _t test

of significance for independent samples on pretest scores was

conducted for each of the six categories of the LSI scores.

Significant differences were reported at the .05 level of

significance. Findings are shown in summary tables in

Chapter IV.

Each LSI in the posttest group was also hand scored and

double checked for accuracy. Raw scores were entered into

the computer for each profile factor, CE, RO, AC, AE, AC-CE,

and AE-RO.

HO1 There is no significant difference in the

learning-style preferences between those students who

have, and those students who have not participated in

an internship.

To test the first hypothesis, Analysis of Covariance was

conducted for each of the six LSI profiles on posttest scores

with the pretest scores used as the covariate. Significance
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at .05 was reported. The data findings are reported in

summary tables in Chapter IV.

H02 There is no significant difference in the

learning-style preferences between males and females

with internship experience.

To test the second hypothesis, a t test of independent

samples was conducted for each of the six LSI profiles.

Significance at the .05 level was reported. The data are

presented in summary tables in Chapter IV.

H03 There will be no significant difference in the learning-

style preferences between males and females with

internship experience.

To test the third hypothesis, a t test of independent

samples was conducted for each of the six LSI profiles.

Significance at the .05 level was reported. The data are

presented in summary tables in Chapter IV.

H04 There will be no significant difference in the learning-

style preferences between males with internship

experience and males without internship experience.

To test the fourth hypothesis, a t test of independent

samples was conducted for each of the six LSI profiles.

Significance at the .05 level was reported. The data are

presented in summary tables in Chapter IV.
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HO5 There will be no significant difference in learning

style preferences between females with internship

experience and females without internship experience.

To test the fifth hypothesis, a I test of independent

samples was conducted for each of the six LSI profiles.

Significance at the .05 level was reported. The data are

presented in summary tables in Chapter IV.

H06 There will be no significant difference in learning-

style preferences in students with internship experience

who receive academic credit and students with internship

experience who do not receive academic credit.

To test the sixth hypothesis, a :L test of independent

samples was conducted for each of the six LSI profiles.

Significance at the .05 level was reported. The data are

presented in summary tables in Chapter IV.

Summary

An experimental group and a control group composed of

students from the five AECJMC-accredited journalism programs

in Texas formed the sample of n = 33. Kolb's Learning-Style

Inventory and an accompanying internship questionnaire were

utilized to measure preferred learning styles and to collect

demographic data from the sample. To determine the

differences in learning-style preferences between journalism

students with internship experience and those without

internship experience, and the association of selected
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demographic factors, six hypotheses were tested at the .05

level of significance. Findings are presented in Chapter IV.



CHAPTER IV

PRESENTATION AND ANALYSIS OF DATA

One learning style is not presumed to be better than

another. According to Kolb, effective learning uses each

stage. The difference simply implies a different method of

approach to gathering and processing information. The

purpose of this study, therefore, was concerned only with

differences in learning style preferences between students

with internship experience and students without internship

experience, and the association of selected demographic

factors and the internship experience.

Demographic Description of the Sample

Demographic questions were designed to determine the

respondents' gender, number of credit hours received in

reporting and editing courses, and amount of professional

experience. Members of the internship group were also asked

whether they received academic credit for their internships.

The questions related to gender and internship credit were

asked for purposes of hypotheses testing. Questions about

reporting credit, editing credit, and professional experience

were asked to provide descriptive data about the sample.

A summary of the respondents' classification according

to gender, internship, and no internship is presented in

Table 1. These distinctions in the sample are the basis of

97
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the comparisons in the first five hypotheses.

Table 1
Summary of Groups by Gender

M F 96 Total I

No internship 4 20 16 80 20 61
Internship 5 38 8 62 13 39

Total 9 27 24 73 33 100

Of the 33 total respondents, nine (27%) were male and 24

(73%) were female. The experimental group consisted of 13

(39%) who did internships, five (38%) of whom were male, and

eight (62%) were female. There were 20 (61%) in the control

group, those who did not do an internship, four (20%) male

and 16 (80%) female.

A summary of the internship experience respondents in

relation to credit received for the experience is presented

in Table 2. This distinction is the basis of the comparison

in the sixth hypothesis.

Table 2
Summary of Internships

By Credit/No Credit

credit 7 (54%)
no credit 6 (46%)
total 13 (100%)

Seven (54%) of the respondents who did internships received

academic credit for the experience. Six (46%) did not
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receive academic credit for their internship experience.

The number of respondents according to the amount of

academic credit for reporting course work each had at the

time of the pretest is summarized in Table 3. These

distinctions provide descriptive data about the sample.

Table 3
Summary of Reporting Course Work Credit of the Sample

Reporting Total Group Int. Group No Int. Group
N 33 13 20
none 1 0 1
3 hrs 5 1 4
6 hrs. 8 2 6
9 hrs. 13 5 8

12 hrs. 6 5 1
mean 7.636 9.231 6.600
.M 3.190 2.862 3.016

Note: reporting (12 = 12 credits or more)

The number of credits received for reporting courses

ranged among the respondents from none to 12. Those who

indicated that they received more than 12 credits of

reporting were classified as having received 12. The mean

number of reporting credit hours was 7.636 and the standard

deviation was 3.19. One respondent had not received any

credit for reporting course work. Five indicated having

received three credit hours; eight had received six hours; 13

had received nine hours; and six had received 12 or more

credit hours of reporting.



100

A summary of academic credit for editing course work the

respondents had at the time of the pretest is presented in

Table 4. These distinctions provide descriptive data about

the sample.

Table 4
Summary of Editing Course Work Credit of the Sample

Credit Gr. total Gr. with int. Gr. w/o int.

N 33 13 20
none 8 2 6
3 hrs. 18 8 10
6 hrs. 7 3 4
mean 2.909 3.231 2.700
M 2.052 1.922 2.155

editing (6 = 6 credits or more)

Credit hours for editing course work ranged from none to

six hours. Those who indicated that they received more than

six credits of editing were classified as having received

six. The mean number of editing credit hours was 2.909 and

the standard deviation was 2.052. Eight respondents reported

having received no credit for an editing course; 18 had three

hours of editing credit; and seven had six or more hours of

editing.

Respondents are classified in Table 5 according to the

amount of professional newspaper experience they have at the

time of the pretest. These distinctions provide descriptive

data about the sample.
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Fourteen (42.42%) of the total respondents reported having no

professional newspaper experience. Twelve (36.36%) reported

experience as part-time staff, thee(9.09%) as full-time

staff, two (6.06%) as freelance, one (3.03%) as a stringer,

and one (3.03%) had previous internship experience.

Table 5
Summary of Professional Newspaper Experience of Sample

Experience N w/Int W/o Int. Total IL

none 2 ( 6.06%) 12 (36.36%) 14 (42.42%)
pt staff 6 (18.18%) 6 (18.18%) 12 (36.36%)
ft staff 2 ( 6.06%) 1 ( 3.03%) 3 ( 9.09%)
freelance 2 ( 6.06%) 0 ( 0%) 2 ( 6.06%)
stringer 0 ( 0%) 1 ( 3.03%) 1 ( 3.03%)
previous internship 1 ( 3.03%) 0 ( 0%) 1 ( 3.03%)

Total 13 (39.39%) 20 (60.6%) 33 (100%)

Normative Data

McBer and Co. provides (LSI Technical Manual, p. 6) a

normative profile. The sample was based on 1,446 ethnically

diverse adults between the ages of 18 and 60 who represented

a wide range of career fields. Members of the sample had an

average education of two years of college. The manual

provides the average raw scores for the sample as shown in

the following:
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Standard
Mean Deviation

Concrete Experience (CE) 26.00 6.8

Reflective Observation (RO) 29.94 6.5

Abstract Conceptualization (AC) 30.28 6.7

Active Experimentation (AE) 35.37 6.9

Abstract-Concrete (AC-CE) 4.28 11.4

Active-Reflective (AE-RO) 5.42 11.0

Tests of Significance

Six hypotheses were proposed for this study. Each of

the six LSI profiles, CE (concrete experience), RO

(reflective observation), AC (abstract conceptualization), AE

(active experimentation), AC-CE (abstract conceptualization

minus concrete experience), and AE-RO (active experimentation

minus reflective observation) were tested for each

hypothesis. Significance at the .05 level is reported. The

data are presented in summary tables.

Hypothesis one stated that there would be a significant

difference in learning style preferences between students who

have, and students who have not, participated in an

internship. The computed means and standard deviations of

the entire sample on the pretest LSI scores for each of the

six profile factors are reported in Table 6.
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Table 6
Summary of Pretest Means and Standard Deviations for the
Sample

Number of Observations 33

CZ RO AC AZ AC-Cl AZ-RO

33 33 33 33 33 33
Minimum 12.000 14.000 18.000 17.000 -19.000 -19.000
Maximum 41.000 45.000 48.000 45.000 30.000 29.000

26.697 29.273 30.606 33.394 3.909 4.121
7.892 7.281 7.537 7.537 13.364 12.673

The means and standard deviations were computed for the

no internship, or control, group on the pretest LSI scores

for each of the six profile factors. The findings are

summarized in Table 7.

Table 7
Summary of Pretest Means and Standard Deviations for
Sample Group Without Internship

Number of Observations 20

CE RO AC AZ AC-CE AZ-RO

20 20 20 20 20 20
Minimum 12.000 16.000 18.000 18.000 -17.000 -18.000
Maximum 41.000 45.000 45.000 45.000 30.000 29.000

26.600 29.500 28.650 35.250 2.050 5.750
8.075 6.917 7.471 7.063 13.748 11.933

The means and standard deviations were computed for the

internship, or experimental, group on the pretest LSI scores

for each of the six profile factors. The findings are

summarized in Table 8.
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Table 8
Summary of Pretest Means and Standard Deviations for
Sample Group With Internship

Total Observations: 13

CE RO AC AZ AC-CE AE-RO

I 13 13 13 13 13 13
Minimum 16.000 14.000 21.000 17.000 -19.000 -19.000
Maximum 40.000 45.000 48.000 42.000 25.000 25.000
H 26.846 28.923 33.615 30.538 6.769 1.615

7.925 8.088 6.850 7.612 12.742 13.842

A t test of significance for independent samples between

the internship group and the without internship group on

pretest scores was conducted for each of the six scales of

LSI scores. Significant differences are reported at the .05

level of significance. The results are displayed in Table 9.

Table 9
Summary of T Tests Between Internship Group
and Without Internship Group on Pretest Scores

CE RO AC AZ AC-CE AE-RO

26.697 29.273 30.606 33394 3.909 4.121
-.086 -.219 -1.926 -1.817 -.991 -.913
7.892 7.281 7.537 7.537 13.364 12.673
.932 .828 .063 .079 .329 .368

*g < .05

Probabilities of .932 on CE, .828 on RO, .063 on AC,

.079 on AE, .329 on AC-CE, and .368 on AE-RO indicate there

were no significant differences between the two groups using

simple t6 tests. Pretest equivalence between the two groups
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means that significant differential scores upon posttesting

would indicate differential change.

Means and standard deviations were computed for the

entire sample on the posttest LSI scores for each of the six

profile factors. These findings are summarized in Table 10.

Table 10
Summary of Posttest Means and Standard Deviations for the
Sample

Number of Observations 33

CE RO AC AX AC-CE AE-RO

31 31 31 31 31 31
Minimum 16.000 16.000 19.000 1.000 -25.000 -35.000
Maximum 46.000 45.000 41.000 47.000 22.000 30.000
f 29.161 28.290 27.935 34.032 -1.226 5.742

8.997 7.110 7.014 11.294 13.155 15.782

Means and standard deviations were computed for the

without internship, or control, group on the posttest LSI

scores for each of the six profile factors. These findings

are summarized in Table 11.

Means and standard deviations were computed for the

internship, or experimental, group on the posttest LSI scores

for each of the six profile factors. These findings are

summarized in Table 12.
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Table 11
Summary of Posttest Means and Standard Deviations for
Sample Group Without Internship

Number of Observations 20

Cl RO AC A AC-Cl AI-RO

19 19 19 19 19 19
Minimum 19.000 17.000 19.000 15.000 -23.000 -17.000
Maximum 46.000 41.000 41.000 46.000 13.000 26.000

30.579 27.474 27.579 34.368 -3.000 6.895
7.712 5.806 7.328 10.647 10.796 13.57

Table 12
Summary of Posttest Means and Standard Deviations for
Sample Group With Internship

Total Observations: 13

Cl RO AC AZ AC-CE AZ-RO

N 12 12 12 12 12 12
Minimum 16.000 16.000 20.000 1.000 -25.000 -35.000
Maximum 45.000 45.000 41.000 47.000 22.000 30.000
H 26.917 29.583 28.500 33.500 1.583 3.917

10.698 8.929 6.762 12.724 16.345 19.280

Analysis of Covariance was then conducted for each of

the six LSI profiles on posttest scores with the pretest

scores used as the covariate. The SYSTAT manual (1990, p.

261-262) highly recommends that when doing analysis of

covariance, an interaction test be run first using a model in

which the covariate and the treatment is run with the

treatment as an interaction. This is also called testing for

homogeneity of slopes. If there is no significant
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interaction, ANCOVA can be applied directly.

The results of pretest CE in testing for significant

interaction between the covariate, pretest CE, and the

treatment, all respondents, is reported in Table 13. The

significance is reported at .05.

The probability of the interaction term GRP by pretest CE was

.637. Since the interaction was not significant, ANCOVA was

applied directly. The results are reported in Table 14.

The probability for CE was .258, which was not significant.

The results of pretest RO in testing for significant

interaction between the covariate, pretest RO, and the

treatment are reported in Table 15. The significance is

reported at .05.

Table 13
Analysis of Covariance Summary for CE to Test For
Interaction Between Covariate and Treatment

Dependent Variable: Posttest CE

X: 31

Source SS df MS F-Ratio a
GRP 1.633 1 1.633 0.020 0.890
Pretest CE 47.498 1 47.498 0.569 0.457
GRP* Pre-
test CE 19.005 1 19.005 0.228 0.637

Error 2252.259 27 83.417

2 cases deleted due to missing data.
*g < .05

The probability of interaction by pretest RO was .117. Since
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the interaction was not significant, ANCOVA was applied

directly.

The results are reported in Table 16. ANCOVA yielded a

probability of .372 on RO, which was not significant.

Table 14
Analysis of Covariance Summary for CE

Dependent Variable: Posttest CE
N: 31

Source SS df M F-Ratio

GRP 108.121 1 108.121 1.333 0.258
Pretest CE 58.284 1 58.284 0.719 0.404

Error 2271.264 28 81.117

2 cases deleted due to missing data.
*p < .05

Table 15
Analysis of Covariance Summary For RO to Test For
Interaction Between Covariate and Treatment

Dependent Variable: Posttest RO
N: 31

Source SS df

GRP 151.792 1 151
Pretest RO 82.886 1 82
GRP* Pre-

test RO 122.664 1 122
Error 1259.706 27 46

2 cases deleted due to miss
*p < .05

MS

1.792
2.886

2.664
.656

ng data.

F-Ratio

3.253
1.777

2.629

a

0.082
0.194

0.117
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Table 16
Analysis of Covariance Summary for RO

Dependent Variable: Posttest RO
N: 31

Source SS df MS F-Ratio a
GRP 40.599 1 40.599 0.822 0.372
Pretest RO 101.283 1 101.283 2.051 0.163

Error 1382.371 28 49.370

2 cases deleted due to missing data.
*P < .05

The results of pretest AC in testing for significant

interaction between the covariate, pretest AC, and the

treatment, all respondents, are reported in Table 17. The

significance is reported at .05.

Table 17
Analysis of Covariance Summary For AC to Test For
Interaction Between Covariate and Treatment

Dependent Variable: Posttest AC
N: 31

Source SS df MS F-Ratio a
GRP 59.369 1 59.369 1.134 0.296Pretest AC 1.871 1 1.871 0.036 0.851
GRP* Pre-
test AC 55.071 1 55.071 1.052 0.314

Error 1413.721 27 52.360

2 cases deleted due to missing data.
*P < .05
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The probability of interaction GRP by pretest AC was .314.

Since the interaction was not significant, ANCOVA was applied

directly. The results are reported in Table 18.

Table 18
Analysis of Covariance Summary for AC

Dependent Variable: Posttest AC
M: 31

Source SS df MS F-Ratio

GRP 4.440 1 4.440 0.085 0.773
Pretest AC 0.840 1 0.840 0.016 0.900

Error 1468.792 28 52.457

2 cases deleted due to missing data.
*p < .05

The

was

ANCOVA test on AC yielded a probability .773, so there

no significance on the AC profile.

The results of the test for homogeneity of slopes with

the pretest AE used as the interaction are reported in Table

19.

On AE there is significant interaction, .015, and a

significant difference on pretest AE of .017. When ANCOVA

was applied directly, however, the significance dropped out.

The results are reported in Table 20.
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Table 19
Analysis of Covariance Summary For AE to Test For
Interaction Between Covariate and Treatment

Dependent Variable: Posttest AE
H: 31

Source SS df ]

GRP 719.664 1 715
Pretest AE 25.924 1 2
GRP* Pre-
test AE 750.711 1 75(

Error 2995.159 27 11(

2 cases deleted due to missi
*P < .05

iS

9.664
5.924

0.711

0.932

ng data.

Table 20
Analysis of Covariance Summary for AE

Dependent Variable: Posttest AE
N: 31

Source SS df MS F-Ratio .

GRP 0.234 1 0.234 0.002 0.967
Pretest AE 75.551 1 75.551 0.565 0.459

Error 3745.870 28 133.781

2 cases deleted due to missing data.
*g < .05

The probability for AE was .967, which was not significant.

The pretest AC-CE was used as the interaction to test

for homogeneity of slopes. The significance is reported at

.05. The results are summarized in Table 21.

F-Ratio

6.487
0.234

6.767

a

0. 017*
0.633

0.015
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Table 21
Analysis of Covariance Summary for AC-CE to Test For
Interaction Between Covariate and Treatment

Dependent Variable: Posttest AC-CE
X: 31

Source 88 df MS

GRP 197.753 1 197.7!
AC-CE 0.023 1 0.02
GRP* Pre-
test AC-CE 60.450 1 60.4c

Error 4971.762 27 184.12

2 cases deleted due to missing
*P < .05

53,
23

50

39

data.

F-Ratio

1.074
0.000

0.328

a

0.309
0.991

0.571

The probability of the interaction GRP by pretest AC-CE was

.571. Since the interaction was not significant, ANCOVA was

applied directly. The results are reported in Table 22.

Table 22
Analysis of Covariance Summary for AC-CE

Dependent Variable: Posttest AC-CE
H: 31

Source SS df MS

GRP 144.404 1 144.404
AC-CE 4.705 1 4.705

Error 5032.212 28 179.722

2 cases deleted due to missing data.
*P < .05

F-Ratio

0.803
0.026

a

0.378
0.873

The probability for AC-CE was .378, which was not significant.

The results of pretest AE-RO in testing for significant



113

interaction between the covariate, pretest AE-RO, and the

treatment, all respondents, are reported in Table 23. The

significance is reported at .05.

Table 23
Analysis of Covariance Summary For AE-RO to Test For
Interaction Between Covariate and Treatment

Dependent Variable: Posttest AE-RO

H: 31

Source SS df MS F-Ratio IL

GRP 32.096 1 32.096 0.149 0.702
Pre AE-RO 109.212 1 109.212 0.507 0.482
GRP* Pre-
test AE-RO 1399.496 1 1399.496 6.500 0.017*

Error 5812.974 27 215.295

2 cases deleted due to missing data.
*p. < .05

The probability of interaction with pretest AE-RO was .017,

which was significant. When ANCOVA was applied directly,

however, the significance dropped out. The variance was so

great that the differences did not show to be significant.

The results are reported in Table 24.

The probability for AE-RO was .712, which was not significant.

The findings reported in Tables 6-24 relate to the first

hypothesis. When the scores on the two groups, with

internship and without internship, were tested for

significance, no significant differences were found on any of
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the six LSI scales at the .05 level. These findings,

therefore, demonstrate that learning style preferences did

not change with internship experience. The first hypothesis,

restated in null form, is that no difference exists between

the two groups on LSI preferences. The null hypothesis was

retain for all six scales.

Hypothesis two in null form stated that there would be

no significant difference in the learning style preferences

between males and females with internship experience. Means

and standard deviations were computed on each of the six LSI

profiles for males with internship experience. A summary of

the data are presented in Table 25.

Table 24
Analysis of Covariance Summary for AE-RO

Dependent Variable: Posttest AE-RO

N: 31

Source SS df MS r-Ratio S.

GRP* Pre- 35.772 1 35.772 0.139 0.712
test AE-RO 194.236 1 194.236 0.754 0.393

Error 7212.470 28 257.588

*P < .05

Means and standard deviations were computed on each of

the six LSI profiles for females with internship experience.

A summary of the data are presented in Table 26.
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Table 25
Summary of Means and Standard Deviations for the Male
With Internship Experience Group

Total Observations: 5

CE RO AC AZ AC-Cl AE-RO

N 5 5 5 5 5 5
Minimum 16.000 19.000 20.000 1.000 -25.000 -35.000
Maximum 45.000 40.000 30.000 47.000 13.000 28.000
H 25.400 32.400 25.800 32.800 0.400 0.400
SD 11.675 8.325 4.025 18.267 15.076 23.223

Table 26
Summary of Means and Standard Deviations For the Female
With Internship Experience Group

Total Observations: 8

CE RO AC AZ AC-CE AZ-RO

N 7 7 7 7 7 7
Minimum 19.000 16.000 21.000 20.000 -24.000 -25.000
Maximum 45.000 45.000 41.000 46.000 22.000 30.000

28.000 27.571 30.429 34.000 2.429 6.429
10.755 9.414 7.913 8.583 18.338 17.444

To test hypothesis two, a . test of independent samples was

conducted for each of the six LSI profiles. The data are

presented in Table 27. Significance at .05 is reported.

Probabilities of .698 on CE, .381 on RO, .261 on AC,

.881 on AE, .844 on AC-CE, and .617 on AE-RO indicate there

were no significant differences between the two groups. Null

hypothesis two was retained for all six scales.
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Table 27
Summary of T Tests For Independent Samples Between
Males With Internship Experience and Females With
Internship Experience

Cl RO AC Al AC-Cl Al-RO

k 26.917 29.583 28.500 33.500 1.583 3.917
.399 .917 1.191 .154 .203 .516

SD 10.698 8.929 6.762 12.724 16.345 19.280
P .698 .381 .261 .881 .844 .617

2 cases deleted due to missing data
*P < .05

In null form, hypothesis three stated that there would

be no significant difference in the learning style

preferences between males and females without internship

experience. Means and standard deviations were computed on

each of the six LSI profiles for males without internship

experience. A summary of the data is presented in Table 28.

Table 28
Summary of Means and Standard Deviations For Males
Without Internship

Total Observations: 4

CE RO AC Al AC-Cl AE-RO

4 4 4 4 4 4
Minimum 23.000 26.000 25.000 17.000 0.000 -17.000
Maximum 30.000 34.000 41.000 44.000 13.000 18.000

26.500 29.000 33.000 31.500 6.500 2.500
3.109 3.830 8.679 13.077 6.028 15.416

Means and standard deviations were computed on each of

the six LSI profiles for females without internship
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experience. A summary of the data is presented in Table 29.

Table 29
Summary of Means and Standard Deviations for Females
Without Internship

Total Observations: 16

CE RO AC AZ AC-CE AK-RO

15 15 15 15 15 15
Minimum 19.000 17.000 19.000 15.000 -23.000 -14.000
Maximum 46.000 41.000 38.000 46.000 13.000 26.000

31.667 27.067 26.133 35.133 -5.533 8.067
8.269 6.273 6.501 10.302 10.460 13.382

Data for hypothesis three are presented in Table 30. A

.. test of independent samples was conducted for each of the

six LSI profiles. Significance at .05 is reported.

Table 30
T Tests Between Males Without Internship and Females
Without Internship

CE RO AC AK AC-CE AK-RO

M 30.579 27.474 27.579 34.368 -3.000 6.895
1 1.205 .581 1.759 .595 2.177 .719
. 7.712 5.806 7.328 10.647 10.796 13.577
P .245 .569 .096 .559 .044* .482

2 cases deleted due to missing data.
*P < .05

The probabilities of .245 on CE, .569 on RO, .559 on AC, and

.482 on AE-RO indicate there were no significant differences

between males without internship and females without

internship on these scales. A significant difference of p =
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.044 was found, however, on AC-CE. The mean score for males,

as shown in Table 28, was 6.5. The mean score for females,

shown in Table 29, was -5.53. It also can be observed that

the standard deviation on AC-CE was much higher for the

females than for the males.

Males without internship experience had a stronger

learning-style preference for abstract conceptualization in

reference to AC-CE. Females in the same group had a stronger

learning-style preference for concrete experimentation in

reference to AC-CE. It can be noted, however, that these

differences were not strong enough in the AC or the CE to

create a significant difference in individual scores.

Null hypothesis four stated that there would be no

significant difference in the learning style preferences

between males with internship experience and males without

internship experience. Means and standard deviations were

computed on each of the six LSI profiles for males without

internship experience. A summary of the data are presented

in Table 31.

Means and standard deviations were computed on each of

the six LSI profiles for males with internship experience. A

summary of the data are presented in Table 32.



119

Table 31
Summary of Means

Internship

Total Observations: 4

CE RO AC Az AC-Cl AE-RO

I 4 4 4 4 4 4
Minimum 23.000 26.000 25.000 17.000 0.000 -17.000
Maximum 30.000 34.000 41.000 44.000 13.000 18.000

26.500 29.000 33.000 31.500 6.500 2.500
3.109 3.830 8.679 13.077 6.028 15.416

Table 32
Summary of Means and Standard Deviations of Males With

Internshipg

Total Observations: 5

Cl RO AC AB AC-Cl AE-RO

5 5 5 5 5 5
Minimum 16.000 19.000 20.000 1.000 -25.000 -35.000
Maximum 45.000 40.000 30.000 47.000 13.000 28.000

25.400 32.400 25.800 32.800 0.400 0.400
11.675 8.325 4.025 18.267 15.076 23.223

Hypothesis four was tested by conducting a t. test of

independent samples for each of the six LSI profiles. Data

are reported in Table 33. Significance at .05 is reported.

Probabilities of .861 on CE, .497 on RO, .140 on AC,

.908 on AE, .475 on AC-CE, and .882 on AE-RO indicate there

were no significant differences between the two groups. Null

hypothesis four was retained for all six scales.
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Table 33
Summary of T Tests Between Males Without Internship and
Males With Internship

Cl RO AC AZ AC-Cl AI-RO

25.889 30.889 29.000 32.222 3.111 1.333
-.181 -.748 -1.665 -.119 -.754 -.155
8.492 6.585 7.124 15.213 11.731 18.974

1 .861 .479 .140 .908 .475 .882

*p < .05

Hypothesis five in the null form stated that there would

be no significant difference in the learning style

preferences between females with internship experience and

females without internship experience. Means and standard

deviations were computed on each of the six LSI profiles for

females without internship experience. A summary of the data

are presented in Table 34.

Table 34
Summary of Means and Standard Deviations of Females
Without Internship

Total Observations: 16

Cl RO AC AE AC-Cl AI-RO

I 15 15 15 15 15 15
Minimum 19.000 17.000 19.000 15.000 -23.000 -14.000
Maximum 46.000 41.000 38.000 46.000 13.000 26.000
H 31.667 27.067 26.133 35.133 -5.533 8.067

8.269 6.273 6.501 10.302 10.460 13.382

Means and standard deviations were computed on each of the
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six LSI profiles for females with internship experience. A

summary of the data are presented in Table 35.

Table 35
Summary of Means and Standard Deviations of Females With
Inatrnshijp

Total Observations: 8

CE RO AC AZ AC-CE AZ-RO

7 7 7 7 7 7
Minimum 19.000 16.000 21.000 20.000 -24.000 -25.000
Maximum 45.000 45.000 41.000 46.000 22.000 30.000

28.000 27.571 30.429 34.000 2.429 6.429
10.755 9.414 7.913 8.583 18.338 17.444

Data for hypothesis five are reported in Table 36. A :. test

of independent samples was conducted for each of the six LSI

profiles. Significance at .05 is reported.

Table 36
Summary of T Tests Between Females Without Internship
Experience and Females With Internship Experience

CE RO AC AZ AC-CE AE-RO

30.500 27.227 27.500 34.773 -3.000 7.545
.882 .150 1.349 .252 1.306 .243

. 9.038 7.184 7.090 9.596 13.544 14.385
.388 .882 .192 .803 .206 .810

2 cases deleted due to missing data.
*p < .05

Probabilities of .388 on CE, .882 on RO, .192 on AC,

.803 on AE, .206 on AC-CE, and .810 on AE-RO indicate there
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were no significant differences between between females

without internship experience and females with internship

experience. Null hypothesis five was retained for all six

scales.

It was stated in hypothesis six that there would be no

significant difference in the learning style preferences

between students with internship experience who receive

academic credit and students with internship experience who

do not receive academic credit. Means and standard

deviations were computed on each of the six LSI profiles for

internship group without credit. A summary of the data are

presented in Table 37.

Table 37
Summary of Means and Standard Deviations for Internship
Group Without Credit

Total Observations: 6

CE RO AC AZ AC-CE AE-RO

5 5 5 5 5 5
Minimum 19.000 20.000 20.000 1.000 -25.000 -35.000

30.000 32.200 29.600 24.600 -0.400 -7.600
13.711 9.203 9.044 14.943 22.412 21.571

Means and standard deviations were computed on each of the

six LSI profiles for internship group with credit. A summary

of the data are presented in Table 38.
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Table 38
Summary of Means and Standard Deviations for Internship
Group With Credit

Total Observations: 7

CE RO AC AZ AC-CE AE-RO

7 7 7 7 7 7
Minimum 16.000 16.000 23.000 30.000 -13.000 -2.000
Maximum 37.000 40.000 38.000 47.000 19.000 30.000
H 24.714 27.714 27.714 39.857 3.000 12.143

8.420 8.939 5.251 5.900 12.220 13.484

Data for hypothesis six are reported in Table 39. The

hypothesis was tested by conducting a t test of independent

samples for each of the six LSI profiles. Significance at

.05 is reported.

Table 39
Summary of T Tests Between Internships With Credit
and Internships Without Credit

CE RO AC AR AC-CE AE-RO

k 26.917 29.583 28.500 33.500 1.583 3.917
-.832 -.847 -.459 -2.482 -.341 1.962

10.698 8.929 6.762 12.724 16.345 19.280
12.425 .417 .656 .032* .740 .078

2 cases deleted due to missing data.
*. < .05

Probabilities of .425 on CE, .417 on RO, .656 on AC,

.740 on AC-CE, and .078 on AE-RO indicate there were no

significant differences between internship experience with
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credit and internship experience without credit.

There was a significant I value for AE of p = .032.

Those who received credit for the internship had a much

higher mean than those who did not receive credit, but the

variation is much higher for those who didn't get credit.

Those who received credit for the internship not only had

less variation in their scores, but they also had a

significantly higher mean. The significance, however, was

not so significant that it caused a significance in AE-RO.

Students who received credit for internship experience,

then, scored further in the direction of active

experimentation. Those who did not receive credit scored

further in the direction of reflective observation.

Summary

No significant differences were found at .05 for four of

the hypotheses. The null hypothesis, therefore, was retained

for all six scales for hypotheses one, two, four, and five.

One significant difference was found for hypothesis

three on the AC-CE profile. Females without internship

experience had a stronger learning-style preference toward

concrete experience (characterized as feeling) on the AC-CE

scale. Males in the same group had a stronger learning-style

preference for abstract conceptualization (characterized as

thinking) on the AC-CE scale.

There was a significant difference on the AE scale in
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hypothesis six. The significance for AE was g = .032.

Students who received credit for their internships scored

further in the direction of active experimentation. Those

who did not receive credit scored further in the direction of

reflective observation. The variation, however, is much

higher for those who did not get credit. Those who received

credit for the internship not only had less variation in

their scores, but they also had a significantly higher mean.



CHAPTER V

SUMMARY OF THE STUDY

Int roduct ion

This chapter presents a summary, discussion of the

findings, conclusions based on the findings, implications of

the study, and recommendations for further study based on the

findings of this study. The problem of this study was

concerned with the association between learning-style

preferences of journalism students, internship experience,

and selected demographic factors. The purpose of the study

was to explore learning-style preferences of journalism

students to determine the differences in learning-style

preferences between journalism students with internship

experience and those without internship experience, and the

association of selected demographic factors.

Methodology

To achieve the purpose of this study, David Kolb's

Learning-Styles Inventory (LSI) and an internship

questionnaire were used to measure learning-style preferences

of the sample and to gather demographic information. The LSI

is a quantitative measure of learning style based on Kolb's

experiential learning theory and learning model. The

instrument measures the relative emphasis the respondent

places on each of four learning modes: Concrete Experience

126



127

(CE), Reflective Observation (RO), Abstract Conceptualization

(AC), and Active Experimentation (AE), that then yield two

combination scores, (AC-CE, Abstract Conceptualization minus

Concrete Experience) and (AE - RO, Active Experimentation

minus Reflective Observation). All six indices were included

for analyses of each hypothesis in this study.

Pretests and posttests were conducted on experimental

and control groups from the study's population, junior-level

students in the news-editorial sequences or the equivalent,

at the five AECJMC-accredited programs in Texas. The

experimental group was composed of 13 students who 
did

internships at professional newspapers during the summer of

1990. The control group was composed of 20 students who did

not do internships nor work at professional newspapers during

the specified time period.

Raw scores were computed on the pretest and the posttest

for each profile factor, CE, RO, AC, AE, AC-CE, and AE-RO.

Group means and standard deviations were compared to

determine that no significant differences existed at the .05

level in pretest scores between the experimental and control

groups. A t test of significance for independent samples on

pretest scores was conducted for each of the six categories

of the LSI scores.

To determine the differences in learning-style

preferences between journalism students with internship



128

experience and those without internship experience, and the

association of selected demographic factors, six hypotheses

were tested at the .05 level of significance. Findings were

presented in summary tables. To test the first hypothesis,

ANCOVA was conducted for each of the six LSI profiles on

posttest scores with the pretest scores used as the

covariate. To test the second through the sixth hypotheses,

six .t tests of independent samples were conducted for each of

the six LSI profiles.

Demographic data from the internship questionnaire were

summarized and reported in summary tables. The information

was categorized according to gender and internship/no

internship, internship credit/no credit, reporting and

editing course credit, and professional experience.

Findings

An analysis of the demographic data collected on the

internship questionnaire presented the profile that follows.

The majority of respondents (73%) were female. Slightly more

than half (54%) of those who did internships received

academic credit for the experience. The average number of

credit hours for classroom course work in reporting was 7.6,

the average for editing was 2.9. Students with internship

experience had more reporting and editing credit than

students without internship experience. Professional

newspaper experience of the respondents ranged from none to
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full-time staff. The biggest distinction in amount of

professional experience between the groups was in relation to

those who had no previous professional newspaper experience.

A greater number of respondents without internship experience

(36%) than respondents with internship experience (6%) had no

previous professional newspaper experience.

The small sample size seems to indicate that some

journalism programs do not encourage students to do

internships. It was noted that the journalism program

rated as the nation's number ten in total enrollment had only

one junior-level news-editorial student doing an internship

at a professional newspaper during the summer of 1990.

It was observed that there is sometimes a lack of

scrutiny on the part of the universities relative to keeping

track of internships. At least one journalism program, which

awards credit for the internship experience, did not have an

adequate system for knowing who would even be doing

internships.

The characteristics of the treatment, or internship,

varied due to the broad variation in the amount of time

actually spent doing the internship. No control device was

used by the researcher to measure the amount of time put into

the internship. There was also diversity among universities

relative to any reporting back to the academic sponsor, i.e.

the academic component required to receive credit, such as
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writing papers. No attempt was made to distinguish between

internships done in reporting and internships done on the

copy desk. It is likely that there were also other

variations such as in the level of responsibility the intern

was given.

When the first hypothesis was tested, no significant

differences were found. This study, therefore, found no

differences in learning-style preferences between students

who have, and students who have not participated in an

internship.

Because the internships done during this study took

place during the summer, the experimental group was less

likely to have been in the classroom at all since most of

them did internships outside their university cities. This

allowed less contamination of the treatment than in

situations where students do internships during the fall or

spring semester and continue to take a few classes on campus,

which takes them back into the classroom.

In the control group, however, some were in the

classroom during the summer, but others were not. The only

stipulations that were put on the control group was that they

were junior-level news-editorial majors who would not be

doing an internship during the summer, nor working at a

professional newspaper. A comparison of a group with

internship experience and a group without internship
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experience may not appropriately compare field experience to

classroom experience if the no-internship group is not in the

classroom at the time the study takes place.

The classroom course work required in some journalism

programs may more closely resemble the real world, or what

might be experienced in an internship, than in other

programs. At the University of North Texas, for example,

reporting students serve as reporters for the campus

newspaper. Such cases might contaminate the results of a

comparison between a group with internship experience and a

group without internship experience.

No significant differences were found when the second

hypothesis was tested. That means that this study found no

differences in learning-style preferences between males who

have done internships and females who have done internships.

A key finding in the study was observed when the third

hypothesis was tested. A significant .t-value of 2.177 was

reported between males without internship experience and

females without internship experience of on the AC-CE scale.

The mean score for males was 6.5, the mean score for females

was 5.53. The standard deviation based on individual group

means was also higher for the females (10.460) than for the

males (6.028).

Males without internship experience, therefore, had a

stronger learning-style preference for abstract
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conceptualization in relation to the AC-CE scale. Females in

the same group had a stronger learning-style preference for

concrete experimentation in relation to the AC-CE scale. It

can be noted, however, that these differences were not strong

enough on the AC scale or on the CE scale to create a

significant difference in the individual scores for either

the AC scale or the CE scale.

Both the second and third hypotheses dealt to some

extent with the differences in learning-style preferences

between males and females. It is important to note that no

significant differences in learning-style preferences was

found between males with internship experience and females

with internship experience, yet a significant difference in

learning-style preferences between males without internship

experience and females without internship experience was

found on the AC-CE scale.

The demographic analysis of the LSI 1985 normative

sample (Technical Manial, p. 7) reported the majority of

males (59%) as being stronger in abstract and the majority of

females (59%) being stronger in the concrete on the AC-CE

scale. Those findings contradict the findings in hypothesis

two, but support the findings of hypothesis three of this

study.

The testing of the fourth hypothesis found no

significant differences. This study, then, found no
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differences in learning-style preferences between males with

internship experience and males without internship

experience.

The fifth hypothesis tested for significant differences

in learning-style preferences between females with internship

experience and females without internship experience. No

significant differences were found between these groups.

The sixth hypothesis tested for significant differences

in learning-style preferences between those with internship

experience who receive academic credit and those with

internship experience who do not receive academic credit.

This presented a key finding in the study.

A significant difference was found on the AE scale.

Those who received credit for the internship had a much

higher mean than those who did not receive credit, but the

variation is much higher for those who did not receive

credit. The large variation in such a small sample size

could cause the significant difference. There might have

been no significant difference on the AE scale if a larger

sample size had been used. Those who received credit for the

internship not only had less variation in their scores, but

they also had a significantly higher mean. Students

receiving credit for their internship, therefore, scored

further in the direction of active experimentation. Those

who did not receive credit scored further in the direction of
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reflective observation. The significance on AE, however, was

not so significant that it caused a significance in AE-RO.

The findings reported serve as a useful commentary on

the role of internships in journalism. The findings

contribute to an understanding of journalism education, of

experiential learning theory, and of learning-styles theory.

It remains to be fully identified, however, why these

outcomes occurred given the particular context. This

question must be answered satisfactorily before a theory can

be stated that would be generalizable.

Conclusions

Although there should be further study before

conclusive evidence can be described, an attempt has been

made to describe the associations this study found between

learning-style preferences of journalism students, internship

experience, and selected demographic factors. The following

conclusions are based on the context of the population and

the findings of this study.

1. The ratio of females to males doing internships at

professional newspapers is somewhat proportionate to the

female to male ratio in the undergraduate journalism

student population nationwide.

2. Junior-level students who do internships have more

classroom and professional experience than those who do

not.
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3. There are no differences in learning-style preferences

between the following groups of students: (1) those who

have, and those who have not done internships, (2) males

with internship experience and females with internship

experience, (3) males with internship experience and

males without internship experience, and (4) females

with internship experience and females without

internship experience.

4. Males without internship experience have a stronger

learning-style preference for abstract conceptualization

on the AC-CE scale, while females without internship

experience have a stronger learning-style preference for

concrete experimentation on the AC-CE scale.

5. Students who receive credit for internships have a

stronger learning-style preference for active

experimentation, while those who do not receive credit

prefer a more reflective observation learning-style.

At least two serendipitous conclusions are drawn

additionally from the study. A relatively small number of

students in this population do internships at professional

newspapers. Also, not all accredited programs that award

academic credit for internships follow the ACEJMC regulations

of carefully monitoring and supervising the experience.
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Implications

There are many possible implications of this study. An

attempt is made to explain how certain phenomena may relate

to the findings. The following implications, then, are based

on the findings of this study.

If students do not change their learning-style

preferences as the result internships, then it can be

suggested that a proper match of teaching style and learning

style is not important. The proliferation of research that

attempts to find a match between learner and environment may

be inappropriate if teaching styles do not affect learning.

Students may actually adapt their learning styles to match

the environment. Fry and Kolb (1979), in fact, recommend an

integration of diverse learning modes to foster the most

effective learning.

Kolb (1984) proposed that change evidenced by a before

and after measurement cannot be credited solely to the

experience. Furthermore, in order to fully understand the

role of learning styles in the development process, an

investigation must go beyond that of dominant trends. The

causes for deviation from these trends may be even more

significant than the means. Such analysis might yield better

insight into the relative importance of choices and

experiences in human change and development.
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No attempt was made to determine why those with

internship experience chose to do the internship. It was not

required by any of the programs in the study. Respondents in

this study, therefore, chose to do the internship, which

means that selection factors (McHugo & Jernstedt, 1979) were

involved.

Kolb (1984, p. 165), suggested that a person might be

changed as much by his choices of experiences as he is by the

experiences themselves. Learning-style preference may

actually influence whether one chooses to do an internship.

Some may choose the internship experience because such a

setting more closely matches the student's learning-style

preference. If one prefers a more abstract style of

learning, he or she may choose not to do an internship.

So there may be some association between learning style and

the decision to do an internship.

There are many possible reasons some respondents did not

do internships during the period of this study. Respondents

in the without internship group may have been there by

personal choice, or the choice may have been outside their

control. Among these reasons are economics, since some

internships do not offer salary; the need or desire to take

classes during the summer; or, because internships tend to be

competitive, some respondents may not have been able to

secure an internship during this period. Attitudinal and



138

personality factors may affect one's personal choice of

whether or not to do an internship. Additionally, the small

number who did internships during the period of this study

may reflect a lack of emphasis on newspaper internships at

the universities in this population.

The Grade Point Average Perspective (GPAP) (Becker,

1968) may account in part for the difference between the

group receiving credit and the group not receiving credit

since a grade may become a concern to those receiving credit.

Hursh (1975) observed that the concern about grades

diminished as students attempted to function effectively in

the field setting. The internship-induced perspective which

Hursh called the Internship Success Perspective (ISP) may

have been a greater influence with one group and the GPAP may

have been more important with the other group. Hursh

observed that the GPAP remained a somewhat influential

perspective for the students enrolled for credit. One might

expect, then, that students who received credit for the

internship would have scored further in the direction of

reflective observation, since RO appears to more closely

resemble the way most would describe academia. In this

study, however, the exact opposite was the case. Those who

received credit had a greater preference for active

experimentation; those who did not receive credit had a

greater preference for reflective observation.
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In one study (Heskin 1977, p. 120) it was observed that

if the internship supervisor actually functions as a field

teacher, this individual may be more important than the site.

This perspective of field teacher was not specifically taken

into account in this study in exploring differences in

learning-style preferences. The concept, however, may be

reflected in the findings of the study. Furthermore, it has

implications for journalism internships in that the intern

may benefit more from interning at the hypothetical Podunk

Weekly than if he or she interned at the NewYork Times,

depending on the extent to which the internship supervisor is

involved.

The summer time-period in which the study was conducted

might be considered a limitation on the study since the

length of time between pretest and posttest was fairly short.

A longer time span, however, might reflect a maturation

process that is not a part of the internship experience.

The degree of self-perceived change or learning may or

may not correlate with the actual degree of learning. If the

internship occurs at the end of the student's academic

training, like the final piece of the puzzle, it may seem to

the student that this is where all the learning actually

occurred.

Mean changes may have obscured the directions of

individual changes. This is of particular consequence when
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the sample size is small, as in the size of the internship

sample. The net change may actually mask the amount or

nature of individual changes (Feldman, 1969, p. 209). Even

borderline cases will contaminate the results.

Recommendations for Further Study

To extend the scope of this study and to add further

insight, additional studies should be done. Based on the

findings and conclusions of this study, the following

recommendations are made:

1. This study should be replicated in the same content area

using a larger sample.

2. This study should be replicated using samples from other

sequences within journalism programs, such as public

relations or advertising.

3. This study should be replicated with students in majors

other than journalism, which would expand the

understanding of learning-style preferences and

internship experience in other fields of study.

4. Additional studies should be conducted with students in

majors other than journalism to determine the

differences in learning-style preferences between males

and females.

5. Additional studies should be conducted using instruments

other than the LSI to determine the effects of the

internship.
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6. A replication of the study should be done using an

instrument other than the LSI to measure learning

styles.

7. Studies should be conducted to determine the differences

between the practical experience the student receives on

campus, such as working on the student newspaper, and

the internship experience in relation to learning.

8. Given the small number who did internships during the

period, a study should be conducted to determine the

amount of emphasis journalism programs place on

newspaper internships. In a related sense, a survey

should be conducted that would determine the average

number of students who do internships annually in

journalism programs nationwide.

9. Further study should be done to determine other kinds of

change that result from the internship experience.

10. Studies should be conducted to determine if there are

residual effects of the internship experience, a

persistence of change, after students' return to campus.

11. Journalism programs should determine whether they are

adequately moving the student through the four-stage

cycle of learning.

12. Journalism programs should develop ways to better assist

students in seeing an association between what they do

in the classroom and what they do in the internship, so
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that the experiences can be viewed as a part of the

total learning process rather than as mutually

exclusive. This might involve students making written

assessments of their internships in which they would

answer such questions as: How does this fit with what

I've studied? What does this mean to me? Have I

changed and how?
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APPENDIX A

QUESTIONNAIRE
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Internship Questionnaire

Please check the following:

1. Gender: Male -Female

2. How many hours of college credit in the news reporting and/or news editing will you have
received at the end of the Spring 1990 semester?

News Reporting: 3 hours __ 6 hours _9 hours

other
(specify)

News Editing: _3 hours 6 hours __9 hours

_other
(specify)

3. How much professional newspaper experience do you have? (writing and/or editing)

- Stringer Part-time staff job Full-time staff job

Other __No professional newspaper experience
(specify)

4. Do you plan to do an internship at a professional newspaper this summer?

no _yes

If yes , will you receive college credit upon successful completion of your internship?

no __yes



145

APPENDIX B

PRETEST COVER LETTERS
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University of North Texas
Department of Journalism
College of Arts and Sciences

April 13, 1990

Dr. Bob Rogers

Department of Journalism
Texas A&M University
College Station, TX 77838

Dear Dr. Rogers:

Thank you for agreeing to assist me with my research in exploring the

effectiveness of journalism internships.

You may photocopy the enclosed instrument in the quantity you need. It

should take a student less than ten minutes to complete.

Specifically, I need the instrument to be completed by all junior-level,

news-editorial students who plan to do an internship at a professional

newspaper in the summer 1990. If you have students who think they may

do an internship, but which has not yet been confirmed, ask them to

complete the instrument also.

In addition, please administer the instrument to an equal number of

junior-level news-editorial students who will not do an internship nor

work for a professional newspaper this summer. In other words, I need

an experimental and a control group.

Please note that all students participating will need to complete the

Internship Questionnaire (front side) and the Learning-Style Inventory

on the reverse side.

Subjects are guaranteed anonymity, but I ask that they write their names

on the instruments so that pre-test and post-test scores may be matched.

I plan to conduct the post-test on the same group at the beginning of

the fall semester.

Please return the completed instruments in the enclosed Express Mail

envelope. If you have questions, you may call me at 314-288-5221

(work), or 314-288-3668 (home).

Your assistance is crucial to what I am doing and is greatly

appreciated.

Sincerely,

Cathy Johnson

enclosures

P.O. Box 5278 e Denton, Texas 76203-5278
817-565-2205
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University of North Texas
Department of Journalism
College of Arts and Sciences

April 18, 1990

Dr. Tommy Thomason

Department of Journalism

Texas Christian University
Fort Worth, TX 76129

Dear Dr. Thomason:

Thank you for agreeing to assist me with my research in exploring the

effectiveness of journalism internships.

Enclosed are eight copies of the instrument. It should take a student

less than ten minutes to complete.

Specifically, I need the instrument to be completed by eight junior-

level news-editorial students who do not plan to work for a

professional newspaper nor do an internship this summer of 1990.

Please note that all students participating need to complete both sides

of the questionnaire. This means that your students who will not be

doing internships or working for professional newspapers this summer

should also complete the Internship Questionnaire on the front of the

instrument.

If you find that you do have a junior-level news-editorial student who

will do, or thinks he/she might do, an internship this summer please

have that student complete a questionnaire.

Subjects are guaranteed anonymity, but I ask that they write their names

on the instruments so that pre-test and post-test scores may be matched.

I plan to conduct the post-test on the same group at the beginning of

the fall semester.

Please return the completed instruments in the enclosed Express Mail

envelope. If you have questions, you may call me at 314-288-5221

(work), or 314-288-3668 (home).

Your assistance is crucial to what I am doing and is greatly

appreciated.

Sincerely,

Cathy Johnson

enclosures

P.O. Box 5278 * Denton, Texas 76203-5278
817-565-2205
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University of North Texas
Department of Journalism
College of Arts and Sciences

April 13, 1990

Dr. Jerry Hudson
Texas Tech University

School of Mass Communications
Lubbock, Texas 79409

Dear Dr. Hudson:

Thank you for agreeing to assist me with my research in exploring the

effectiveness of journalism internships.

Enclosed are 20 copies of the instrument. It should take a student less

than ten minutes to complete.

Specifically, I need the instrument to be completed by all junior-level

news-editorial students who plan to do an internship at a professional

newspaper in the summer 1990. If you have students who think they may

do an internship, but which has not yet been confirmed, ask them to

complete the instrument also.

In addition, please administer the instrument to an equal number of

junior-level news-editorial students who will not do an internship nor

work for a professional newspaper this summer. In other words, I need

an experimental and a control group.

Please note that all students participating will need to complete the

Internship Questionnaire (front side) and the Learning-Style Inventory

on the reverse side.

Subjects are guaranteed anonymity, but I ask that they write their names

on the instruments so that pre-test and post-test scores may be matched.

I plan to conduct the post-test on the same group at the beginning of

the fall semester.

Please return the completed instruments in the enclosed Express Mail

envelope. If you have questions, you may call me at 314-288-5221
(work), or 314-288-3668 (home).

Your assistance is crucial to what I am doing and is greatly

appreciated.

Sincerely,

Cathy Johnson

enclosures

P.O. Box 5278 * Denton, Texas 76203-5278
817-565-2205
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University of North Texas

Department of Journalism
College of Arts and Sciences April 24, 1990

Dr. Richard H. Wells

University of North Texas

Department of Journalism

Denton, Texas 76203

Dear Dr. Wells:

Thanks so much for all the help you've given. Enclosed are 12 copies of

my instrument.

Specifically, I need the instrument to be completed by 
all junior-level

news-editorial students who plan to do an internship 
at a professional

newspaper in the summer 1990.

In addition, please administer the instrument to an equal 
number of

junior-level news-editorial students who will not do 
an internship nor

work for a professional newspaper this summer.

You will note that all students participating will need 
to complete the

Internship Questionnaire (front side) and the Learning-Style Inventory

on the reverse side.

Subjects are guaranteed anonymity, but I ask that they write their names

on the instruments so that pre-test and post-test scores may be matched.

Please return the completed instruments in the enclosed 
envelope. If

you have questions, you may call me at 314-288-5221 
(work), or 314-288-

3668 (home).

Thanks for allowing me to mention your name when I contacted 
the other

universities. I finally received verbal agreement from each of them.

Sincerely,

Cathy Johnson

enclosures

P.O. Box 5278 * Denton, Texas 76203-5278
817-565-2205
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University of North Texas
Department of Journalism
College of Arts and Sciences

April 18, 1990

Dr. Griff Singer
Department of Journalism
University of Texas
Austin, Texas 78712

Dear Dr. Singer:

Thank you for agreeing to assist me with my research in exploring the

effectiveness of journalism internships.

Enclosed are 60 copies of the instrument. It should take a student less

than ten minutes to complete.

Specifically, I need the instrument to be completed by all junior-level

news-editorial students before the end of the Spring 1990 semester.

Please note that all students participating, regardless of whether they

plan to do an internship this summer, will need to complete both sides

of the form, the Internship Questionnaire and the Learning-Style

Inventory on the reverse side.

Subjects are guaranteed anonymity, but I ask that they write their names

on the instruments so that pre-test and post-test scores may be matched.

I plan to conduct the post-test on the same group at the beginning of

the fall semester.

Please return the completed instruments in the enclosed Express Mail

envelope. If you have questions, you may call me at 314-288-5221
(work), or 314-288-3668 (home).

Your assistance is crucial to what I am doing and is greatly

appreciated.

Sincerely,

Cathy Johnson

enclosures

P.O. Box 5278 * Denton, Texas 76203-5278
817-565-2205
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University of North Texas
Department of Journalism
College of Arts and Sciences May 9, 1990

Student
address

Dear

Dr. Griff Singer indicated that you plan to do an internship this
summer.

I, therefore, am requesting your assistance in research I am conducting
to explore the effectiveness of journalism internships.

Please complete the enclosed survey prior to beginning your internship,
or as soon as possible, and return it to me in the enclosed postage-paid
envelope. I need for you to complete both sides of the form, the
Internship Survey and the Learning Style Inventory.

If your plans have changed so that you no longer intend to do an
internship this summer, complete and return the form to me anyway. I
can still use your input for the control group.

I realize this is a busy time for you, but it should take less than ten
minutes to complete.

You are guaranteed anonymity, but I ask that you write your name on the
instrument so pre-test and post-test scores may be matched. I will
conduct the post-test at the beginning of the fall semester.

The population for this study is the news-editorial or news/public
affairs majors at the five ACEJMC-accredited universities in Texas.
Your assistance is crucial to this study and is greatly appreciated.

If you have questions, you may call me collect at 314-288-3668.

Best wishes on your internship.

Sincerely,

Cathy Johnson
Assistant Professor
Journalism Department

enclosures

PS To ensure that I reach you expeditiously and since I wasn't sure
where I might reach you, I am also sending a copy to your Austin
address. Of course you only need to complete one survey.

P.O. Box 5278 * Denton, Texas 76203-5278
817-565-2205
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University of North Texas
Department of Journalism
College of Arts and Sciences

August 27, 1990

Dr. Doug Starr
Department of Journalism
Texas A&M University
College Station, TX 77838

Dear Dr. Starr:

Thank you for your earlier assistance in helping with my research
related to the effectiveness of journalism internships.

Your help is again important since it is time for the post-test. My
committee required that a few of the inventories from th pre-test be
thrown out. I need responses from the following students at Texas A&M:

Ellen Hobbs
Patricia King
Alan Lehmann
Julie Myers
Melissa Naumann

If, for some reason, Alan was unable to follow through with his
internship during the summer, please communicate that to me when you
return the post-tests.

I have written the students' names on the instruments so I can match
pre-test and post-test scores. Subjects are guaranteed anonymity.

Please return the inventories to me in the enclosed postage-paid
envelope as soon as the students have completed them. If you have
questions, you may call me at 314-288-5221, ext. 382 (work), or 314-288-
3668 (home).

Your assistance throughout this process has been appreciated.

Sincerely,

Cathy Johnson

enclosures

P.O. Box 5278 * Denton, Texas 76203-5278
817-565-2205
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University of North Texas
Department of Journalism
College of Arts and Sciences

August 27, 1990

Dr. Tommy Thomason
Department of Journalism
Texas Christian University
Fort Worth, TX 76129

Dear Dr. Thomason:

Thank you for your earlier assistance in helping with my research
related to the effectiveness of journalism internships.

Your help is again important since it is time for the post-test. I need

responses from the following students at TCU:

Tom Bennett
Rob Elston
Caroline Kobe
Marla Morris
Katherine Thompson
Brenda Wallace

Brenda Wallace indicated on the pre-test that she planned to do an
internship during the summer. If she was unable to follow through with
the internship, please communicate that to me when you return the post-
tests.

I have typed the students' names on the instruments so I can match pre-
test and post-test scores. Subjects are guaranteed anonymity.

Please return the inventories to me in the enclosed postage-paid
envelope as soon as the students have completed them. If you have
questions, you may call me at 314-288-5221, ext. 382 (work), or 314-288-
3668 (home).

Your assistance throughout this process has been appreciated.

Sincerely,

Cathy Johnson

enclosures

P.O. Box 5278 * Denton, Texas 76203-5278
817-565-2205
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University of North Texas
Department of Journalism
College of Arts and Sciences

August 27, 1990

Dr. Jerry Hudson
Texas Tech University
School of Mass Communications
Lubbock, Texas 79409

Dear Dr. Hudson:

Thank you for your earlier assistance in helping with my research
related to the effectiveness of journalism internships.

Your assistance is again important since it is time for the post-test.
I need responses from Jeffrey Parker and Crissie McMennamy. If, for some
reason, Jeffrey was unable to do an internship, please communicate that
to me when you return the post-tests.

I have written the students' names on the instruments so I can match
pre-test and post-test scores. Subjects are guaranteed anonymity.

Please return the inventories to me in the enclosed postage-paid
envelope as soon as the students have completed them. If you have
questions, you may call me at 314-288-5221, ext. 382 (work), or 314-288-
3668 (home).

Your assistance throughout this process has been appreciated.

Sincerely,

Cathy Johnson

enclosures

P.O. Box 5278 * Denton, Texas 76203-5278
817-565-2205
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University of North Texas
Department of Journalism
College of Arts and Sciences

August 27, 1990

Dr. Richard H. Wells
University of North Texas
Journalism Department
Denton, Texas 76203

Dear Dr. Wells:

Thank you for your earlier assistance in helping with my research
related to the effectiveness of journalism internships.

Your help is again important since it is time for the post-test. I need
responses from the following students at the University of North Texas:

Stan Babitch Bruce Cummings (intern)
Leslie Hueholt Dorothy Gertz (intern)
Tamara Webb Kim Moore (intern)
Shelley Whiddon Stanford L. Semones (intern)
Tammy White Adriane Wilson (intern)

If, for some reason, a student who had planned to do an internship was
unable to do so, please communicate that to me when you return the post-

tests.

I have typed the students' names on the instruments so I can match pre-

test and post-test scores. Subjects are guaranteed anonymity.

Please return the inventories to me in the enclosed postage-paid
envelope as soon as the students have completed them. If you have
questions, you may call me at 314-288-5221, ext. 382 (work), or 314-288-

3668 (home).

Your assistance throughout this process has been appreciated.

Sincerely,

Cathy Johnson

enclosures

P.O. Box 5278 * Denton, Texas 76203-5278
817-565-2205
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University of North Texas
Department of Journalism
College of Arts and Sciences

August 27, 1990

Dr. Griff Singer
Department of Journalism
University of Texas
Austin, Texas 78712

Dear Dr. Singer:

Thank you for your earlier assistance in helping with my research
related to the effectiveness of journalism internships.

Your help is again important since it is time for the post-test. I need

responses from the following students at The University of Texas:

Agnes M. James Pamela Kocsis (intern)
Kim McKinnon Lydia Lum (intern)
Michelle M. Romani Gregory Moreno (intern)
Erlinda Ruiz Supriya Nayalkar (intern)
Shane Utter Kathryn Schoemer (intern)

If, for some reason, a student who had planned to do an internship was
unable to do so, please communicate that to me when you return the post-
tests.

I have typed the students' names on the instruments so I can match pre-
test and post-test scores. Subjects are guaranteed anonymity.

Please return the inventories to me in the enclosed postage-paid
envelope as soon as the students have completed them. If you have
questions, you may call me at 314-288-5221, ext. 382 (work), or 314-288-
3668 (home).

Your assistance throughout this process has been appreciated.

Sincerely,

Cathy Johnson

enclosures

P.O. Box 5278 9 Denton, Texas 76203-5278
817-565-2205



REFERENCES

Accredited Journalism and Mass Communications Education.
1983-84. Accrediting Council on Education in Journalism
and Mass Communications.

Accredited Journalism and Mass Communications Education,
1985-8E. Accrediting Council on Education in Journalism
and Mass Communications.

Accredited Journalism and Mass Communications Education,
1989-90. Accrediting Council on Education in Journalism
and Mass Communications.

Agee, W. K. (1979). Internships way out front in PR
curricula changes. Journalism Educator, 34 1), 6-12.

Aldrich, P. (1981). Community Services program: A
preprofessional internship at Michigan State University.
In J. Duley and Associates (Eds.) Field experience
education: A casebook. Columbia, MD: CAEL--Council for
the Advancement of Experiential Learning.

Anderson, J., Hughes, L., & Permaul, J. (1984). Research
agenda for experiential education in the 80's. Raleigh,
NC: National Society for Internships and Experiential
Education, Peer Assistance Network in Experiential
Learning. (ERIC Document Reproduction Service No. ED 260
640)

Barber, S. & Baukus, R. (1988). Media career perceptions:
Where the students and professionals differ. Journal of
Employment Counseling, 25(1), 14-23.

Barton, P. E. (1976). Learning through work and education.
In M. T. Keeton & Associates (Eds.), Experiential learning
(pp. 119-130). San Francisco: Jossey-Bass Publishers.

Beasley, M. (1990, May 23). Journalism schools do not
prepare their students for the realities they will face
after graduation. The Chronicle of Higher Education, Bi-
B2.

Becker, H. S., Greer, B., & Hughes, E.C. (1968). Making the
grade--The academic side of college life. New York: John
Wiley and Sons, Inc.

159



160

Becker, L. B. (1989). Enrollment growth exceeds national
university averages. Journalism Educator, A4(3) , 3-15.

Becker, L. B. (1990). Enrollments increase in 1989, but
graduation rates drop. Journalism Educator, A.d(3), 4-15.

Becker, L. B., Fruit, J. W., & Caudill, S. L. (1987). The

training and hiring of Journalists. Norwood, NJ: Ablex
Publishing Corporation.

Becker, L. B., Fruit, J. W., Caudill, S. L., & Blood, R. W.
(1984, August). The development of professional values of
journalists . Paper presented at the annual meeting of the
Association ,for Education in Journalism and Mass
Communications, Gainesville, FL.

Borzak, L.F. (1974). Some antecedents and consequences of
group members' perceptions of reciprocal influence
(Doctoral dissertation, Northwestern University).
Dissertation Abstracts International, 3.., 3818A.

Borzak, L., & Hursh, B. A. (1977). Integrating the liberal
arts and preprofessionalism through field experience: A
process analysis. Alternative Higher Education, 2(1), 3-
16.

Brightman, D. E. (1989). How to build an internship
program. Public Relations Journal, A5(1), 29-30.

Brinkman, D. (1985). Quality must be emphasized in 21st
Century education. Journalism Educator, 4_Q0(3), 9-11.

Bruner, J. S. (1960) . The process of education. Cambridge:
Harvard University Press.

Campbell, D. T., & Stanley, J. C. (1963). Experimental and
quasi-experimental designs for research. Chicago: Rand

McNally College Publishing Company.

Carty, J. W., Jr. (1983). All disciplines require
internships at this school. Journalism Educator, 3.a(1),
11-12.

Chickering, A. W. (1976). Developmental change as a major
outcome. In M. T. Keeton & Associates (Eds.),
Experiential learning (pp. 62-107). San Francisco:
Jossey-Bass Publishers.



161

Chickering, A. W. (1983). Education, work, and human

development. In T. C. Little (Ed.), Making Sponsored

Experiential Learning Standard Practice: New Directions

for Experiential Learning, No. 20. San Francisco: Jossey-

Bass Publishers.

Chickering, A. W. (1977a). Experience and learning: An

introduction to experiential learning. New Rochelle, NY:

Change Magazine Press.

Chickering, A. W. (1977b). Vocations and liberal arts. In

Vermilye, D. W. (Ed.), Relating work and education (125-

140). San Francisco: Jossey-Bass Publishers.

Ciofalo, A. (1988). Evaluating internships effectively.
Journalism Educat or, 3(1), 66-70.

Ciofalo, A. (1989). Legitimacy of internship for academic

credit remains controversial. Journalism Educator, A3(4),

25-31.

Coleman, J. S. (1976). Differences between experiential and

classroom learning. In M. T. Keeton & Associates (Eds.),

Experiential learning (pp. 49-61). San Francisco:

Jossey-Bass Publishers.

Copple, N. (1985). Journalism education is in an enviable

catbird seat.. Journalism Educator, AQ4(3), 16-22.

Corey, J., & Killingsworth, M. J. (1987, Spring). The

internship report. The Technical Writing Teacher, l4(2),

133-141.

Cowdin, H. P. (1978). More and more schools offer internship

credit. JournalismEducator, .3(3), 13-17.

DeMott, J. (Ed.) (1981). Internship programs: A manual for

news executives. Washington, D.C.: American Newspaper

Publishers Association.

Doherty, A., Mentkowski, M., and Conrad, K. (1978). Toward

a theory of undergraduate experiential learning. In M. J.

Keeton and P. J. Tate (Eds.). Learning by experience--

what, why, how: New Directions for Experiential Learning,

No. 1. San Francisco: Jossey-Bass.

Duley, J., & Associates. (1981a). Field experience

education: A casebook. Columbia, MD: CAEL--Council for

the Advancement of Experiential Learning.



162

Duley, J. S. (1981b). Field experience education. In A. W.

Chickering & Associates (Eds.), The modern American

college (pp. 76-116). San Francisco: Jossey-Bass

Publishers.

Dunn, B. (1983). MaJke the most of your internship.

Washington DC: Bond Publishing Company.

Dunn, M. B. (1982). Preferred learning styles of teachers 
as

determined by Kolb's Learning Style Inventory.

Dissertation Abstracts International, 4., 1937A.

(University Microfilms No. DA8227057)

Femmel, R. (1978). Why not make internships mandatory for

everybody? Journalism Educator, 31(3), 17-19.

Fry, R. & Kolb, D. (1979). Experiential learning theory and

learning experiences in liberal arts education. In S. E.

Brooks and J. E. Althof (Eds.),, Enriching the liberal arts

through experiential learning: New Directions for

Experiential Learn ing, 6, 79-91.

Garrison, B. (1981) Post internship seminar can solve

academic credit, grading problems of internship programs.

Journalism Educatcr, .3j(1), 14-17.

Garrison, B. (1983). Re: Internships. Journalism

Educator,.3_8(l), 3-7.

Gaunt, P. (1988). The training of journalists in France,

Britain and the U.S. Journalism Quarterly, Jaf.(3), 582-

588.

Goldstein, M. B. (1981). Legal issues in Experiential

EZucatiQn, PANEL Resource Paper #3, Raleigh, NC:

National Society for Internships and Experiential

Education (ERIC Document Reproduction Service No. 260 632)

Gordon, S. C. (1976) . Campus and workplace as arenas. In

M. T. Keeton & Associates (Eds.), Experiential learning

(pp. 108-118). San Francisco: Jossey-Bass Publishers.

Greene, B. (1990, June 10). The best summer jobs offer much

more than money. The Dallas Morning News, 5J.

Gwin, L. M. Jr. (1984, August). PR Internships: A view from

both sides of the fence. Paper presented at the annual



163

meeting of the Association for Education in Journalism 
and

Mass Communication, Gainesville, FL.

Gypen, J. (1980). Learning-style adaptation in professional

careers: The case of engineers and social workers.

(Doctoral dissertation, Case Western Reserve University,

1980), Dissertation Abstracts International, Ai., 4853A.

Hanson, J. (1984). Internships and the individual:

Suggestions for implementing (or improving) an internship

program. Communication Education, Ul(1), 53-61.

Harrison, R., & Hopkins, R. L. (1966) Explorations in human

relations training and research: The design of cross-

cultural training--with examples from the Peace Corps.

Washington, D.C.: National Training Laboratories,

National Education Association.

Haviland, M. G., Weaver, K. L., & Taylor, S. V. (1983).

Good grades for liberal arts internships. Journal of

College Placement, 41.(2), 57-60.

Herrick, M. A. (1987). The effects of internship experience

and participant modeling on the skill development 
and

psychological adjustment rehabilitation education 
interns

(Doctoral dissertation, The Pennsylvania State University,

1987), dissertation Abstracts International, Aa, 1398A.

Heskin, A. D. (1977). The field study program. Alternative

Higher Education, 2(2), 119-133.

Hiley, D. R. (1984). Kalamazoo College--assessing career

possibilities through internships. Forum for Liberal

Education, _(3), 6-7.

Houle, C. 0. (1976). Deep traditions of experiential

learning. In M. T. Keeton & Associates (Eds.),

Experiential learning (pp. 19-33). San Francisco:

Jossey-Bass Publishers.

Hull, W. F., IV, Lemke, W. H. Jr., & Houang, R. T. (1977).

The American undergraduate, off-campus and overseas: A

study of the educational validity of such programs.

Occasional Papers, No. 20, New York: Council on

International Educational Exchange.

Hunsaker, J. S. (1981). The experiential learning model and

the Learning Style Inventory: An assessment of current



164

findings. Journal of Experiential Learning and
SiMUlation, 2, 145-152.

Hursh, B. A. (1975). Field study and the liberal arts:
Student participation in an off-campus internship program
(Doctoral dissertation, Northwestern University, 1975).
Dissertation Abstracts International, 36., 7295A.

Hursh, B. A., & Borzak, L. (1979). Toward cognitive
development through field studies. Journal of Higher
Education, 5.Q(1)), 63-78.

Journalism Career and Scholarship Guide. (1991). Princeton,
NJ: Dow Jones Newspaper Fund.

Keeton, M. T., & Tate, P. J. (1978). Editors' notes: The
boom in experiential learning. In M. T. Keeton & P. J.
Tate (Eds.), Learning by experience--what, why, how (pp.
1-8). San Francisco: Jossey-Bass Inc., Publishers.

Kendall, R. (1980). Internship practices in public
relations. Public Relations Review, ..(2), 30-37.

Kendall, R., & Anderson, J. W. (1986, May). The research
base for a public relations curriculum: A national survey
Qf topics "essential" to a public relations curriculum.
Paper presented at the annual meeting of the International
Communication Association, Chicago, IL.

Keppel, F., & Chickering, A. W. (1981). Mediated
instruction. In A. W. Chickering & Associates (Eds.)), The
modern American college (pp. 614-630). San Francisco:
Jossey-Bass Publishers.

Klemp, G. 0.., Jr. (1977). Three factors of success. In D.
W. Vermilye (Ed.), Relating work and education. (pp. 102-
109). San Francisco: Jossey-Bass Publishers.

Knowles, M. S. & Associates (Eds.). (1984). Andraggogyin
ACtion. San Francisco: Jossey-Bass Publishers.

Kolb, D. A. (1984). Experiential learning: Experience as
the source of learning and development. Englewood Cliffs,
NJ: Prentice-Hall, Inc.

Kolb, D. A. (1985). Learning-Style Inventory. Revised
edition. Boston: McBer and Company.



165

Kolb, D.A. (1985). Learning style inventory technical
manual. Boston: McBer and Company.

Kolb, D. A. (1981). Learning styles and disciplinary
differences. In A. W. Chickering & Associates (Eds.), The
modern American college (pp. 76-116). San Francisco:
Jossey-Bass Publishers.

Kolb, D. A. .(1974). On management and the learning process.
In. D. A. Kolb, I. M. Rubin, & J. M. McIntyre (Eds.),,
organizational Psychology--a book of readings. (pp. 27-
42). Englewood Cliffs, NY: Prentice-Hall, Inc.

Kolb, D. A., Baker, R., Lublin, S., and Spoth, J. (1986).
Strategic management development: Using experiential
learning theory to assess and develop managerial
competencies. Journal of Managerial Development, .(3),
13-24.

Kolb, D. A., and Fry, R. (1975). Towards an applied theory
of experiential learning. In C. L. Cooper (Ed.), Theorias
of group processes (pp. 33-57). New York: John Wiley &
sons.

Kolb, D. A., and Goldman, M. B. (1973, December). Toward a
typology of learning styles and learning environments: An
investigation of the impact of learning styles and
discipline demands on the academic performance, social
adaptation and career choices of MIT seniors. M.I.T.
Alfred-Sloan School of Management Working Paper,
no. 688-73.

Kolb, D. A., and Lewis, L. H. (1986). Facilitating
experiential learning: Observations and reflections. In
L. H. Lewis (Ed.), Experiential and Simulation Techniques

f-or Teaching Adults: New Directions for Continuing
Education, no. 30. San Francisco: Jossey-Bass.

Kolb, D. A., Rubin, I. M., and McIntyre, J. M. (1979).
Organizational psychology--an experiential approach.
Englewood Cliffs, NJ: Prentice-Hall, Inc.

Kolb, D. A., and Wolfe, D. M. (1981, April) . Professional
education and career development: A cross sectional study
of adaptive competencies in experiential learning. Report
No. CE 030 519). Cleveland: Case Western Reserve
University. (ERIC Document Reproduction Service ED 209
493)



166

Kotar, M. E. (1980). An investigation of a learning style
intenvory with selected educational group (Doctoral
Dissertation, Illinois State University, 1980).
Dissertation Abstracts International, A2., 177A.

Lerner, M. R. (1988). Commentary: Internships assist
college programs. Community College Journalist. .1(1),
21.

Little, T. C. (1981). History and rationale for
experiential learning. Raleigh, NC: National Society for
Internships and Experiential Education. (ERIC Document
Reproduction Service No. ED 260 631)

Little, T. C. (1983). Some needs for the future. In. T. C.
Little (Ed.), Making Sponsored Experiential Learning
Standard Practice: New Directions for Experiential
Learning. (no?) San Francisco: Jossey-Bass Publishers.

Loacker, G., & Doherty, A. (1984). Self-directed
undergraduate study. In M. S. Knowles & Associates
(Eds.), Andragogy in Action (pp. 101-119). San Francisco:
Jossey-Bass Publishers.

Macala, J. C. (1986). Sponsored experiential programs
--Learning by doing in the workplace. In L. H. Lewis,
(Ed.), Experiential and Simulation Techniques for
Teaching Adults: New Directions for Continuing Education,
No. 30. (pp. 57-70). San Francisco: Jossey-Bass.

Marling, W. (1983). "The vague aches of interns." College
Englis5ha, A5.(7), 690-694.

McCart, L., Carol, L. et. al. (1985). Leaning styles among
established professionals. Chicago, IL: American
Educational Research Association. (ERIC Document
Reproduction Service No. ED 261 086)

McCormick, S. (1987). The association of nurse
educator/nursing student learning style match and its
effect on the creative problem-solving ability of the
nursing student (Doctoral dissertation, North Texas State
University, 1987) . Dissertation Abstracts International,

48, 808A.

McGaughey, B. (1987). Debriefing adds to internships.
Journalism Educator, .42(2), 41-42.



167

McHugo, G. J., and Jernstedt, G. C. (1979). The affective
impact of field experience education on college students.
Alternative Higher Education, 3.(3), 188-206.

Menthkowski, M., & Loacker, G. (1985). Assessing and
validating the outcomes of college. In P. T. Ewell (Ed.),
Assessing educational outcomes: New Directions for
Institutional Research, No. 47, (pp. 47-64). San
Francisco: Jossey-Bass Inc., Publishers.

Mentkowski, M., & Strait, M. J. (1983). A longitudinal
study of student change in cognitive development and generic
ability in an outcome-centered liberal arts curriculum.

Mills, G., Harvey, K., & Warnick, L. B. (1980). Newspaper
editors point to j-grad deficiencies. Journalism
Educator, 31(2), 12-19.

Moore, D. T. (1981). Discovering the pedagogy of
experience. Harvard Educational Review, U.(2), 286-300.

Moore, D. T. (1983). Perspectives on learning in
internships. Journal of Experiential Education, .E(2), 40-
4,4.

Moore, D. T. (1982). Students at work: Identifying
learning in internship settings. Raleigh, NC: National
Society for Internships and Experiential Education. (ERIC
Document Reproduction Service No. 260 643)

Munce, J. W. (1982). Toward a comprehensive model of
clustering skills. Raleigh, NC: National Society for
Internships and Experiential Education. (ERIC Document
Reproduction Service No. 260 641)

Nadler, M. K. (1986, April). Learning resources for public
relations. Paper presented at the annual meeting of the
Central States Speech Association, Cincinnati, OH.

Nefstead, J. (1982). The effectiveness of the educational
administration internship at Mankato State University
(Doctoral dissertation, The University of South Dakota,
1982). Dissertation Abstracts International, ,a., 1777A.

Ornstein, R. E. (1972). The psychology of consciousness.
San Francisco: W. H. Freeman and Company.

Pace, C. R. (1985, September). Perspectives and problems in
student outcomes research. In P. T. Ewell (Ed.),



168

Assessing educational outcomes: New Directions for

Institutional Research, No. 47. (pp. 7-18). San

Francisco: Jossey-Bass Inc., Publishers.

Pedro, J. D. (1984). Induction into the workplace: The
impact in internships. Journal of Vocational Behavior,
2.(l), 80-95.

Permaul, J. S., & Miko, M. B. (1977). Documentation and

evaluation of sponsored experiential learning (CAEL
Institutional Report No. 3). Los Angeles: University of
California at Los Angeles.

Peters, W. H. (1975). 'Balancing the record' Internships
may contain some unexamined pitfalls. Journalism

Educator,.10., (1) , 40-42.

Piaget, J. (1960). The psychology of intelligence. Totowa,
NJ: Littlefield, Adams & Co.

Piland, R. N. (1983, April). Public relations: A speech
communication map of the territory. Paper presented at
the annual meeting of the Central States Speech
Association, Lincoln, NE.

Powell, F. A. (1983). Training students more realistically
through a work-setting approach. Journalism Educator,

.B(1), 52-57.

Planning for curricular change. (1984). A report of the

project on the future of journalism and mass
communication. Eugene, OR: University of Oregon, School
of Journalism.

Riley, S. G. (1983). Some student assessments of newspaper
internships. Journalism Educator, 38(1), 8-10.

Rubin, S. (1981). The Internship Process: A Cultural
Model. Experiential Education. 6(4), 1, 6-7, 9.

Rubin, S. G. (1983). Overcoming obstacles to
institutionalization of experiential learning programs.
In. T. C. Little (Ed.), Making Sponsored Experiential
Learning Standard Practice: New directions for

Experiential Learning, No. 20. San Francisco: Jossey-

Bass Publishers.

Rubin, S. (1982). Performance appraisal: A guide to better

supervisor evaluation processes. Raleigh, NC: National



169

Society for Internships and Experiential Education. (ERIC
Document Reproduction Service No. ED 260 634)

Ryan, M. (Fall 1988). The teaching moment: The Washington
Center internship program. In P. Huchings and A.
Wutzdorff (Eds.) Knowing and doing: Learning through

experience: New Directions for Teaching and Learning, No.
35. San Francisco: Jossey-Bass.

Shipton, J., & Steltenpohl, E. (1980). Self-directedness of

the learner as a key to quality assurance. In M. T.
Keeton (Ed.), New Directions for Experiential Learning 9
(pp. 11-27), San Francisco: Jossey-Bass, Inc.,
Publishers.

Sims, R. R. (1981). Assessing competencies in experiential
learning: A person-job congruence model of effectiveness
in professional careers (Doctoral dissertation, Case
Western Reserve University, 1981). Dissertation Abstracts
international, 42, 1219B.

Stanton, T., & Ali, K. (1982). The Experienced Hand.

Cranston, RI: The Carroll Press.

Starr, D. (1990). How to work with interns so everyone
benefits. IABC Communication World. 7(4), p. 9.

Strange, C. C. (1978). Intellectual development, motive for

education and learning styles during the college years: A
comparison of adult and traditional-age college students
(Doctoral dissertation, The University of Iowa, 1978).
Dissertation Abstracts International, -2, 4768.

Taylor, M. W. (1979). Competency-based internships give J
students an 'edge' in the job market. Community College

jo urnalis~t,3(1), 25-26.

Texas A&M University 1989-90 Catalogue. Bryan, TX: Texas

A&M University.

Texas Christian University Bulletin 1989-90/1990-91. Fort

Worth: Texas Christian University.

Texas Tech University 1989-90 Undergraduate Catalog.

Lubbock, TX: Texas Tech University

Thompson, G. L. (1989). So you want to be a journalist.
Social Education. 1(3), 165-166.



170

University of North Texas 1990-91 Undergraduate Catalog.

Denton, TX: University of North Texas.

College of Communication. The University of Texas at Austin
1989-1991. The University of Texas Publication Issue
Catalog Number 8903, Part XI, January 1989.

Vander Heyden, T. J. (1987). The bachelor's degree in

journalism: An analysis based on the opinions of daily
newspaper reporters, editors, and department chairpersons
(Doctoral dissertation, George Peabody College for
Teachers of Vanderbilt University, 1987). Dissertation

Abstracts International, 48, 1567A.

Veeder, G. (1982). Bridging the gap: ITVA internships at

North Texas State University. (ERIC Document Reproduction

Service No. ED 248 556)

Westmoreland, R., and Starr, D. (1977). At North Texas

State: PR students, professionals both learn from

internships. Journalism Educator, 32(1), 58-60.

White, J. (1988). Can public relations be taught? Public
RelationsJournal, _A., 18.

Wilkinson, L. (1990). SYSTAT: A System for Statistics.

Evanston, IL: Systat, Inc., 1990.

Williams, H. B. The national level internship: An intern's

view of the transition between theory and practice
(Doctoral dissertation, Boston University School of

Education 1979). Dissertation Abstracts International,

A., 2407A.

Wilson, J. W. (1974). Impact of cooperative education upon

personal development and growth of values: Final report

to the Braithmayer Foundation. Boston: Northeastern

University.

Witham, W. F., Jr. (1981). Field experience education at

Bethany College. In J. Duley and Associates (Eds.), Field

experience education: A casebook (pp. 24-37). Columbia,

MD: Council for the Advancement of Experiential Learning.

Witkin, H. A. (1976). Cognitive style in academic
performance in teacher-student relations. In S. Messick

and Associates (Eds.), Individuality in learning (pp. 38-

72). San Francisco: Jossey-Bass Publishers.



171

Wufzdorff, A. & Hutchings, P. (1988). An integrating
seminar: Bringing knowledge and experience together. In
P. Hutchings and A. Wutzdorff (Eds.), Knowing and Doing
through experience: New Directions for Teaching and
Learning, No.35. (pp. 63-74), San Francisco: Jossey-Bass
Publishers.


