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ABSTRACT OF THE DISSERTATION

AN INTERVIEW STUDY OF STUDENT PERSPECTIVES

ON SERVICE-LEARNING

by

Richard Appelbaum

Florida International University, 1999

Miami, Florida

Professor Valerie J. Janesick, Major Professor

Over the past two decades, the community college in the United States has

boasted a leadership role in the movement to make education community-based and

performance-oriented. This has led to an intensification in attempts to search for more

innovative means to make education more experiential and relevant to students' lived

experiences.

One such innovative program that holds promise to meet this challenge is

service- learning. This paradigm attempts to relate the academic education in the

classroom to community-based problems, which fits in neatly with the community-based

characteristics of the community college. It promises to link ideas developed in the

classroom and their practical application within the community through guided reflection.

It is designed to enhance and enrich student learning of course material by combining

citizenship, academic subjects, skills, and values.

Though many studies have been carried out in regard to the outcomes of service-

learning through quantitative means, relatively few qualitative studies are available, and

those available have primarily studied traditional students at four-year residential colleges

or universities. Therefore, there is an urgent need to study non-traditional students'

perspectives at the community college level.
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The purpose of this study was to describe and explain the perspectives of five

students at Broward Community College, Central Campus, Ft. Lauderdale, Florida. The

following exploratory questions guided this study:

1. What elements constitute these students' perspectives?
2. What variables influence their perspectives?
3. What beliefs do these students hold about their service-learning experience

which support or are contrary to their perspectives?

This ethnographic interview study was conducted over a period of twelve months

and consisted of three interviews for each of the five participants. The analysis of the data

was conducted following the stringent principles of ethnographic research which included

constant comparative analysis. The interviews were tape recorded with the participants'

permission, transcribed verbatim, and organized into categories for in-depth

understanding. Furthermore, these categories were developed from the data collected and

an organizational scheme for understanding and interpreting of these perspectives

emerged. The researcher, as well, kept a reflective journal of the research process as part

of the data set.

The results of this study show the need for a better grasp of the concepts of

service-learning on the part of all involved with its implementation. In spite of this, all of

the participants displayed gains to a greater or lesser degree in personal growth, academic

skills, and citizenship skills.
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Chapter I

Introduction and Background

Over the past two decades, the community college in the United States has

boasted a leadership role in the movement to make education throughout the nation

community- based and performance-oriented predicated on its open-door policy. This

policy, however, has come under scrutiny and, in many cases, has been criticized as being

more of a "revolving-door" than an "open-door" in light of the high rate of attrition

among its student population (Pascarella & Terenzini, 1991). Because of this, there has

been an intensification in attempts at self-assessment and program evaluation to search

for better and more innovative means to increase retention (Bumphus, 1996). Any such

attempts, however, will not be successful until community college administrators and

faculty are willing to work together to make the educational experience of their students

more practical and demonstrate to students that their coursework can help lead them to

more meaningful and productive lives. At the same time, students must understand that

they are expected to take a proactive part in their education. They must realize that they

are responsible for making this experience meaningful and positive. When this scenario

becomes a reality, innovative programs may hold the promise of helping to address

current criticisms and lead the way to positive change.

One such innovative program available to community colleges that holds promise

is service-learning which attempts to relate the education in the classroom to community-

based problems. This fits in neatly with the community-based characteristics of the

community college (Gleazer, 1995). Since students have been calling for more relevancy

in their formal education including more active learning, this model program could be a

valuable alternative to traditional ones that are still in use. It will take more than lip-
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service on the part of a college administration to successfully implement such a program.

Faculty and students will only take it seriously if they feel that there is college-wide

support. A strong infrastructure must be in place that is willing to answer very

challenging questions. Is the administration financing the program adequately? Is the

administration providing leadership? Does the faculty realize and support the need for

service-learning? Is the faculty receiving sufficient training to make service-learning part

of the curriculum? Does everyone involved, including the students, have a clear

understanding of the nature and responsibilities of service-learning?

Service-Learning Defined

Service-learning is defined by the Corporation on National and Community

Service as a method through which citizenship, academic subjects, skills, and values are

taught. It involves active learning including drawing lessons from the experience of

performing service work. Service-learning differs from community service, volunteer

work, practica, or internships in its explicit linking of theory to practice. More

specifically, it links ideas developed in the classroom and their practical application

within the community through guided reflection. It is a strategy which is designed to

enhance and enrich student learning of course material. Therefore, service-learning

appears to be a valuable tool in the retention of community college students since it

claims to link coursework to life experiences, career exploration, and employment

opportunities. In helping students discover and develop skills, it may help to develop

self-esteem, the real self-esteem that comes from achieving something that is challenging,

and self-confidence, as well as relate personal development to civic responsibility which
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is sorely lacking in our society. An example of this is found in "A Student's Reflections

on Service" by Jeremy Wisnewski, a graduate of Piedmont Virginia Community College

in Charlottesville, VA. and reported on the American Association of Community

College's home page, Community College Times (1997). Mr. Wisnewski shares with the

reader the fact that college students cannot afford to be ignorant of the world around

them, and that in too many instances the routine of daily life clouds "the larger picture."

He found that doing service-learning in a local elementary school helped him see the

importance of caring for the real people with whom he made contact, and he wanted to

share this insight with the elementary school students. He taught himself and them

through the ancient Chinese game of "go" how to get involved in life, how to resolve

problems, and how to be content. Wisnewski explains the basic concept behind the game

as teaching a deep sense of fairness and community. The players win and lose equal

numbers of times. Cooperation is emphasized, and egos are not allowed to get in the

way. In the game, a pattern of stones emerge on a wooden playing board in an almost

artistic pattern. All plays are of mutual benefit, and each player's set of stones "grows"

in relation to the other players' actions. When the board crowds with stones, there is a

conflict, but in the end, all the stones are still and satisfied with the process. The game

teaches that we must engage in the world in which we live. We must accept struggle and

use it to progress. This is the essence of service, to engage in the world to create change.

He goes on to say that this service experience led him to see the need to take

responsibility for the world around him and to help make his community a better place.

His in-depth reflections and the excellence of his academic work, supported by his

service-learning experience, led to a bachelor's degree from College of William and

Mary and offers for full scholarships into Ph.D. programs at several universities. He

sums up his experience by saying that service-learning made a change in his life that

helped him make a change in his community.
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I recall Marie Curie saying that humans are only able to improve the world when

they work to improve the individual human through education. It is necessary, she added,

that each one of us works for her/his own improvement and, at the same time, takes a

shared responsibility for all humanity. This to me is the essence of service-learning

which is made real by such students as Jeremy Wisnewski.

A majority of the younger students who enter the community college are too often

obsessed with "defeat, despair, denial, distrust, danger, and dysfunction" which has been

aptly labeled "living life in the key of D" (Oldenberg, 1990). Traditional modes of

teaching course matter do not address these matters and, consequently, do not make an

impact on many of these students because they are not traditional students. These

students are more impressed by their experiences that take place outside the school.

According to Wilson (1966), more than 70% of what students learn during their college

years is a direct result of out-of-class experiences. Moffatt (1988) supported this

observation:

For about 40% of students, the do-it-yourself side of college [what
took place outside the classroom] was the most significant
educational experience. And for all but 10%, extra-curricular
learning had been at least half of what contributed to their
maturation so far in college (p.58).

If we truly wish to prepare these students to live a life that has positive value both

to themselves and society, we must help them change this foreboding key of D to the key

of C, so that they learn to value change, choice, capabilities, cooperation, collaboration,

compromise, connectedness, and community. Application of a service-learning

pedagogy seems to be an effective alternative strategy to introduce these key of C values

in the college curriculum.

The mission statements of community colleges often include the intrinsically
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intertwined nature of the college to the community in which they exist and make mention

of the benefits of that relationship to address social ills such as illiteracy, homelessness,

dropouts, teen pregnancy, substance abuse, juvenile crime, child abuse, and problems

facing the elderly (Harkavy, 1995). A high percentage of community college students

faces these realities every day of their lives. Not to address these issues in the context of

their coursework is an oversight that educators cannot afford to make. What better way is

there for community colleges to address these social ills if not through the curriculum?

In addition to this, community colleges are concerned with the decline in

academic standards. In Florida, institutions of higher education have been mandated to

assess the effectiveness of their programs including college readiness skills. In 1992,

almost 60% of all FTIC (first time in college) students who were tested statewide failed

at least one of three sections on the test (College Preparatory Success Rate Report, 1996,

p.2). This clearly indicates that traditional paradigms of teaching have not been

successful with a majority of prospective community college students. If they haven't

been successful, why continue down the same disastrous path? What can we as educators

do to counteract this negative trend? The current situation points out the need to pursue

innovation in our curricular offerings.

At Broward Community College, 93% of all FTIC students must take at least one

college preparatory course based on their placement test scores (Feng, 1996). The 1995

Florida Community College Accountability Re port demonstrates that the percentage of

students at Broward Community College who had completed the highest level required

preparatory course within two years of entering the college was only 69.14% in reading,

61.52% in writing, and 31.78% in math. These figures have recently been updated for

the 1998 school year (Figure 1.1). They tell us that a significantly high percentage of

students will probably not graduate and be caught in the proverbial "revolving-door".

Are we asking ourselves what these figures mean and what they tell us? If we are
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concerned, we will, as professionals, seek answers and alternatives to this dismal

situation. To allow such trends to continue reflects on our ability (or inability) to

educate. We must not throw up our hands in defeat, nor must we lay blame on others. In

the college, it is our duty to confront this situation and deal with it. We need to assess

our programs continually as a kind of action research and, obviously, involve the students

in the process. This assessment process must be more than statistical response to

standardized questions; it must be a moral activity (Brown & Knight, 1994). Educators

have to assess inter-personal qualities which are not self-evident and are a matter of

values. This assessment by necessity will ask us to be honest with ourselves. One of the

first issues we must face is the arcane nature of traditional paradigms which isolate

students from the practicalities of life. If we do not assess our curriculum in all

seriousness, we will make ourselves diminished participants in our own communities.

BCC REMEDIAL RESULTS
Public high school graduates, 1998

Private high school graduates, 1998

SOURCE: Official Assessment Cut-Off Scores
1989/1999, April 22, 1999; Broward Community
College
A042599 The Herald

Figure 1.1

With the specter of performance-based funding resting on the number of
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successful completers hanging over their heads, Florida community college leaders have

grave decisions to make. How do community colleges assist under-prepared students in

completing their coursework? What strategies can be implemented to stimulate student

interest in succeeding? In other words, how do we make the open-door policy really

work? Many educators are recommending service-learning as a potent antidote to

today's crisis (Enos & Troppe, 1996). As concerned educators, we must determine its

efficacy in relation to the current situation.

Statement of the Problem

With the growth of national interest in service-learning and the increase in the

number of students taking part in service-learning programs as part of their higher

education experience, there is an urgent need to study the effects of service-learning on

student development. Although there is a great deal of literature on service-learning and

a number of informative evaluations and research projects, there are very few research

studies that could serve as models for a local program at a community college. Methods

used in a university setting are often poorly suited for a two-year college. Historically,

community colleges have not been research institutions nor do they foster research;

therefore, the perspectives of community college students relating to the value of their

service-learning experiences remain untouched, silent, and unpublished.

Not only is a majority of the published information based on university studies,

but it tends to isolate the relationship among intellectual, social, and emotional elements

based on the assumption that: 1) faculty deal solely with intellectual development, and 2)

student affairs professionals deal solely with social and emotional development with no
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linkages between the two (Cove & Love, 1996). As a result, we are not getting a

complete picture of the situation. What we have is fragmented. There is a need to

present studies that incorporate social, emotional, and intellectual elements as a whole.

Also, those studies that are published are quantitative in nature and treat students

as unseen and unheard numbers. There is a need, as well, to hear from the students

themselves in order to seek clear meaning and value in the service-learning experience in

their unique voices. Moreover, we need in-depth interview studies that do not settle for

superficial comments or "yes", "no" responses that do not provide insight. It is necessary

that we delineate more specifically what students as individuals are getting out of their

service-learning experience, and the impact this experience has had on them as students,

individuals, and members of society. In addition, it is important to know if the results of

their experiences support the application and expansion of this pedagogy as an effective

alternative strategy to teach course material and increase civic responsibility. But, as an

educator, I can never truly presume to understand the students' experiences until I enter

into a dialog with each one of them. One that unites us in a common goal in which, as

Paulo Freire suggested, I can read their world, as well as the word (Freire & Macedo,

1987). In order to provide information on student perspectives of their service-learning

experiences, I carried out an interview study of five Broward Community College

students who have taken one or more courses with a service-learning component in which

service-learning was combined together with the course curriculum.

Purpose of the Study

The purpose of this study was to describe and explain selected community college
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students' perspectives on service-learning . This study was guided by three exploratory

questions:

1) What elements constitute these students' perspectives?

2) What variables influence their perspectives?

3) What beliefs do these students hold about their service-learning experience

which support or are contrary to their perspectives?

A prime focus of this study was to ascertain the credibility and viability of

service-learning as a valid alternative method in the community college experience as

viewed from the students' perspectives since solid evidence has yet to be forwarded.
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Chapter II

Review of Related Literature

Introduction

This review of the literature deals with three parts. The chapter commences with

an analysis of the concept of experiential learning, a paradigm which may be useful in the

integration of service-learning as a learning style, especially in the community college.

Next, literature concerned with the history of service-learning as an educational model,

followed by the third part which includes service-learning initiatives in higher education,

community colleges in general, and Broward Community College in particular.

To review the literature reminds me of Mrs. Ramsay's dinner party in Virginia

Woolf s To the Lightu., in which Mrs. Ramsay provides her summary version of the

conversations and adds her own unique contributions to them. I cannot claim to be as

witty as Virginia Woolf and her characters, but I do hope to add insight to the issue of

service-learning and its value to the current educational scene in our society.

Part One: Experiential Learning

I believe that all education proceeds by the participation of the individual in the social
consciousness of the race.

John Dewey
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Everything old seems new again. By that I allude to the recent normalization of

experiential learning in the educational lives of students on all levels by means of service-

learning. Though many current educational philosophers, or at least theorists, would like

to believe that they were instrumental in this endeavor, it was actually Herman Schneider,

at the University of Cincinnati, who used practical work experience within the context of

undergraduate courses in engineering early in this century (Wade, 1994). Since then,

there have been a number of attempts to connect formal learning to students' life

experiences.

For example, the educational philosophy of John Dewey, Ralph Tyler, and Hilda

Taba emphasized the importance of integrating learning experiences into the curriculum

to provide a framework for learning activities. These educators, as well as Piaget,

Coleman, and Kolb have urged teachers to instruct through students' experiences.

Dewey in John Dewey on Education maintained: "The mind is not individual but social,

and learning is a by-product of social activities" (p.355). Dewey believed that all

curriculum must be generated out of social situations based on organized principles but

founded on the twin pillars of the capacity of the child and the demands of the

environment (Kinsley and McPherson, 1995). Dewey's philosophy was looked upon by

many in the educational community as radical. For the early 1900's it was, and in some

cases, it seems it still is. It doesn't sit well with the philosophy of the radical right. But,

Dewey's philosophy fits perfectly with the American radical tradition. It is his

"Intelligent Action" and his thorough-going naturalism that can help save American

education. It is time for America to rediscover the work of John Dewey.

Tyler (1949) affirmed that learning occurs "through the active behavior of the

student; it is what he does that he learns, not what the teacher does" (p.63). In his Eight

year Project, Tyler demonstrated his belief that students benefit academically,
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personally, and socially from learning experiences in the community. Similarly, Taba

(1962) provided an in-depth approach to the process of curriculum development. Her

analysis and descriptions of content organization and design provided concrete ways to

produce curriculum that actively engaged students in the learning process. She urged

professionals at all levels of education to use the concerns of the student learners to

increase motivation and connect the essential elements of education.

A contemporary variation on this theme is "constructivist theory," which suggests

that "people are not recorders of information, but builders of knowledge structures"

(Resnick and Klopfer, 1989, p.4). In this theory, the role of the teacher is redefined as

guiding student activity and providing examples and counter-examples rather than

"directing" and "telling." Basically, this prepares the student to be a reflective learner

who not only takes control of her/his education but assumes responsibility for what

she/he learns and displays an intrinsic interest in lifelong learning. Obviously this clearly

relates to service-learning which incorporates setting objectives for skills to be mastered,

planning projects that contribute to the learning experience, and, at the same time, getting

a job done that the student, instructor, and agency can evaluate, analyze, and draw lessons

from. This process makes for an active learner and an active citizen. In my classes,

students have gained a great deal of insight into service-learning from these suggested

readings:

Boud, D., Keogh, R., and Walker, D. (Eds.). (1985). Reflection:
Turning Experience into Learning. New York: Nichols.

Conrad, Daniel. (1982). Learning from Experience: A Guide for
Student Reflection in Youth Participation Programs. New York
National Commission for Resources for Youth.

Books such as these explain to the students in detail the value of experiential
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learning by providing clear examples and talk about reflection and demonstrate how to do

it. These books serve as guides, roadmaps and present the students with a wealth of

practical information. This is effective and exciting learning that extends beyond the

classroom and helps create an active rather than a passive learning environment that

makes practical and meaningful use of the academic content of formal school-based

learning. If well planned, this constructivist theory can create an environment in which

the student gains organizational, team, and problem-posing and -solving skills, as well as

other valuable capabilities for future learning and work. This is lively learning in which

service-learning is reconciled with academic achievement. There is a definite need for

service-learning to be based on a firm theoretical foundation if it is not to be dismissed as

just another expensive, time consuming hunch.

This is where John Dewey's theory of experience can have strong implications for

service-learning. Dewey's theory of experience, in particular, is crucial for informing the

current effort to create a theoretical base for service-learning if service-learning ever

hopes to be taken seriously as more than just a type of add-on, extra-curricular program.

But, what are the implications of Dewey's theory to the theory and practice of service-

learning? The primary characteristic is the "... organic connection between education and

personal experience" (Dewey, 1938, p.25). Clearly, the issue here is, what constitutes a

valid, educationally-sound experience? This led Dewey to develop criteria to define the

educative quality of experience. And, it is this that service-learning must adhere to in its

desire to utilize Dewey's dialectic that links experience and education. According to

Dewey, the task of the educator is to determine the effects of the present experience on

future experiences and to secure the educational value of these experiences by directing

their growth. Dewey's writing can contribute to five specific areas of service-learning:

1) linking education to experience, 2) democratic community,3) reflective inquiry, 4)

education for social transformation, and 5) social service.
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Dwight E. Giles, Jr., a leading voice in the field of service-learning in higher

education, has recently written a few scholarly articles on the relationship of Dewey's

theory of experience and its relationship to service-learning in hopes of further validating

service-learning as an educational theory whose time has come and in hopes of ensuring

quality in service-learning programs in light of negative press and faculty hostility.

These detractors, on the whole, base their arguments on the view that objective scientific

knowledge constitutes the only legitimate foundation for educational praxis. This out-

dated idea results in our living amongst ghosts in a tradition-bound locked cellar. The

concept that real learning consists solely of observable and measurable behavior must be

questioned by educators. Experiential learning is valid and integral to transformative

learning. We have to liberate the curriculum from restrictive methodologies that tend to

devalue significant qualities that happen not to be measurable.

The main issue that must be dealt with by service-learning advocates is to make

sure that a true situational learning approach is practiced to ensure the quality of service

and ensure rigor for the learning derived, as well, from the service experience (Sigmon,

1987). It might also be wise to locate service-learning within the broader educational

endeavor which has been posed by Stanton in the form of a question: "Is service-learning

a form of experiential education which can stand beside internships, field study and

cooperative education? Or, is it a philosophy of experiential education which suggests

methods and practices that should inform all programs" (1987, p.4)? Giles responds to

this by taking his answer from Dewey's theory of experience, with its understanding that

experience is ultimately social and communal and that education is interactive and

reciprocal. He suggests the latter view of service-learning as a philosophy of experiential

education rather than a more restrictive definition (Giles, 1988, pp.3,10). John Dewey

was preoccupied with the disconnected elements in our lives. What could be more

disconnected today than our educational system and its lack of practical application to
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life? Possibly, service-learning is the link that can help reconnect the need for service

and learning. Benjamin Franklin said, "Tell me, and I forget. Teach me, and I may

remember. Involve me, and I learn."

Likewise, Richard Battistoni (1995) of Providence College calls the connections

that can be made in a service-learning context between practical experience and

theoretical insight "quite powerful and useful in learning about citizenship in a pluralistic

society" (p.3 3 ). It is paradoxical that faculty would seek to denigrate service-learning

when, in fact, they clearly see that traditional methods do not work with contemporary

students who appear to be less motivated and less prepared for academic study than

previous generations of college students.

In a recent issue of Community College Week (1996, August 12), the Chancellor

of Connecticut Community-Technical Colleges, Bruce Leslie, exhorted colleagues to

"...understand that rapid change will be necessary if we are to fulfill the community

college vision of the Twenty-first Century" (p.4). Among the factors that he feels must

be taken into account in changing the way that community colleges teach are to realize

that individuals learn best when they are involved in the process. He also states that

disciplines only have meaning as part of a whole, in the context of the individual's life.

Leslie adds that the key elements of learning are experiential and precede learning rather

than vice-versa. Leslie is clearly suggesting that educators must be prepared to address

different learning styles and expectations of students by adapting teaching styles to the

needs of the students and the community. Isn't it clear that service-learning just may be

able to accomplish this when one considers that it has such a strong background in

proven theory and philosophy?

Similarly, Arthur Levine (1994) agrees that "active learning... is the preferred

learning style of a quickly growing proportion of undergraduates" (p.5). A majority of

these students seem to learn better from the bottom up, from concrete to abstract, rather
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than from top down as was the case with previous generations of students (Schroeder,

1993). This is especially true of community college students who tend to be concrete

operational learners according to Jean Piaget's cognitive-structural theory of student

development, and who do not do well with higher-level abstract reasoning which

traditionally has been associated with college level studies (Gruber & Voneche, 1977).

This bottom-up method typifies experiential learning by which students learn inductively

from observation and direct personal experience (Markus et.al., 1993). Thus, traditional

methods will only create frustration and failure. What is the good of that?

For those faculty members who are determined to improve student success rates,

service-learning can serve to support them in achieving "greater congruence between

teaching styles and learning styles, thereby increasing the probability of students' ability

to master content, acquire critical thinking skills, and understand increasingly complex

issues" (Schroeder, 1993, p.26). At the same time, many student affairs professionals are

being expected to assume increased responsibility in relation to student learning and

performance-based outcomes assessment and to create partnerships with faculty in

programs that value experiential learning and service applications of traditional courses

(Komives, 1996). Obviously, as Schroeder said, "Learning is not a spectator sport"

(1993, p.26). The question is whether the administration, faculty, student services staff,

and students are willing to play ball with each other.

Part Two: A Brief History of Service-Learning

Currently, hundreds of schools in the U.S. are adopting service-learning with the

evangelical fervor of new converts hell-bent on seeking out any new program that
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promises positive development in American education. Well, service-learning is not

actually new to the American educational scene. For example, the literature claims that

William Kilpatrick was the founder of school-based community service, having

introduced the project method of learning at the end of World War I (Conrad and Hedin,

1991). But, the idea of community service goes back much further into America's past.

Throughout the history of higher education in the United States, the concept of service

has been used to warrant claims for public support. In his 1869 inaugural address,

Charles William Eliot of Harvard asked rhetorically:

And what will the University do for the community? First, it
will make a rich return of learning, poetry and piety. Secondly,
it will foster the sense of public duty--that great virtue which
makes republics possible (Hofstader and Smith, 1961).

With the advent of new programs in American higher education, the move from classical

curriculum to incorporate science and technology, for example, the rationale given was

that this was needed to better serve the society. Andrew Draper focused on this approach

in a 1907 commencement address when he stated, "The American university will carry

the benefits of scientific research to the doors of the multitude" (Draper, 1907). More

recently, Derek Bok (1982) captured the current tone of the debate:

By 1970, then, the issues were clearly defined. Should
universities turn inward and dedicate themselves to learning
and research for their own sake, benefiting society indirectly
through advances in basic knowledge and the education of able
students? Should they continue instead to respond
energetically to society's requests for new services, new
training programs, and new forms of expert advice? Or should
they take the initiative and set their own agenda for reform by
deciding for themselves which programs to mount and which
projects to encourage in order to bring about social change?
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Apparently, there can be no quick "yes" or "no" answers to such profound questions nor

are there paradigms that can be expected to serve the individual situations at all colleges

and universities. This matter of social responsibility must be one of continual debate for

each college and university to enter. Cohen and Brawer (1982), who have written

extensively about the American community college, feel that community service is

especially important to the community college, and they invite community colleges to

enter the debate as to the extent to which community service is or should be a major

function at these institutions. How do colleges define themselves in relation to the

community? How socially responsible should colleges be? How can this role of the

college be clarified in order to carry out this mission effectively? These are questions we

must answer.

It was the Progressives, like Dewey, who kept this approach to learning alive

through the 1930's since they believed that the schools should inspire students with

ethical values and the skills needed to create social reform (Conrad and Hedin, 1991).

Their ideas are as relevant today as they were in the early part of the century. In order to

include the pedagogy of service in higher education, possibly, there is a need to change

the epistemology, the way we teach and learn, the way we know. It is the work of the

Progressives that gives us the philosophical foundation we need. It affirms community,

diversity, and engagement. Prior to the advent of progressivism, American education

was based in purely academic learning using the rote-and-recitation model. Progressive-

experimentalists were the first to question this and move educational concerns from the

elitist academic model to one which included social concerns and social activities in the

curriculum that would bolster the school's role in teaching students to think and solve

problems.

Outside of education, the long tradition of community service in America can be

traced to other sources than just the university setting. Alexis de Tocqueville recorded in
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1830 the unique phenomenon of civil and social support that citizens gave the fledgling

nation in his Democracy in America. He called these acts " habits of the heart" and saw

these "habits" as a way to unify the political community and support social institutions

(Bellah, Madsen, Sullivan, Swidler, and Tipton, 1986). In the past decade, his work has

helped revive the great interest in community service as a fundamental and natural part of

democracy and the idea of people helping and caring for each other. This then led

political leaders to advocate for more involvement of youth in community service for the

purpose of inculcating the values of responsibility to self and others in light of the

growing isolation of individuals, the emphasis on self, and the lack of connection

between young people and their neighborhoods and communities (Boyer, 1987). These

political leaders have seen the need for community service as a vehicle for youth

development, school reform, and community renewal. It is these politicians together with

educational leaders such as Ernest Boyer who are highly concerned about the

restructuring of American higher education. In the Chronicle of Higher Education

(March, 1994), Boyer writes about the higher education institution of the future as a place

where undergraduates would "participate in field projects, relating ideas to real life."

Continuing his prolific writing on the subject, Boyer authored The Scholarship of

Engagend (1996) in which he argues that academic programs and service (which he

terms "the scholarship of engagement") must be combined. All of these calls to action

merely mirror the reality in our society.

In 1989, strategic planners at United Way of America foresaw nine societal forces

that would have a great impact on our nation's future, most importantly its human and

social service system. Obviously these forces will affect higher education (Komives,

1996):

1. Maturation of the U.S. population and its implications.

2. A mosaic society, highly diverse in age, race, culture, and religion.
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3. Redefinition of individual and social roles with service provided by peer

groups.

4. An information-based economy in which many people will need to be

computer and technically literate.

5. Globalization making the world more interdependent with a need for cross-

cultural skills and an understanding of international linkages.

6. Personal and environmental health.

7. Economic restructuring with increased competition for shrinking funds and

the need for evaluation and outcome assessment.

8. Redefinition of family and home with the growth in needs of nontraditional

family arrangements.

9. Rebirth of social activism with citizens involved in seeking solutions to

community issues such as crime, the environment, drugs and the need for a

realistic education.

These issues are extremely relevant to community colleges, and there is a

consensus of opinion that there is a great benefit and need for college students to take part

in community service as part of their education ( Cohen and Kinsey, 1994; Weaver,

McElhinney and Allen, 1983); however, very little research has been done on the views

of students, the impact of their work, and the benefits to the students themselves and to

the community. It is the trained college student who in many cases can alleviate the

burdens of under-staffing and limited budgets that are the reality that many of our social

service agencies deal with on a daily basis.

In the past, colleges were seen as isolated entities apart from the community.

Community service is a way for colleges to improve their public image and strengthen
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ties to community agencies (Walker and Nozaki, 1991). These relationships can not only

build linkages but also lead to new opportunities in sources of funding that could benefit

the community and the college, create career-related experiences for students, and

increase civic responsibility on the parts of the undergraduates (Myers-Lipton, 1994). In

many cases, students are also isolated. We live in a world of virtual reality and simulated

experiences. Economist Jerry Rifkin calls service-learning "an essential antidote to the

increasingly isolated world" (1996). It is incumbent upon us as educators to lead the way

in this endeavor. If not us, others will take the lead. Possibly, this is why the national

government has taken such a keen interest in community service.

Though public service has not been a partisan issue, President Clinton has been

credited with much of the recent revival of interest in national service through the

National and Community Service Trust Act which was signed into law on September 21,

1993. The Act was specifically designed to engage Americans in addressing the urgent

problems facing our nation through direct community service. Learn and Serve America

National Service Programs serves as the umbrella organization for the Higher Education

Program, Volunteers in Service to America (VISTA), and AmeriCorps was established

by George Bush's nonpartisan Commission on National and Community Service. On

March 19, 1998, First Lady Hillary Rodham Clinton delivered the President's National

and Community Service Amendment Act of 1998 to Congress. In part, she said, "

Serving others and giving back is part of what it means to be an American and part of

what it means to be a citizen in a democracy. Extending congressional support for

national service into the 21st century will give millions more Americans the opportunity

to serve and strengthen their communities" (National News Service, March 23, 1998).

This idea of participation is not a new idea in democracy; it is rather a cornerstone of

democracy. It is built on the notion of Greek polis, where the citizen's first priority was

to participate in public life. It is this that served as the basis for New England town
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meetings which Thomas Jefferson called the "wisest invention ever devised by man"

(1903, vol.8, p.203). It is important to note that John Dewey was a product of that New

England environment. Our lives are affected on a daily basis by public decisions.

Therefore, we should clearly see the necessity of having an integrated public and private

life.

Part Three: Service-Learning in Higher Education

According to Jefferson, a democratic citizenry should be well educated and

informed on the issues of the day with the skills necessary to participate. Early American

colleges taught responsible citizenship by educating gentlemen who would be future

leaders of this new nation. With the Industrial Revolution, however, more emphasis in

education was placed on preparing people with the skills necessary for industrial

production to which citizenship took a back seat. Nevertheless, colleges never forgot

their mission:

At its best, the campus is expected to bring together the views
and experiences of all its points of view and create something
greater than the sum, offering the prospect that personal values
will be clarified and the channels of our common life will be
deepened and renewed (Boyer and Hechinger, 1981, p.56).

The challenge for higher education, it would seem, is not only to train a

professional but also a citizen. It is higher education that can offer the setting, the

curriculum, and the community for developing a responsible citizenry that must live in a

public world. It is the educator who must develop the future generation of public leaders.

The means for doing this is through community and public service, experiential
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education, and the creative thinking skills that form good judgment. "Judgment is the

ability to bring principles to particulars without reducing the particulars to simple

instances" (Minnich, 1988, p.33). This, obviously, is not a solo activity but a collective

process that colleges and universities can provide through curriculum and the

opportunities for experiential learning that are made available to students as they learn to

live a shared life.

Alexander W. Astin reports in a study from UCLA's Higher Education Research

Institute (HERI) that "participating in volunteer service work during college has a

number of positive effects on students' post-college development including participating

in community action programs, helping others in difficulty, promoting racial harmony,

participating in programs regarding the environment, and developing a meaningful

philosophy of life" (HERI, 1996). Astin takes these results as proof that learning and

personal development during the undergraduate years occur as a result of students

engaging in both academic and non-academic activities both inside and outside the

classroom (Astin, 1993). Students who spend more effort in a variety of activities benefit

the most intellectually and in personal development (Astin, 1993; Chickering and

Reisser, 1993; Pascarella and Terenzini, 1991). A valued outcome of this type of post-

secondary education includes cognitive complexity in which the student develops critical

thinking, intellectual flexibility, and reflective judgment. This can be achieved by

college administrations that support and finance service-learning, student affairs

administrators who support in-class and out-of-class learning experiences and

communicate with faculty, faculty who implement experiential learning and so structure

curriculum and communicate with other institutional entities, and students who take

responsibility for their education and clearly see the relationship of their academic studies

and community service.

This does not mean that there are no problems in developing such a program at a
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college. Firstly, there is a need to evaluate such programs and assess student outcomes

(Nettles, 1995). Secondly, service-learning programs must compete for meager funds for

program implementation, office space, personnel, and equipment (Benjamin, Carroll,

Jacobi, Shires and Krop, 1993). A number of studies that offer models have been

published (Astin, 1995; Cohen and Kinsey, 1994; Giles and Eyler, 1994, Markus,

Howard and King; Myers-Lipton, 1994), but the methods are usually site-specific and not

replicable in other settings which unsettles quantitative researchers and their studies.

High hopes can easily be dashed when trying to replicate methods and measures. It is for

this reason that there is a dire need for qualitative studies such as ethnographies and

naturalistic evaluation as supported by Ostrow (1994); Patton (1987);and Rossi (1994).

Qualitative studies could yield abundant, vivid data. We are dealing with the impact of a

mode of learning on students who are very much individuals; therefore, the impact of

such an experience is bound to be non-generalizable and highly personal and diverse,

charged with feeling and emotion and, most importantly, with a story to tell. How can

quantitative methods and measurements accurately interpret this? Frankly, there are

those in the higher educational community trained in traditional modes who may reject

qualitative studies as irrelevant, incomplete or not generalizable, but this is not the case.

It is time for funders and policymakers to realize that there are pitfalls in so-called "hard

data" and that qualitative studies are viable and in many cases desirable in ferreting out

information that might be glossed over or lost in typical statistical studies. Other

disciplines, such as medicine and law, have used case studies quite successfully for many

years.

Another problem is that with all of the negative issues facing higher education

and its accountability, service-learning is being seen as a panacea. The published works

of advocates make it seem so positive that its detractors are calling for proof in the form

of empirical data. Also, it is difficult to find published works by critics. There is so
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much government support and educational praise that we are not responding to the

concerns of this faction which may include a majority of faculty who are uncomfortable

with the interface between experiential learning and academic learning. Many fear losing

control of the curriculum and not being in charge of the students' out-of-class

experiences, and many object to the enormous work-load involved (Gore and Nelson,

1984). Faculty members stuck in traditional modes of learning resort to the question: Is it

academic?

Recent studies cited in the Michigan Journal of Community Service Learning

have found that faculty who participate in service-learning do see a clear connection

between academics and community service. Chris Hammond (1994) surveyed faculty at

23 Michigan colleges and universities regarding their involvement in service-learning and

their satisfaction. Usable responses were received from 130 faculty members who voiced

positive feelings regarding autonomy and perceived effectiveness with students. It is a

shame that no such studies have been done with community college faculty nor students

at community colleges. In the same volume, Tim Stanton reported on providing an

instructional seminar on service-learning for faculty and administrators. He interviewed

12 individuals who had attended a Campus Compact Institute and did follow-up a year

later and found that nine had successfully implemented service-learning in their courses,

and six of these aided other instructors in implementing service-learning in their courses

(pp.7-20). It seems clear that administrative support of faculty attendance at such

seminars is necessary to win faculty support for new and innovative programs such as

service-learning.

One of the major problems dealing with service-learning in higher education,

according to Marilyn Smith, is that there is a total lack of consensus regarding goals. In a

case study she conducted of one campus, Smith investigated the goals of various

participants in service-learning programs. She focused on intended student outcomes
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based on the perceptions of national policy-makers, national organizations, college

administrators, campus community service directors, and student leaders in service

programs. The highest priority for national leaders and national organizations was

citizenship outcomes. This priority was scarcely spoken of by faculty, college

administration, community service staff or students. In particular, students she spoke

with saw no connection between service and good citizenship. Smith concluded that

there is a need for better communication with campus participants in clearly defining

goals and forming links (pp.37-43). Yet a study conducted by the Higher Education

Research Institute (HERI) at the University of California, Los Angeles (UCLA) in 1995-

96 evaluated the Corporation for National Service's Learn and Serve America Higher

Education (LSAHE) program in relation to the impact of service-learning on three

general areas of student development including civic responsibility (good citizenship).

Data collected from 3,450 respondents (students attending 42 institutions with LSAHE

programs) found that the effects of service were most noticeable in the area of civic

responsibility. More than twice as many service participants as nonparticipants (60%

versus 28%) reported on the follow-up to this quantitative study (applying multivariate

analysis) that their "commitment to serving the community was either stronger or much

stronger" than before (Sax and Astin, 1997). Evidently, this study's findings are

contradictory to the findings from the Smith study. Yet, there has been no call for

clarification regarding the opposing results in this quantitative research or the many other

contradictory findings from the service-learning community. This is, obviously, the

politically correct response. Silence. But, how are these findings to be utilized? There is

also a need for all parties involved to enter into dialogue on equal footing. In too many

instances, politicians and educational administrators are calling the shots while student

voices are hushed and faculty concerns are left unanswered.

The service-learning network sheds light on the fact that not all service-learning
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advocates are in agreement on many issues facing service-learning in higher education, as

well. Many of these educators express discomfort with movements toward a "best"

approach or what books best serve the interests of service-learning. As one such person,

Dr. David Lempert, said, "I thought we were about creating the most diverse approach to

meet the greatest variety of needs in the most informed way... with learning as our most

fundamental goal and developing active, responsible citizens who can think

independently" (Service-learning network, e-mail, March 26, 1998 from

<lemp@gwis2.circ.gwu.edu>). His opinion that there are certain fashionable "gurus" and

that a hierarchy is being established of people who perceive themselves to be leaders in

the movement is a healthy sign of the need for debate and discussion in this

comparatively new approach to learning. There is disagreement as to whether too many

models of service are in actuality service-learning or servitude for credit. There is still a

great deal of confusion about the essential difference between internships, capstone

experiences, practica, and service-learning, as well as the role of empowering students.

These issues need to be discussed and resolved if service-learning is ever to establish an

environment in which students can be taken seriously and be allowed to grow and

develop in a natural manner, which is the promise of service-learning. "Service

combined with learning, adds value to each and transforms both" (Honnet and Poulsen,

1989). It will take a great deal of effort to make such quotes more than mere words that,

like political slogans, sound nice but ring hollow.

Harry C. Boyte, the director of project Public Life in Minneapolis, writes in an

article for the Phi Delta Kappan (1991) that a major problem facing service-learning is

that it was touted as a remedy for college students' lack of interest in all things political

but has not been instrumental in engaging students in political activities and public

affairs. Youth seem angry about the "foot-dragging" attitude of much of the adult

population yet not very willing to do much about it themselves. For this reason, I feel, it
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is very important that colleges include the students in the planning of whatever service-

learning initiatives they develop. We have to put the ownership of problem-solving

projects into the hands of our students and give them all the necessary support in creating

a successful and positive educational experience. We also must understand, as Kendall

(1990) notes, that service-learning programs engage in a diversity of learning goals:

cognitive, civic, ethical, and cross-cultural. Clearly, different programs may stress a

variety of combinations of these goals. The very nature of experiential learning negates a

definitive list of aspects. Viewed from this angle, service-learning can be seen, as Rama

and Zlotkowski (1996) point out, as an activity located between two poles that have

already been identified:

Figure 2.1

The Service-Learning Continuum

discipline-based
community service experiential education

service-learning

Diverse approaches are being designed at many colleges and universities

throughout the United States that are admirable. The University of Utah, for example,

offers 57 courses in 35 majors that require two to three hours of service per week

(Groennings, 1997). It is estimated that over 9,000 students have done some form of

service with approximately 50 community agencies (Groennings, 1997). At Florida State

University, students contribute thousands of hours in soup kitchens, nursing homes and

hospitals. Others tutor reading in literacy programs and assist in health care. Many assist

migrant laborers through Project Amistades by helping with English language needs. A

new Center for Civic Education and Service is responsible for placing students,
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supporting faculty needs and maintaining transcripts of students' service records. The

president of FSU, D'Alemberte, writes that service will "improve instruction, enrich the

education of students, make the students more desirable to prospective employers, and

make the community a better place to live.... Connecting with different sectors of our

society builds trust and teaches civic responsibility" (1996, p.2). Service-learning can put

students in touch with what it means to be fully human. It can also impress upon faculty

the transformative power of their work. Both students and instructors can more clearly

see their experiences as meaningful. This is the challenge we face: to make education

meaningful for all participants. Service-learning is not the only way to accomplish this,

but it is one way. In the studies that have been conducted on college undergraduates,

researchers have verified claims that students who participate in service-learning

demonstrate more positive effects on psychological, social, and cognitive development

(Batchelder, 1994). Although many service programs have different goals, most studies

have focused on moral, ethical, social, attitudinal, and personal development outcomes

(Giles and Eyler, 1994; Markus et al., 1993). In many studies, such as the one by Boss

(1994) at the University of Rhode Island, a significant increase was found in students'

moral reasoning ability. How significant are these quantitative studies? We'll never

know until the students' voices are heard. The voices that can reflect the actual benefits

of service-learning as a valid paradigm.

Figure 2.2 clearly identifies the theory-based studies that have been done related

to service-learning. It is evident that not only are more studies needed, but there is a

noticeable lack of qualitative research.

Specifically, community colleges enroll 49% of first time freshmen college

students (AACC, 1996). According to the same article, 75% of community colleges are

either actively engaged in service-learning or desirous of implementing such programs.

However, the literature does not attest to this fact since very little has been published
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about programs at community colleges. When Campus Compact brought together the

Integrating Service with Academic Study (ISAS) Advisory Committee at the Ford

Foundation in New York City on December 18, 1995, community colleges were not

invited, nor did the discussion even take community colleges into account.

The American Association of Community Colleges (AACC) introduced its

service-learning project with the support of the Corporation for National and Community

Service in 1994, "to strengthen the service-learning infrastructure within and across

community colleges, and to help train faculty members in skills needed to develop

effective service-learning opportunities" (AACC Service-Learning Home Page, 1996).

This statement was very necessary because the assessment of institutional effectiveness

for community colleges must use different indices of success than those developed to

assess programs at four-year colleges and universities (Berson, 1998). One such

significant difference between community college students and those who attend

universities is that community college students can be considered successful without ever

receiving a degree from the community college since obtaining employment is seen as a

measure of success, as is improving job skills. Many of the leaders (and authors) in the

field of service-learning are university based and have nothing but disdain for using

service as a vehicle for training students for employment, but as Dr. Arthur Levine,

President of Teacher's College of Columbia University said, "College students today

want a relationship with their campus much like the ones they enjoy with their bank and

their supermarket." They want to get in, get what they need to get a job, and get out. As

educators in community colleges, our task is to make that experience as meaningful as

possible for these non-traditional students. I feel that service-learning can help in this

endeavor since it clearly demonstrates to the student the positive connection between the

classroom and the practical application of academic studies to the everyday world in

which the student lives. This current analogy of the student as consumer is well-suited to
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service-learning.

There is now a good deal of research evidence to suggest that
the more time and effort students invest in the learning process
and the more intensely they engage in their own education, the
greater will be their own growth and achievement, their
satisfaction with their educational experiences, and their
persistence in college, and the more likely they are to continue
their learning.... While one can ask what a chemist knows, for
example, one is not involved in that knowledge until one does
what a chemist does (National Institute of Education, 1984,
October, pp.17 & 28).

As such, service-learning being an active mode of education necessitates that

students be inquirers who create their knowledge rather than absorb it. Clearly, students

are more apt to acquire content in a discipline if they are closely interacting with it. This

leads to application of classroom theory to everyday situations in which students find

themselves and other people in their communities. While applying these skills, students

are getting more practical experience in writing and thinking. They are out in the

community honing citizenship skills and cross-cultural awareness. If we continue with

the analogy of the student as smart consumer, she is actually getting more for each tuition

dollar than she would get in the traditional classroom. Evidently, this will lead to better

access to opportunity as companies and corporations seek a skilled labor force.

Moreover, this is a valid way for institutions of higher education to impress the

community at a time when accountability is based on graduating students who are

responsible citizens and well-prepared to enter the workforce. For these reasons, service-

learning should not be viewed as a bothersome add-on to an already overburdened

curriculum, but rather as a necessary partner to classroom instruction in achieving quality

educational goals.

As part of its mission statement, Broward Community College is committed to the
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concept of active citizenship and participation in improving community life. Therefore,

the college realizes the value of community service and supports reflective activities in

the classroom as an integral part of each student's educational experience. The mission

statement goes on to say, "to provide the opportunity for students to contribute to the

well-being of others through student service-learning programs as part of their higher

education experience" (BCC 1997-98 Catalog).

Long before service-learning was institutionalized, student service organizations

took part in community projects such as Toys for Tots and homeless food programs. The

idea for a formalized service-learning initiative began in 1982 when the Division for

Student Affairs set up pilot programs with partial funding from the U.S. Department of

Education Fund for the Improvement of Postsecondary Education (FIPSE). So began

such programs as Challenge to Youth, in which college students were matched with first-

time juvenile offenders; Transitional Insights Program, which paired BCC students with

high school seniors with learning disabilities in hopes of helping prepare these disabled

students to enter college. By 1994, the BCC Community Connection was instituted to

serve as the umbrella organization to coordinate all service opportunities and to support

faculty needs in incorporating service into the curriculum. E. Justine Appelbaum, the

college's first director of this office was instrumental in making service-learning visible

at BCC and also in implementing a co-curricular transcript to document service activities.

This is where we currently stand. There is a much greater need for faculty contact

and training, encouragement for student participation and student understanding the

concept of service-learning, and for administrative support and funding if we ever hope to

make service-learning an integral component of our college programs. With the public

concern for the "back to basics" movement, constant threats of cutbacks in financial aid

and student services, and increased costs of higher education for the student and the

taxpayer, service-learning needs to be recognized as a viable alternative that can make
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education work by making education applicable to societal needs. For too long,

educators have accepted the notion that some professions: medicine, architecture, clinical

psychology, theater and dance, to name a few, are accepted as applied fields and,

therefore, include some form of experiential education, such as service-learning, as

preparation for the profession; whereas, other disciplines like history, business, and

economics rarely expose their students to the experiences of professions in those majors

in our contemporary society. We must adapt to the idea that all of the liberal arts need an

infusion of experience that is well supervised and designed into the curriculum and

institutionalized as part of the culture of the college. There is a great need for articulation

and commitment in place of rhetoric. This will be evident in the way administration

formulates policy and the institutional approach to education, in the way faculty approach

their teaching responsibilities and formulate curriculum, and, most importantly, what and

how students learn, apply what they learn, and how they view their learning experience

using service-learning.
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Figure 2.2

Overview of Related Theoretical Research with Undergraduates Related to Service-Learning and Experiential Education

RESEARCHER POPULATION PURPOSE FINDINGS

Astin, 1996 Undergraduate students who A study by RAND and UCLA Participation in service resulted in
participated in service at 41 on the effects of participation in higher levels of academic achievement,
Learn and Serve Higher service on college students on civic responsibility and like skills.
Education grantee institutions. 35 dimensions.
(n=3,400)

Batchelder & Students in various courses at a Used an experimental design to Participation in service-learning
Root, 1994 small, Midwestern, liberal arts evaluate the effect of service- facilitated student development in

college. (n=71) learning courses on the cognitive, thinking about social problems,
moral and ego development of prosocial decision-making, prosocial
the students. reasoning, and their tendency to reflect

on occupational identity issues.

Boss, 1994 Students enrolled in two Used an experimental design to The section that engaged in community
sections of ethics at the test the effect of a 20-hour service work and participated in
University of Rhode Island. community service requirement discussions of relevant moral dilemmas
(n=71) on moral reasoning. improved in their moral reasoning ability.



RESEARCHER POPULATION PURPOSE FINDINGS

Cohen & Kinsey, Students enrolled in Mass To determine the value of Service education, as a pedagogical
1994 Communication and Society, service-education projects at tool, increased motivation and

a lecture course at a numerous sites terms of contextual understanding of specific,
residential research general education goals and substantive course material involving
university. (n=220) curriculum specific goals. messages and audiences, and students

found the project was more useful than
other types of assignments.

Giles & Eyler, 1994 Students enrolled in a To determine whether a Students showed a significant increase
required 1-credit community required 24-hour service- the belief that people can make a
service laboratory at learning experience can have difference, increased commitment to
Vanderbilt University. am impact on measures of continue doing community service,
(n=72) social responsibility. and reported changes in their

perception of the clients.

Hudson, W.E., 1996 Students enrolled in Used an experimental design to No significant difference was found in
American Public Policy and determine differences in student belief orientations or attitudes
a European politics course at belief orientations or attitudes between two courses. However the
Providence College. (n=51) as a result of participation in a design did not isolate the potential impact

course with service-learning. of the service-learning component.

Kendrick, 1996 Students enrolled in To examine the effects on two Students in the service section showed
Sociology I at SUNY sections of the same course, increased social responsibility and
Cortland. (n=123) one with a 20-hour service personal efficacy, and greater ability to

requirement. apply course concepts to new
situations.



RESEARCHER POPULATION PURPOSE FINDINGS

Marcus, Howard, Students enrolled in Used an experimental design to Students reported that they had
& King, 1993 Contemporary Political Issues, test the effect of service-learning performed up to their potential in the

a lecture course at the on personal values and course, learned to apply course
University of Michigan. (n=89) orientations. principles to new situations, and

developed a greater awareness of
social problems.

Miller, 1994 University students in two To examine the effects of an Students who selected a service-
advanced Psychology courses optional linkage between a learning option rated it as significantly
at the University of Michigan traditional Psychology course more valuable and reported enhanced
(n=35) and a community service- ability to apply course concepts outside

learning course. the classroom.

Robinson, 1975 Community college students To examine the effects of a Participation in an innovative
enrolled in a social science 1-credit community service community service-oriented curriculum
course. (n=100) laboratory attached to a was far more satisfying than

3-credit social science course on participation in the traditional
student satisfaction. curriculum.

Serow, 1990 College and university A study of the effect of Current efforts to encourage
students. (n=965) community service on student community service should

values. acknowledge the role that values play
in pro-social behavior.



Chapter III

Methodology

Chapter III of this study presents the rationale for the specific methodology

chosen and the critical elements necessary to conduct such a study. Part One deals with

the underlying assumptions of a qualitative interview study. Presenting these

assumptions helps guide the reader to better understand the reasons for choosing the

specific methodology used in this study and, hopefully, address any concerns the reader

may have. Part Two identifies the sample and information pertinent to the sample in an

interview study. In Part Three, the design is discussed including the criteria for validity

and dependability. Then Part Four details how the data was analyzed. Part Five focuses

on the role of the researcher in an interview study. Finally, Part Six describes the pilot

study.

Part One: Underlying Assumptions

Try as we might, we can never see with any eyes except our own.
Justice Benjamin Cardozo

It is necessary for qualitative researchers to acknowledge those areas in their

research studies that cannot be objective. Eisner(1991) tells about subjects who may

expect to be flattered and are not happy with any negative information reported in a

research study. To delete any negative findings merely to appease certain subjects, or in

this specific case supporters of service-learning (and I am one of them), would be to
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"engage in a public relations campaign" and not in an ethical qualitative study.

Eisner goes on to talk about the fallacy of a researcher being "neutral" which he sees as

an idea that is inherently flawed. Even in a descriptive study, there can be no neutrality

since the researcher determines what will be described. In 1992, Eisner published an

article, "Objectivity in Educational Research", in Curriculum Inquiry, in which he

attempted to persuade readers that both ontological and procedural objectivity were less

than workable. The concept of objectivity is usually meant to mean being impartial, open

to all possible sides of a debate. Through this process, we gain knowledge. Ontological

objectivity deals with the way things really are in their pristine state. Procedural

objectivity seeks to abolish individual judgment. Instead, he presented Dewey's thinking

on the subject. Specifically, whatever we believe we know is a function of a

"transaction" between the qualities of the world that we cannot know in their pure form

and our own perceptions based on our life experiences. Many might argue with this view

as being senseless relativism, but few can argue with the supposition that "knowledge is

always constructed relative to a framework, a form of representation, and to a personal

biography" (p.13). In essence, there is no one way to find meaning in the world. This is

very pertinent to qualitative studies that seek different ways to interpret a lived

experience and invite people to take part in what is a plurality of views. Eisner quotes

Stephen Toulmin, a leading philosopher of science, as saying, "All of our scientific

explanations and critical readings start from, embody, and imply some interpretive

standpoint, conceptual framework, or theoretical perspective. The relevance and

adequacy of our explanations can never be demonstrated with Platonic rigor or geometric

necessity...." (p.15). Obviously, Toulmin is telling us that what we believe, as long as it

is grounded by good reason, is a realistic goal for inquiry. Now that I have informed the

reader and myself of the reality of bias and fallacy of neutrality and objectivity in a study,

I can proceed with my investigation with the understanding that it is my responsibility to
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seek knowledge through the reported discourse of all participants in this study as we

inter-relate, interpret, and negotiate the meaning of a service-learning experience, and, in

the end, the interpretation is mine. As Jean Piaget said when completing his work, Ihe

Various Forms of Knowledge, "... I put forward nothing except possible interpretations

based on facts" (Gruber & Voneche, p. 859). In addition, Roy A. Rappaport reminds us,

"Without the interpretive tradition, the scientific tradition that grounds us will never get

off the ground" (Wolcott,1995). Furthermore, Bogdan and Biklen (1982) write, "people

act, not on the basis of predetermined responses to predefined objects, but rather as

interpreting, defining, symbolic animals whose behavior can only be understood by

having the researcher enter into the defining process" (p.38). Attinasi (1992) advised use

of "phenomenological interviews" through which the researcher gains access to the

meanings people attach to their own unique life experiences using asemistructured

interview schedule. This study sought those meaningful relations that needed to be

interpreted and, hopefully, lead to knowledge that will enhance our understanding of

students' perceptions of a service-learning experience at the community college level.

Part Two: Sample

Somehow we have lost the human and passionate element of research... For too long we
have allowed psychometrics to rule our research and thus to decontextualize individuals.

Valerie J. Janesick (Denzin & Lincoln, pp.209-219)

In this study I interviewed five students who were selected according to purposive

sampling since I constructed a non-representative sample with the intent of sharing each

participant's story relating to her/his service-learning experience and making key

comparisons and testing and developing theoretical propositions. This approach has a
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long and valuable history in the field of psychology where if the goal is to procure

general knowledge, the focal point would be a few intensive cases. Such was the manner

in which Freud added to the general knowledge of, for example, pathology and

personality. His work was always concerned with the "Ich", in English the "I", first

person singular (Boorstin, 1983). It is hoped that this emphasis on quality rather than

quantity will make it possible to explore in detail the relationship of the participant and

the meaning she/he brings to the situation under study. Sampling is a very important

element in qualitative research. Peter Reason poses one of the main questions of inquiry

through participation as: "Who owns the knowledge, and thus who can define the

reality?" (Denzin & Lincoln, p. 263,1998). Reason is clearly showing us that the

participant possesses the knowledge. This builds on the words of Paulo Freire: "For me,

the concrete reality is something more than isolated facts...but also i'ncludes the ways in

which the people involved with these facts perceive them...the connection between

subjectivity and objectivity" (Denzin & Lincoln, p.278-9,1998). In its long history, this in

turn builds on the work of John Dewey, who as early as 1929, argued against the

traditional disunion between knowledge and action. The focus here is on active research

not static. This is a living process, not a formal academic one. Without it, we end up with

a deafening silence. Therefore, it is imperative that we hear from those students who

have experienced service-learning. For these reasons, I employed purposive sampling in

this study. I interviewed five students (every fiftieth student) from a list of 253 students,

since this was as convenient and valid as any other manner of making a selection of

students who have experienced service-learning as part of a class at Broward Community

College (BCC), Central Campus. BCC is typical of many community colleges in an

urban growth area in that the majority of its students are non-traditional in age and

ethnicity. The college has also been experiencing a high attrition rate among its students

and is actively seeking alternative methods to counteract this phenomenon. The students
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who were selected agreed to be interviewed. The interviews took place during the fall

semester of 1998. I first telephoned each selected student to speak directly with her/him,

briefly explained the study and why it was important for her/him to take part in this study

and requested the student's cooperation. I told each student to expect an informed

consent letter (Appendix A) in the mail within two days, explained what informed

consent was and how it protects them and me, as well, and requested that they respond

within five days, so that we, together, could schedule the time, place, and dates of the

interview sessions. Each student was interviewed on three separate occasions. Ongoing

analysis of the interviews was conducted during this same period of time. To validate all

information, at the end of the interview process, each respondent received a letter

summarizing the findings and was asked to comment in writing on the validity of the

information from our interview sessions including whether the work was "true" of herself

or himself. A character in John Steinbeck's East of Eden, which I read with a class

during the spring semester (1998) says, "No story has power, nor will it last, unless we

feel in ourselves that it is true, and true of us." It is very important that the participants

for this study, as Seidman (1991) strongly advises, keep the interview as their own

"meaning-making process". Eisner (1992) believes that this information should be

shared with the appropriate people before it is made public and that their responses

should be sought; however, in the final analysis, it is the researcher who determines what

will be included in the study and how it will be interpreted since once the participants are

given the right to negate any of the information, the intellectual integrity of the researcher

is compromised. In addition, Janesick (1998) points out ways of making the very

intricate and challenging act of interviewing another person, while respecting the dignity

of that person, as non-intimidating yet as structured as is possible. This, she shares with

us, is accomplished through the interviewer being well prepared and framing questions

based on Spradley's model. As a result, the interviewee will know what is expected of
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her/him and be willing to share experiences from her/his own perspective in her/his own

words. As Janesick reminds us in her highly perceptive work, "Stretching" Exercises for

Qualitative Researchers: "Interviewing is a meeting of two persons to exchange

information and ideas through questions and responses, resulting in communication and

joint construction of meaning about a particular topic" (1998, p.30). The researcher must

always remember that the interview is an act of communication in which both parties

play a valuable role. These two people are of equal importance to the process and share

responsibilities central to the interview procedure in order for it to eventually provide

information that is valuable as it relates to a given topic.

At the same time, it is important to remember, as Kvale tells us, that "the ideal

interview subject does not exist," and that some interviewees are better than others (1996,

p. 146). A more in-depth description is provided by Spradley (1979) who shares five

minimal requirements for selecting a good informant: 1) thorough enculturation, 2)

current involvement, 3) an unfamiliar cultural scene, 4) adequate time, and 5)

nonanalytic. He tells about the experience of Elizabeth Marshall, a young American

anthropologist, doing research among the African Bushmen. Marshall, while

interviewing Tsetchwe, a woman of the tribe, suddenly realizes, in the manner of a

revelation, the nature of ethnography; "Tsetchwe began to teach me" (p.4 ). To learn

from others, to enter their world and to acquire the knowledge that humans make use of

in interpreting their unique experiences that engender certain behaviors is what is

important. The researcher as student; the respondent as teacher.

Yet, I am left with questions that haunt me. Can such a trusting, open relationship

be established between inquirer and respondent that the researcher can really get a

complete, honest story? Exactly, what is the nature of the relationship between the

researcher and the respondent? Do the interviewees' voices tell us what they truly

believe? Do we take a respondent at her/his word? If not, just how far can we explore
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before ethics becomes an issue? It is the quality of these interviews that decide, in the

final result, the quality of the analysis, the validity, and the reporting of the results of the

entire study.

Part Three: Design

Maintain the needed flexibility of qualitative research design, so that the research can
unfold, cascade, roll, and emerge ... but is yet sound.

Lincoln & Guba (1985, p.210)

This interview study described and explained the perspectives of five community

college students who had experienced service-learning as part of one or more of their

college courses at BCC, Central. The data was collected during three interviews with

each of the informants. The first interview session served as an icebreaker, an

exploratory interview that was open-ended and had little structure. Since I hadn't gained

the respondent's confidence as of that time, I asked for permission to tape the session and

explained its value to me and the interviewee. The second and third interviews were tape

recorded and transcribed for analysis with the subject's knowledge. Each interview was

approximately 60- 90 minutes in length. During the interviews, the researcher also took

notes. The three interviews for each respondent took place over a period of three weeks

with each interview being approximately one week apart.

The purpose of the interviews was to describe and explain the perspectives of

each of the respondents as they formally and informally answered structured,

semistructured, and unstructured questions. Hopefully this will help to define what the
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researcher sought to understand in conducting this specific study, so that the research

questions are more than adequately answered to add to the knowledge in this area of

service-learning. These focused, in-depth interviews are informed by assumptions taken

from the work of Alfred Schutz as reported on by I.E. Seidman (1991).

In this approach interviewers use, primarily, open-ended
questions. Their major task is to build upon and explore their
participants' responses to those questions. The goal is to have
the participant reconstruct his or her experience within the
topic under study (p.9).

The first interview gives the interviewer and interviewee time to get

comfortable with each other and understand the nature of the interview setting and

expectations, to establish a relationship. This briefing sets the context of the respondent's

experience through grand tour questions and gives the researcher the chance to determine

if the interviewee will make a cooperative respondent. The second interview will be

more detailed since, at this point, the interviewer will use questions (structured and

semistructured) to elicit specifics about the context of the experience (Appendix D,

Interview Protocol). As Valerie J. Janesick informs us, "qualitative research design

begins with a question" (Denzin and Lincoln, p.2 10). It is during this second interview

that a majority of the data was collected. It is important, the Jungian therapist Hillman

says, that both the interviewer and interviewee make room for the "inter" since the "you"

and the "me" can impede the true essence of what is being said. It is not our opinions

that count, he tells us, it's the "inter" (Kvale, 1996). During the third interview, the

respondent was encouraged to reflect on responses given at the second interview and

clarified any concerns the interviewer may have had from transcribing and analyzing the

information and the respondent may have had of the interviewer. This third interview

session culminated with a debriefing. Though meaning is important throughout the entire

process, it is during the third interview that it becomes of central importance. The
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meaning that emerged from the context of this specific study was the appropriate extent

of generalization that could be expected from qualitative research (Lincoln and Guba,

1985). This study did not specifically seek to attain generalizable results. The purpose

was, rather, to engender an accurate and trustworthy account of the perceptions and

experiences of the participants themselves. Therefore, I must reiterate, there was no

attempt to relate the results of this study for the purpose of generalizations; though, it is

hoped that the detail was sufficient enough so that others attempting similar studies

would find the information presented to be valuable, and its results would further

encourage others to do research related to students' experiences and perspectives of

service-learning.

While the research design suggested here offers a fair amount of flexibility

within a structured format, Lincoln and Guba (1985) strongly recommend that the

researcher establish credibility in the study. Lincoln and Guba (1985) refer to this as the

"truth value" of the study (p.290). They go on to say that the strength of the study and

the amount of data that clearly demonstrates the complex interactions and variables attest

to its validity. In a postmodern context, validity is concerned with the degree that a

method investigates what it sets out to investigate; more specifically, the variables that

are of interest to the researcher. Kvale (199) relates that if this is accomplished, the

research can be said to lead to trustworthy scientific knowledge. This rests on the

classical criteria for truth: correspondence which refers to whether a knowledge statement

corresponds to the objective world, coherence which refers to the consistency of the

statement, and the pragmatic which relates the authenticity of the knowledge statement to

its practical results. In the interview situation, it is the communication of knowledge that

is important and the checking, questioning, and theorizing of that knowledge. This, in

some way, attempts to clarify the disturbing area of validity by accepting the traditional

research paradigm. If we don't, it leads to a debate without end because who will
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stipulate the meaning of validity? Based on whose code of ethics? Is validity a social

construct? Is it better negotiated for each individual study between researcher and

participant(s)? Is the reader at all involved in the issue of validity? Whatever

conclusions we come to, the results of the communication between the inquirer and

respondent should as truthfully as possible represent the beliefs of the respondents as

interpreted by the researcher. As stated before, the results of each respondent's interview

sessions was discussed with her/him to check for accuracy.

Part Four: Data Analysis

Do not let the analysis stage inflate so that it consumes the major portion of time
available for an interview project. The analysis of an interview is interspersed between
the initial story told by the interviewee to the researcher and the final story told by the
researcher to an audience.

Steinar Kvale (1996, p. 184)

In an interview study such as this, the perspectives of the interviewees may have

little meaning by the presentation of the data alone. It is the analysis of this data that, in

many instances gives rich meaning and clear understanding to their statements and

emotion. Both Kvale and Spradley tell us that there is no magic key nor any one single

method to analyzing the data. Instead, there are various methods which the researcher

must investigate to find the ones suitable to a specific study and its type and purpose. It

also depends on what method or methods the investigator feels comfortable with (Miles

& Huberman, 1994; Wolcott, 1994). Analysis is the looking for meaning and

relationships in the data. Kvale tells us that this begins when the respondents themselves
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see new meaning and different connections in what they say as they tell their stories and

reflect on what they have said, without the researcher defining anything that has been

said. The next step involves the researcher interpreting statements made by the

respondent, rephrasing them so that the interviewee has the chance to comment on the

accuracy of the statements as the interviewer understands them. This Kvale calls a "self-

correcting" interview (p.189). In the next step, the researcher interprets the transcribed

interview, extracting superfluous and redundant information, seeking clarity and

categories, working out structures and relations of meaning. It is then that the

respondent's voice is heard with his/her own unique understanding of the meaning.

One of the more recent forms of analysis that is being widely used, Kvale

relates, is ad hoc analysis based on no one standard method to interpret the entire

interview but rather an interplay of styles that include noting patterris and themes, making

metaphors, making contrasts and comparisons, noting relationships among variables, and,

in the end, building evidence and making conceptual coherence of the information.

Janesick tells us that it is this componential analysis that can aid the researcher in

answering the contentious question that all researchers face: "Can I capture and recreate

the power of lived experiences within this given social context?" (1998, p. 122). The

response can be found in this holistic approach to analysis. After all, human interactions

are very complex to unravel. Spradley refers to componential analysis as the "systematic

search for the attributes (components of meaning) associated with cultural symbols"

(p.174). When data is organized into categories, it is essential to utilize the meanings of

the interviewees. There are two parts to componential analysis. The first addresses the

categorization of data for meaning, and the second addresses the organization of

questions to be used in interviews with the respondents.

Since the readers of an interview study do not have access to the entire

transcripts, control becomes a major issue. Therefore, it is necessary for the researcher to
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explain the procedures in detail and supply a sample of the interview transcript for the

readers to see; although, it is quite usual for people to see and interpret the data

differently. The question here is not whether people agree with the interpretation of the

researcher but whether the reader, if adopting the same viewpoint as the researcher, can

clearly understand the researcher's findings. It is not a case of agreeing on the

interpretation but understanding how the researcher arrived at his findings.

Part Five: Role of the Researcher

"...getting nosy."

Harry F. Wolcott (p. 102)

Wolcott, in very plain language, admonishes the researcher to aggressively

search for information by "getting nosy." Most other authors in the field do not take as

light-hearted approach to the matter. Miles and Huberman (1994) state quite clearly, "It

is probably true that, fundamentally, field research is an act of betrayal, no matter how

well intentioned or well integrated the researcher" (p.265). Betrayal! That's a rather

frightening thought. I'm not looking to get killed by some angry respondent with a score

to settle. This sounds more like a John Grisham novel, or a Verdi opera, than an

academic study. Like Wolcott, I find this rather disturbing. Sociologist, Maurice Punch,

takes the betrayal theme a step further by suggesting that in the process of gaining trust

there is "a double betrayal: first by them (the respondents) of you (the interviewer) but

then by you of them. Often in fieldwork the participants are conning you until you gain

their trust... and then you begin conning them" (1986, pp. 72-73). As an educator, I'm
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not sure I feel comfortable with this cloak and dagger intrigue. I'd rather leave it to

someone like Joan Didion who treats her research as detective work and after publication

of her book Miami was invited to leave Miami posthaste or find herself being fitted for a

pair of cement shoes. I'd rather take the advice of Kvale who, in a more practical

manner, describes interviewing as a craft; as such, the researcher has to bring to it

sensitivity, empathy, and knowledge. "The craftsmanship and credibility of the researcher

becomes essential" (p.241). For the novice researcher, in particular, imposing his values

becomes an important issue. It takes a great deal of time, practice, and skill, on the part

of the researcher, to minimize such a weakness that seems inherent in qualitative studies

(Marshall & Rossman, 1995). It is important that the researcher clarify ethical concerns

for the participants as well. Failure to do so could compromise the findings of a

qualitative study. Therefore, it is necessary for the interviewer to develop roles that

facilitate receptivity and encourage participation on the part of the respondents. This

could also be called building a trusting relationship. The qualitative researcher must

assure the participants that their responses will be treated with confidence (Lincoln &

Guba, 1985; Marshall & Rossman, 1995). Wolcott now suggests that getting nosy

intrudes on people's lives and requires a great amount of tact on the part of the

interviewer (Is Wolcott having second thoughts about what Miles and Huberman said

about betrayal? The plot thickens). Subjects are opening themselves up to scrutiny in a

way that is not normal in everyday life. The researcher has to appreciate this and,

therefore, extend every courtesy to members of the study. To be an interviewer is a

difficult and challenging task; however, it is only through knowledgeable reporting of the

lived experiences of individuals that we can begin to appreciate, understand, describe,

and explain their perspectives in the hope of gaining insight into issues such as service-

learning and its implications for the community college student from the student's

perspective.
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Like many educators at the community college level, I have been very

concerned about the weaknesses displayed by a majority of the students in relation to lack

of basic skills, skill application, disappointing study habits, unclear understanding of goal

setting, lack of respect for self, others and the community, and a general paucity of real

power; the kind of power that enables a person to take control of her/his life in

comparison to brute force so evident in today's world. How can we combat this? An

answer presented to me by my own daughter, who headed the college's service-learning

project, was to implement service-learning. By this time, like many of my colleagues, I

had become so cynical that I doubted whether there was any positive answer to my query.

However, if I were to stay in my current profession, there was no way that I could

continue on without seeking some alternative to the current situation, so after attending a

workshop on service-learning, doing reading, and having my daughfer's support, I

adopted service-learning as part of my course curriculum. The results of one particular

class's experience with service-learning are presented in Part Six: The Pilot Study.

Though I would like to have seen more students take part, the positive impact that

service-learning had on a few students who had initially confessed to poor academic

habits and negative self image impressed me.

At the time, my feelings were that though I did not realistically expect this

approach to work for all students; if it could help even a few, it might be worth the effort.

It seemed to me that it could make learning practical, experiential. It brought education

more in line with John Dewey's philosophy of participatory democracy which I had

always admired. Community colleges, especially in urban areas, are seeing a greater

number of minority students, students who perceive themselves to be alienated by "the

system"; older students who need to upgrade skills to keep their jobs or advance but

haven't been in a classroom in years; women, in the current jargon called "displaced

homemakers" who want to and have to make a meaningful life for themselves. These are
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the students who we deal with on a daily basis at a community college, not the traditional

college student that most of us instructors have been trained to teach. We tend to teach

subjects and not take the human into account. Service-learning, I feel, is concerned with

participatory education. Yet, outside of asking students to answer questions, give a

presentation, or take part in a group discussion (all graded!), we rarely allow the student

to participate in her/his education, to investigate areas of interest to her/him in a

discipline. Quite simply put, most of us educators still think about the educational

experience in a traditional paradigm that is too comfortable to question. Why bother to

change? To combat this traditional mindset, I was eager to investigate what students

think and believe about their service-learning experience. From their own point of

view, I was eager to see whether a service-learning experience helped them realize the

practical nature of education. Has service-learning given them the ability to perform

effective actions based on academic knowledge? Will my questioning them result in an

infinity of responses and reflections for them and me, as researcher, that will shed light

on this issue and help lead to further qualitative research? As Spradley (1979) so aptly

put it:

I want to see the world from your point of view. I want to know
what you know in the way you know it. I want to understand the

meaning of your experience, to walk in your shoes, to feel
things as you feel them, to explain things as you explain them.
Will you become my teacher and help me understand? (p.3 4 )

The researcher becomes the research instrument. Though both people are

participating, it is the researcher who sets the parameters, sets the direction the interview

sessions will follow and gleans meaning from all that is said and, just as importantly,

unsaid. I am but one educator sharing a classroom with my student-learners, reaching out

from that classroom to the world beyond and drawing that world back into the classroom,

a rhythmic motion; together we learn; we apply ourselves because we can make a
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difference in our own lives and for the benefit of our community.

My love of art and painting (pictures, not houses!) has trained me to see

intensely, to look for patterns, relationships, connections of the part to the whole, and

shades of meaning. Interactions in particular settings interpreted through culture,

traditions and value systems result in a complex creation in which I look for meaning.

Complexity is not a strong point with many Americans who look for fast cures, the right

answer, the " a place for everything, and everything in its place" attitude, neat and tidy.

But life is very complex and intricate; it cannot be explained easily according to set

patterns, the "this or that" mentality.

My love of reading has presented me with a wealth of ideas, different points of

view, and, hopefully, familiarity with the literature needed to carry out a responsible

qualitative study. Though, I will be the first to admit that I am a neophyte. If a prolific

amount of reading has taught me anything, it is that the thoughtful reader, in many

instances, reconstructs what the author has imparted to fit her/his own reality. As

researcher, I welcome the reader to make my data and interpretations as personally useful

as possible. This is as close to generalizeable as my work will come because, you see, it

is my work based on a very specific setting with which I am familiar and which I have

chosen to investigate. Therefore, I will be dealing with, what Clifford Geertz (1973)

termed, "thick description" as opposed to comparative description. Again, readers are

welcome to make comparisons as long as they do not devalue the results of this specific

phenomenological study. Hopefully, it will contain valuable information and insights that

will add to our knowledge of how students perceive a service-learning experience.
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Part Six: The Pilot Study

The true center of correlation on school subjects is not science, nor literature, nor history,
nor geography, but the child's own social activities. The school must represent life - life
as real and vital as that which he carries on in the home, in the neighborhood....

John Dewey

It's the dress rehearsal. Taking the show on the road before...Broadway!

Bruce L. Berg

If the researcher is the research instrument, it is necessary to be as expert as

possible in the interview process and in human interaction. Learning comes from doing.

Therefore, it would only seem logical to do a pilot study in preparation for an in-depth

study. This is where the researcher can check for problem areas and take time to reflect

on what could be helpful insights. Marshall and Rossman suggest that a pilot study can

also lend validity to the researcher's work and build the researcher's confidence in

carrying out a study (1995). Obviously, it also provides information for the study and

helps the researcher organize a plan of action and helps with working out the details of

the management of data. The complexities of the research process are well served by an

exploratory venture such as a pilot study.

Prior to submission of the proposal, I proceeded to conduct a pilot study with

students in one of my English prep classes at B.C.C. Central during Term I, 1997-98. I

announced to the class my intent, invited the coordinator of service-learning to explain

the program, answer questions, and address concerns. Very few of the students asked

questions or made comments. After she left, I recommended that the students take time

to read the information she left with them before the next class session. At the next class
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session, I asked for questions regarding service-learning. Basically, there was a profound

silence. Therefore, to get the students to be active, I asked them to compose a list of

what they thought might be the positive and negative aspects of service-learning in

relation to our class. On the whole, their answers were sketchy, showed little thought,

and less interest. I decided it was time to begin by asking for volunteers to take part in

this pilot study. Students who agreed to take part would be expected to do 20 hours of

service-learning and keep reflective journals. The students who chose not to participate

would be expected to read one extra novel and keep a reflective journal. Out of 23

students, eight chose to do service-learning. At the end of the semester, each service-

learning student would take part in one, 1-2 hour interview. During the first ten weeks of

the semester, I had the service-learning students form a group for discussion and

reflection on their service-learning experiences while the non-service-learning students

formed groups to discuss and reflect on the novels they were reading. In the following

three weeks, students who did service-learning were asked to join non-service-learning

groups to share their experiences with those students who had not taken part in service-

learning. Two students who had taken part in service-learning were especially eager to

share their experiences. As the semester progressed, their grades had improved

markedly. One of the two had demonstrated very shy behavior at the beginning of the

course, but after four weeks of service-learning she was talkative and smiling a good deal

of the time. Instead of doing her 20 hours, she logged 44 hours and received a letter of

commendation from the agency where she had worked and was offered a part-time job

during weekends and vacations. The other student had begun writing very well and

applied for an internal scholarship that BCC was offering for which she had to write an

essay (an idea that would have paralyzed her at the beginning of the course). She won!

She was so excited when she found out that she called me out of a meeting to let me

know. These two cases demonstrated to me that service-learning could be a viable
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alternative to traditional forms of learning. It seems that the practical experience that

service-learning offers in relating classwork to the everyday world can be beneficial for

some students.

What I learned from this pilot experience, however, was that I was too closely

involved with these students to be objective. My study would have to deal with students

who I did not know before the research was to begin. The pilot study also made me

aware of student concerns that I would otherwise not have taken into consideration.

Many of the students were concerned about time to do service-learning and adjusting

schedules since many of them work besides attending classes. Some of the students

needed more information on making a connection between school work and service-

learning, and many did not understand the use of reflection. I decided to look into this

and discovered that Kolb's Experiential Learning Model details the fact that not all

students find reflection easily accessible, especially if they are not assimilative learners.

However, service-learning is attracting more and more accommodative learners because

of the practical nature of service-learning and as an alternative to more analytical

learning. Therefore, we who offer service-learning must be aware of this and plan for

this. Obviously, this is something I will have to take into account when I create questions

for my study. I also noticed during my interview sessions in the pilot study that I was not

patient enough with students who did not seem to take their service-learning experience

seriously. They treated it as a way to get out of reading another book. Instead of

remaining even tempered and factual, I openly showed my displeasure. In some cases, I

let pauses between responses go on to become uncomfortably long. I should have used

follow-up questions to fill in gaps. Another important point concerns the setting, the

environment where the interviews take place. I used my office since I can close the door,

and I thought that the students would be comfortable since they visit my office during the

semester for conferences and small talk. I was wrong. The phone would ring, someone
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would knock, and because of space limitation, I was forced to sit behind a desk which

served as a barrier between the interviewee and me. It clearly compounded the

discomfort of the interview process for a few of the students. After completing the pilot,

I had the chance to stand back and reflect on the whole process and based on that

reflection, I have learned a great deal. Dewey raised the question of reflection when he

said, "The learner must be actively involved in problem solving through identifying a

problem, contemplating a solution, acting upon it and reflecting upon the solution

process" (1933). Now, I don't think I would ever get involved in research, that especially

includes interview, without first doing a pilot study and taking time to reflect on the

process. It serves a planning function by clearly re-creating the past that gives direction

to a future goal. The pilot study offers time to write and re-write so that, hopefully, the

researcher finds the voice to say what he/she wants to say which cari be very difficult. It

made me more aware of my senses and presented the opportunity to be cognizant, more

observant, of the physical cues, or body language, of respondents. What qualitative

researchers call "seeing what is observed." I watched the respondents movements more

closely, their eye movements, breathing patterns, hand gestures, posture, to glean

meaning from all of this. I listened more carefully to voice tone, speech patterns, choice

of vocabulary words. The pilot study offered me the practice and training that I need to

feel more self-confident, organized, and prepared to carry out an actual study. This

definitely is not an exercise for just the novice; it is invaluable to any researcher. Just as

the concert pianist does warming up exercises before each performance for agility in

finger movement and acuteness in timing, so should the researcher do a pilot study before

embarking on a project.
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Chapter IV

Presentation of the Data

In this study, I interviewed five students who attend Broward Community

College, Central Campus, and have taken part in a class that has claimed to offer a

service-learning component to those students who wish to take advantage of it. The

purpose was to see what this experiential education experience meant to each one of

them. Each of the participants is treated in a separate section. There are several reasons

for this approach. The first is that it is most important to see each respondent as a distinct

individual with a unique voice. In too many instances, traditional research has viewed

people, such as college students, as one-dimensional subjects all spe'aking in one voice as

members of an isolated sub-culture. While we must recognize and heed any similarities

among students who take part in a service-learning experience, it is vital that we explore

the individual perspectives that are present, as well. Therefore, it is these individual

perspectives that this dissertation sought to describe and explain.

Richard Poirier (1992), claims that [William] James, [John] Dewey, and

[Gertrude] Stein in their work heeded Emerson's dictate to make any idea into their own

by giving their own unique voice to the idea and actually make it their own since each

individual is a unique "work-in-progress" that grows through taking part in contact with

others. This is not a phenomenon unique to the worlds of literature, psychology and

philosophy. Bogdan and Biklen (1982) tell us that all humans are "interpreting, defining,

symbolic animals" whose behavior can only be understood by entering into an interactive

relationship with a researcher who enters into the defining process. It is these

phenomenological interviews that help gain access to whatever meaning individuals, such

as students, give to their experiences. There is a history of using phenomenological
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interviews to determine changes in students that take place during the college years

(Freedman, 1967; Madison, 1969; White,1966), but these studies were conducted

approximately thirty years ago with traditional, college-age students (18-22) who do not

represent the array of non-traditional students attending college in this last decade of the

Twentieth Century; nor were they familiar with the current innovative programs, such as

service-learning.

For the purposes of this study, semi-structured interviews were conducted

with the five participants during Term I of the 1998-99 school year. Prior to the

interviews, students received a letter from the researcher explaining the purpose of the

study seeking their cooperation. By informing them in advance, it was hoped that they

would take time to reflect on their experiences and be as informative as possible. The first

set of interviews took place in a secluded lounge area in the College library. All

subsequent interviews took place in the researcher's office at the College and with the

consent of the interviewees. All interviews ranged in time from thirty-five minutes to

one hour. In addition, all interviews were recorded with the participants' knowledge and

transcribed verbatim and discussed with each student to attest to accuracy and, if the

interviewee wished, the right to delete or add any information that she or he desired. All

of the student participants signed a consent form giving the researcher the right to see,

copy, and use material from their journals (Appendix C). When using such material, the

researcher has to be very aware of all of the ethical ramifications involved in seeking to

honestly report and make sense of another person's words, both verbal and written.

(Please see Chapter Three for a presentation of the ethical issues that I considered). For

this reason, a close working relationship was established with each respondent which

included an almost constant review and discussion of the data. Also, to assure anonymity

of the respondents and their right to privacy, I have given them pseudonyms. This will in

no way interfere with the reporting of factual data nor will it hinder the reader in seeing
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each respondent as an active participant in this study. After introducing the categories, I

will introduce you to the participants themselves so that we can bring their voices out of

silence, give them life, and listen to what they have to say. I will then report what I heard,

so that you can understand our milieu and you can interpret the data, if you so desire, to

apply to your unique setting.

Organization of Categories

During the process of analyzing the data, nineteen categories emerged from

the data. These categories were then examined for potential patterns. This led me to

major categories and sub-categories (Figure 4.1) that reflected what seemed to be all

relevant aspects of the messages that were shared between the reseaicher and the

participants, retaining the exact wording used in the statements. Hopefully, this criteria of

selection eliminated any analysis that might be construed as support material solely for

the researcher's point of view (yet another ethical issue). In addition, while the aim of

the study was constantly kept in mind, the researcher remained open to any unexpected

results that may have emerged from the data. The analysis led to categories that could be

combined and, therefore, to be more generic. Quite obviously, respondents differed in the

amount of information they provided for each category and placed more or less emphasis

on certain of the categories or aspects of the categories. This should become clear to the

reader as the participants' stories unfold. The major categories are Personal Growth,

Academic Skills, and Citizenship Skills.
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Participant's Perspective on Service-Learning

Personal Growt Academic Skills Citizenship Skills

*Knowledge of course
material *Understanding

-Self Confidence *Academic goals community needs

*Problem solving ski s *Reflection *Social responsibility
t oeApplication of

*Relationship to othe s course content -Meaning in service

-Empowerment -Respect for academic *Solving social
education problems

*Career plan -Communication skills
-Values judgement

-Critical thinking skills

*Faculty/student relatio *Tolerance



Susan's Perspective

Susan, who admitted with a shy grin to being "late" thirty something, was

born in the countryside of West Virginia and brought up on a farm. She smiles a lot as

she speaks and sits tall and straight. The only sign of make-up is a dab of a pale colored

lipstick. Her long brown hair with a few gray hairs here and there is knotted in the back.

She strongly identifies with small town, country living and its social codes:

I'm really a country girl at heart. That's where I was born
and brought up. Most of the people were kind of poor, but
what was important was we didn't know it. Dad worked
the farm, and he also worked at a hardware store in town.
Mama did so much, and she's still doing it ( with a hearty
laugh). She cooks, cleans, mends and darns, gardens, does
charity work at church and works at a supermarket out on
the state highway. My brothers and I were always expected
to help. We were up at five a.m. everyday to help; then, we
came in, washed up, dressed for school and ate breakfast
before we walked almost a mile to get the bus. We were
taught never to swear and to act respectable and treat others
that way. I believe in that right up to today, and that's the way
my kids are being brought up.

Susan is married to a man who is a custodian for the Broward County

School System. A man she has known since she was a sophomore in high school in West

Virginia.

We came here more than fifteen years ago to have a little
better life. We are living better, but I don't think it's a better life.
Crime and gangs. I worry for my kids all the time.

Susan and her husband have two children who are both in elementary
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school. When the children started school, Susan decided that she wanted to attend

college, a dream she long harbored after having dropped out of a practical nursing course

years ago to marry and start a family. Broward Community College was the logical

choice since it was located in the community and would not disrupt the family lifestyle.

In addition to that, it was much cheaper than a four-year college or university.

I feel comfortable here. The campus is small and so are
class sizes. I wouldn't be comfortable at a big school. It
would make me uneasy. I like small and homey.

Also, she felt it was now necessary to augment the family income in helping

to plan for the children's education. However, she did not want to take a minimum salary

job that did not require any skills. Therefore, she decided that college was the answer.

The major concern she had dealt with her age:

Imagine. Me in a classroom at my age with recent high
school graduates. I mean I have gray hairs; I've been
married for more than fifteen years; I have kids. What
would I have in common with them? What would the
professors think?

She soon found out that there were other students her age and older in class and that the

professors were oblivious to her age.

Instead, she became engrossed in her studies and the possible goal of

becoming an elementary school teacher. An opportunity to test that goal presented itself

when her college history instructor talked about the values of volunteer work and told the

students that they could earn extra credit in the class if they did volunteer in the

community and kept a journal of their activities. When she picked up her children from

school that afternoon, she entered the administration office and asked to see the principal

or assistant principal. She met the assistant principal and told her about what Susan's
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history instructor had said and asked if there were any possibility of volunteering at the

school. The assistant principal said that they needed a volunteer in the school health

clinic and to possibly help with other school activities. Susan accepted the offer and was

asked to start the following day. Her history instructor approved of her volunteer activity.

By the end of the semester, Susan had logged thirty-nine hours at the school.

I never expected to do more than the required twenty hours,
but I guess I really enjoyed what I was doing and just lost track

of time. It was really a rewarding experience. Imagine, enjoying
what you're doing and getting twenty-five extra points!

Personal Growth

From Susan's perspective this was volunteer work. At the beginning of our

interview sessions, she didn't understand the concept of service-learning. The fact that

she didn't understand service-learning didn't seem to stand in the way of the beneficial

results that service-learning professionals associate with this paradigm. It seemed to have

a positive impact on her own personal growth that she had not thought about. It seems

that service-learning does not have to be related to a college course to necessarily have

meaning. However, it is more in-depth and reflective than volunteerism. During our

interview sessions, she voiced the fact that volunteer work was supposed to help others.

I was doing this to help out at the school. I mean, if I could
help and get extra credit, well, that would be great. It seems
like the schools always need extra help, being shorthanded
and all.

We usually think of volunteerism as a free offering of our services to help
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others without any thought of self gain. The only compensation for the volunteer is the

satisfaction of doing good, and, in most cases, it is the agency and the clients of that

agency or organization that are the recipients of the volunteer's efforts. This is not

service-learning. Service-learning is an active pedagogy in which students provide a

service to a community and become engaged in this experience to the point of gaining

knowledge, skills, and perspectives that, among other expected outcomes, help them

grow as individuals.

One day I was called to watch a teacher's class. It was a
third grade. While the students were quietly reading, one
little boy started to act up. He got up and started to knock
books out of other kids' hands. I walked up to him and took
him sternly by the arm and asked him to sit with me and read
to me. After a few minutes, I smiled at him and told him he
read well. He just kind of looked at me, and when he saw I
meant it, he smiled back. Later, I told the teacher what had
happened. She congratulated me and told me that I handled
it well. That made me feel great. I felt like, "Hey, I can deal
with these kids."

Susan had touched on an important point that service-learning advocates

have written about. Service-learning can have a positive effect on self-confidence. I asked

Susan to share with me how she had reflected on this in class discussion groups, in her

journal writing.

I never thought about my self-confidence until you brought
it up just now. We didn't have discussion groups in class. I
mean our volunteer work didn't have anything to do with our
class work. We did it; that's all. But that experience did make
me feel good. I guess it did make me feel self-confident. It's just
now that I see that. There was a connection that I didn't see.
I don't know how else I would have had that experience. I wrote
about it in my journal, but I never connected it to my self-confidence.
I just wrote about it as something that happened.
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I asked Susan if she would share with me what she wrote. Susan's complete

journal is composed of five, type-written pages. There are no dates on any of the entries.

I was asked to take Mrs. Williams class for a while today. One
little kid whose name I found out is Willy acted up. I think I
handled it real well, and the teacher thinks so too. I'm happy
about that. ( from her written journal)

It was never explained to Susan why she was keeping a journal. The term

"reflective journal" meant nothing to her. As far as she was concerned, the purpose of

keeping a journal was just to make sure that she was doing her hours. The journal itself

was never referred to during the semester. She handed it in to her instructor at the end of

the course and never heard about it.

Though it hadn't crossed Susan's mind at the time and, obviously, had not

been used as a valuable service-learning lesson by the instructor, Susan now realizes that

she had a powerful learning experience that had positively affected her personal growth.

I couldn't wait to get home and share this experience with
my husband. He always says that I'm too easy with kids,
my own and others. He says I let them walk all over me.
I showed him, and I guess I showed myself also. Wow!
( With this "Wow!" Susan turned red and her eyes watered.

She seemed overwhelmed by the connections she was
making.)

Susan admitted that she had never thought about this before. It had never

been brought to her attention. Here was a clear example of personal growth that until now

lay dormant. As we can see in her journal entry, there was no sense of reflection. When
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Susan mentioned that she thought that she " had handled it well", reflection would have

helped her see all of the elements that had gone into her action and how this episode had

helped build her self-confidence to use again and again in the future instead of one

isolated event.

Academic Skills

Susan kept repeating in response to questions about how her service

experience impacted her course skills by saying:

This was a history class. There was no connection
to my volunteer work at an elementary school. I
mean, what connection could there possibly be?

Yet, Susan did share an experience she had had at the school. She talked

about the assistant principal asking her if she would help out with a carnival the school

was planning. The theme of the carnival had to do with learning through diversity. susan

was asked to be in charge of a group of students who were to plan games for Latin

America. While we were talking about her work in helping plan for the carnival, Susan

said something interesting.

The students and I were looking through library
books for games that kids play in that part of the
world, and some of the kids had asked their par-
ents who were from Latin America for ideas.
Just then, I remembered a game I had read
about in my history class when we were talk-
ing about everyday life in the Aztec culture. It
was a game that the children played. I told the
kids about it, and they were real excited. We
started planning what we would need for the
game. Afterwards, some of the students said
that it was there favorite game.
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Though Susan had made a connection between her college class and her

volunteer work, she had not consciously seen the connection because she had not been

given the skills to reflect on her service-learning and make those valuable connections

that could have made this experience both valid and timely. I decided to make Susan

aware of this. As we talked about it, Susan got a slightly shocked expression on her face.

I asked her what she was thinking about. She shifted in her seat and pushed her

eyeglasses up with her pudgy index finger.

It's just that you're saying things that make
sense to me now. I guess I did take more
interest in class after I worked with the car-
nival. I wish I had said something to the in-
structor about it. There just didn't ever seem
to be time. I'm just now finding out things
about this service-learning that seem real in-
teresting.

If Susan had been asked about the connections between her academic skills

and her volunteer experience, she claims she would have said:

I don't see any connection here. Volunteer
work is one thing and my college classes are
another. I mean, if the instructor didn't bring
it up all semester, I guess he didn't see any
reason to.

This was no longer the case. Susan now saw that her course and her

volunteer work did, in actuality, go hand-in-hand.

From our talking, I can see that my career
plans are more solid because of this volunteer
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work; that I can think about it, and I'm sure
about what I want to do. I guess that thinking
is like the reflection you keep mentioning. Even
when I teach in the future, I'll be able to use
what I learned in my history class.

That this whole process was coming together for Susan even affected me. I

was so happy for her. To see her finding value in this experience that she had not had the

opportunity to do while she was doing service-learning was like watching a child

discover a new sensory adventure, a new pleasing taste, sound, sight, or the feel of

something comforting. Susan's volunteer perspective was one based on caring.

I love being with young kids. I'm concerned about them.

I want them to have a childhood. They shouldn't grow up
before they've enjoyed their youth. You know what I'm
saying? From what I see in my neighborhood, I wonder
if parents really care about their kids. Too many parents
seem so interested in themselves. They don't take time
for their kids.

Susan shared that her mother would be horrified by such things.

Mama always said that once you have kids, you have a
big responsibility to them, and if you don't want that re-
sponsibility, don't have kids.

Citizenship Skills

One of the most important areas to consider in service-learning is making

students see the importance of being a valuable member of a community, a larger
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community than the college campus or the street that she or he lives on. It's important

that students doing service-learning are aware of community needs, learning how to solve

those needs through hands-on action, valuing differences among people in the

community, and finding meaning in their service work. I have got to admit that I was a

little (actually, more than a little) concerned about the volunteer work Susan was doing.

Being at an elementary school didn't exactly seem to me to be rolling up her sleeves and

getting involved with a societal issue that could possibly have better related to her college

class subject matter, but, to my surprise, there were what seemed to be some valid, social

issues. Susan brought these to my attention as we spoke.

Working in the health office, I saw the need
to have a qualified nurse in the school. Especially
in the elementary schools here in Broward. I've
gotten involved with the PTA and another parents'
group that are getting out petitions about it. If some-
thing bad happens to a child and there's no trained
person to help, too much time may pass until help
arrives. It's just not right.

The classes are just too big, too many students
for one teacher. I saw that the day I was asked
to help out in a classroom. I'm also getting in-
volved with this issue. My husband says I better
watch myself, or I'll end up in jail or president of
the PTA and I'll make him get involved. (Sue reddens
and laughs.)

Most definitely, Susan plans to get her future students involved in action

learning, and she hopes that she can serve as a role model for them. In her journal, she

included a poem she had written which says in part, " What better reward than someday

for a child to come to you and say 'thank you for giving me of your time. You gave of

yours, now I am giving of mine.'
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Susan had found issues to get involved with that are valid problems that

confront our community. Susan had found meaning in her service. Discussion groups in

the classroom and the keeping of a reflective journal would possibly have made Susan

aware of this much sooner. Would that have made it an even more valuable experience?

I'm going to ask each reader to decide that for herself or himself.

Susan has come back to visit with me two times since our interviews ended.

She is very interested in knowing more about service-learning and has borrowed books

from my office library on service-learning. I have also shared with her information from

the Office of Volunteerism and Leadership ( The O.V.A.L. Office) at the College. She

doesn't understand why she does not remember ever seeing any of this written material

before. She is particularly interested in the reflection focus on affecting future change.

Though she doesn't come out and say it, I have a hunch that as a result of this study she

feels that there is a lot more to service-learning than she got out of her so-called "service-

learning college course." I have no doubt that I will see more of Susan in the near future.

She'll timidly knock on my already open office door and shyly ask if I have any more

information to share with her about service-learning. As usual, it will be my pleasure to

share any information with a student who is eager enough to request it.

Ellen's Perspective

Ellen is nearing her mid-forties but she looks much younger; she is small

and petite with brown hair. She dresses in traditional type clothing that might be

associated with a New England college in the 1960's, penny loafers, plaid skirts, white
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blouses, and navy blue sweaters. Ellen exhibits many nervous characteristics including

exaggerated gestures, fast talk, and the ability to cry easily. At first, I didn't understand

why, but as we talked and got to know each other, the reasons became quite clear. As an

infant, Ellen had been diagnosed with viral encephalitis which caused right side paralysis.

She later displayed the signs of epilepsy and spent much of her childhood years traveling

to neurological research centers. The doctors convinced her parents that Ellen was an

excellent candidate for experimental brain surgery. For the past several years, Ellen has

been seizure free; however, she is on a protocol of anti-convulsive medication which

either tires her or, at the other exreme, gives her anxiety and nervousness. She says that

she would rather deal with these side effects than seizures. Since 1981, she has been

married. Her husband is a native Floridian who owns a dental lab. His work is demanding

and it takes a great deal more than a typical eight hour work day. She admits that her

illness has caused a great deal of hardship that has strained the marital relationship, yet

she and her husband continue trying to make their marriage a success. There are no

children. Medications have made it impossible for her to bear children. Instead, she

readily shares photos and stories about her dogs. One of the dogs, the oldest one, was

with Ellen throughout her illnesses and was a great comfort to her. Her husband has

accepted the dogs in his life as surrogate children. Ellen shared that she sometimes

wonders if she didn't make a mistake in not adopting a child when she and her husband

were a little younger, but then adds that she feels that her illnesses might have been too

much of a burden for a child. Also, she may not have had the strength to care for a child.

I just couldn't do that to a child. At times I feel
cheated, and I'm concerned that my illnesses may
have cheated my husband of having a child, as well.
But I'm a perfectionist, and I couldn't have a child
grow up in a haphazard environment.
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From the trust that grew out of the interview process, Ellen shared with me

that she places a lot of pressure on herself to perform to the best of her ability.

I will not give up. Once I start something, I have
got to see it through right to the end. If not, I con-
sider myself a failure.

While this may seem like strong motivation for success, it may also serve as

a barrier to self-acceptance. If taken to an extreme, it could lead to negative, self-

defeating thinking. My intuition told me that this could very well be part of Ellen's

anxiety, in addition to the anxiety already being caused by her physical condition. When

we talked about this, she admitted that the doctors have encouraged her to carefully

monitor her thinking that challenges her competence and self-confidence, so that they can

recommend assistance in addressing these problems when they arise.

I would never knowingly do anything dangerous
to myself. If I see that I need help, I'll ask for it.
I'm realistic and I enjoy life. It's my life, and I
have to accept it for what it is and work with it.

Because of what she has been through, Ellen has a keen desire to help others

cope with difficult situations. For this reason, she was interested in getting the college

education that she had missed out on at an earlier age. She had no idea what she would do

with a college degree, and she was very concerned about sitting through lectures and

doing homework. The reason she had chosen Broward Community College was because

it was close to home. She was not allowed to drive any great distance and, anyway, she

felt that she would get more personal attention at a community college. For this

reason,she was very interested in getting involved with service-learning when during her
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first semester, the instructor introduced this novel concept in the English preparatory

class for students who had not passed the Freshman English Composition class entrance

test.

This was something new to me. It sounded
so interesting. The instructor presented this
and told us that this was experiential education.
We would use what we were learning in class
out in the community and use what we were
doing in the community for class discussion
and as subject matter for our writing assignments.
It was something I never heard of before.

The instructor invited the director of Community Connection (the name of

The O.V.A.L. Office at that time) to give a presentation to the class.

Justine, I remember her name, was so vivacious.
She handed out information and told us what was
happening at other community colleges here in
Florida. She talked about an organization called
Campus Compact, so interesting. She asked us
to read what she had given us and that she would
come back to answer any questions and help us
locate service sights and fill out the paper work.
Then, the instructor talked to us about how learn-
ing and serving could be matched together and
make the learning process more meaningful. It
sounded perfect to me. Helping others means
a lot to me and so does doing well in college.

After meeting with Justine, Ellen chose to work at a homeless and hunger

project at a Catholic church in Hollywood. Ellen is Catholic and felt that she would be

comfortable in such a setting. At first, she helped prepare and serve meals, but after a

while her duties included tutoring some of the homeless children and, later on, helping
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organize the church's weekend fair to raise money for community homeless projects.

I really felt like I was doing something valuable
and I was using this as subject matter for my class
papers. I don't really like to write, but I enjoyed
doing those papers. They were a piece of my life.
When my instructor reacted to them enthusiastically,
it made me feel so proud. Even if there was a prob-
lem with grammar or punctuation, I was eager to
correct it. It was a whole new experience for me.
The instructor was taking an interest in me. He was
accepting me for who I was.

It was quite clear that Ellen felt that she fit in after so many years of feeling

different. A great deal of this seemed to be due to the instructor's positive influence. The

entry I made in my personal journal for that interview session included a note regarding

the impact we educators can have on the lives of our students and what a responsibility

this is. I wondered about how many students I have helped like this or possibly hindered.

It is an issue that we as educators have to face and respond to, at least to ourselves.

Personal Growth

Ellen shared with me that while she was involved with service-learning, she

felt really good about herself.

I was really relating to others. At the church, all the
people were working together with one purpose in
mind which was to somehow help solve this home-
less problem. In class, we were sharing what we
were doing. We were making a difference in our
community and discussing it and writing about it.
It was exciting. The reflective journal was helping
me write my class papers. I remember now, we were
also reading a book, Give To Live . It was written
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by a psychologist, I seem to remember. He talked
about the benefits of doing good for others and for
yourself, at the same time. For most of us students,
especially the younger ones, this was a totally new
idea. I've shared that book with so many people,
including my husband and my mother. What a power-
ful book.

Through the interview process, Ellen was reliving the enthusiasm she had

felt doing service-learning in this course. I asked Ellen if she felt empowered because of

this experience.

Oh yes! That's it exactly. Friends and family members,
especially my mother told me how I had changed. My
mother who had seen me depressed and quiet most of
the time was very happy with the change she saw in me.
I couldn't wait to get to the church, and then to class to
share my experience and write about it. I guess I had
found my niche. This was me. I never knew that class-
room work could be so vital, so pertinent to life. I have
to thank my instructor for this and taking time to under-
stand me.

I asked Ellen if this experience had helped her make any career plans.

Not at that point, no. I was enjoying the process
and hadn't really given too much thought to a job
or future profession. I guess I was making up for
all the years I had lost being sick. I just wanted to
enjoy being a college student. My husband
calls me a late-bloomer. (She laughs) I tell
him that in actuality we haven't been married
for eighteen years. After the brain surgery, I
was so out of it that I lost three or four years
of my life, my married life, so career plans are
on hold for the meantime.
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At our next meeting, Ellen surprised me when she said that she had thought

about her career plans since we had brought it up, and now she had made a decision. She

wanted to counsel disabled students at the community college level.

They need counselors who understand them, who
can go to the faculty and explain their needs. The
disabled also need someone who is willing to con-
front the administration. I mean no one seems to
understand nor care about us. I'm disabled; I
know what's going on. They have to accept us and
provide minimal accomodations. It's the law, but
they won't go one step beyond what the law re-
quires. Don't they think we know it? We're dis-
abled, not stupid.

This is quite powerful talk coming from a lady who only a few years before

had spent most of her day sedated and resting. Not only had she found a career, she had

found a cause. Ellen's perspective of service-learning was one of empathy for all

disabled students. Added to this was a strong desire to do something about it. It was

obvious that Ellen was awakening to the world and her place in it. Without a doubt, she

now displayed self-confidence and empowerment.

My instructor recommended another book to the
class. It was Og Mandino's The Greatest Miracle
in the World;. I never expected an English class
to be such a valuable experience. I had prepared
myself for boring grammar and punctuation rules
that I would learn for tests and after I finished college
I would gladly forget. This class was nothing like that.
We were using grammar and punctuation but for in-
teresting writing projects.
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Academic Skills

Ellen talked about never being a great student. Her life for so long had been

held captive by illness that school had been a minor priority. She was a victim of medical

opinion, a schedule of medicines that kept her from functioning clearly, and mandated

rest periods. It was only recently that she had been put on medications that didn't tire her

out. Yet, Ellen's doctors were concerned that her participation in service-learning on top

of her course schedule might be too demanding, and that she might suffer academically.

If so, this would defeat the whole idea of her going to school to have a life that could

attempt to find some normalcy.

At first, Ellen was as concerned as her doctors; academic work was enough

of a threat. Did she really need the service-learning option added to it? The thought of

writing papers frightened her, but service-learning changed that. She now says that it

gave her a reason to write. She was eager to share her service experience.

I couldn't believe how well I was doing in class.
That's not to say that I didn't have errors in my
writing, but I knew that I could correct them. This
was helping me tutor some of the homeless children.
I was actually helping them with school work, mainly
reading and writing. I was helping them do things I
was learning in my college English class.

Service-learning talks about the possible positive effects on students'

academic skills including a better understanding of course material, the ability to apply

course content in every day life situations, and the ability to communicate more

effectively. Ellen was displaying all of these and more. She was even demonstrating

leadership skills in class.
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When the instructor and the director of Community
Connection talked to the class about taking part in
collecting food for the homeless for Thanksgiving, I
was eager to take part. It turned out that I headed
the project for the Communications Division classes.
I organized the posters, the collection locations, the
lists of what kinds of food would be needed and some
other things. Again, my family and my doctors couldn't
believe I was doing this. (A hearty laugh) I couldn't
believe it either.

It didn't end there. Because of her efforts and the success of her work, Ellen

was named the co-chairperson for the campus Hunger and Homeless Awareness Week.

This effort and her grades earned her the George F. and Virginia Young Scholarship. She

was also honored at the Community Connection Faculty Service-Learning Workshop

"Your Students Will Love To Learn" which took place in February, 1995. Ellen never did

service-learning again. She couldn't find another class that offered it. I asked her if this

concerned her.

Concern me? I'm angry about it. To my knowledge,
there never was another faculty workshop, and only a
few instructors even bother using service-learning. I
don't know why. A lot of students, including me, gained
a lot from that experience. Not all students took part in
it in my English class, but they're the losers is the way I
look at it. Many of them dropped out of class during the
semester anyway; others didn't pass. Maybe if we used
service-learning in many more classes, more students
would take an interest in education. I know what it did
for me.

I asked Ellen if she felt that service-learning should be a requirement in
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certain college courses. She thought for a while and then said:

Why not? I think it would be a good idea. We're
so worried about students dropping out or not
showing any interest in classes. This might help.
I know what it did for me. I still visit with that
instructor. He gives me good advice. He was
interested in each one of us. He taught us more
than just subject matter; he taught us about life.
Something else. even the students who weren't
doing the service for the class had to read Giv
To Live, and the instructor required them to keep
a reflective journal. He didn't want the class
broken into two camps. Some of the
students who didn't do service told
some of us students who were that
they were sorry that they didn't do
it. Maybe it was the enthusiasm we
were showing. Maybe.(All this said
with a cheshire cat grin.)

Citizenship Skills

Though Ellen had been ill for years, she seemed very aware of community

needs and problems and the responsibility that members of a community should have.

I consider myself a religious person, and part
of that, I think, is serving others. One of the
biggest problems in our community is home-
lessness and hunger. If I can help another
person turn their life around, that would be
great. It bothers me to think that children
are placed in this situation. My service-learning
class gave me an outlet to do more than I
would normally do. I liked doing it as part
of my college education. Look, it got me the
scholarship.
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Ellen and I talked for a while about the place of citizenship skills in the

college curriculum. She felt that it was very important.

If the schools don't teach about being a good
citizen, who should? It seems that parents aren't
doing it. I see it as a part of education. Isn't our
college education supposed to prepare us for life?
Well, our community and what's happening in it
are a part of our lives. I don't like sitting in a class-
room, like history, and learning what happened a
few hundred years ago unless the instructor can
show me how it relates to today. Do you see what
I mean?

Ellen was voicing a concern that current educators seem to feel impacts

many of our students today. Namely, that they don't see the relevancy of their formal

education to issues in life. If this is the case, why wouldn't more students take part in a

service-learning option? Why wouldn't they demand that instructors incorporate service-

learning in their classes?

We're not really in control of our education.
Do they really care what we think? Too many
students don't think or don't care to think. They're
mainly the younger ones. Maybe with more older, oops,
I mean mature students coming to college
that will change. Older students won't be
hood-winked as easily, and I think we're
concerned about our community and an
education that has practical value. We don't
have time to fool around.

Ellen admitted that working with the homeless helped her become more
tolerant of others, as well.
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Being sick for so long makes you see that
judging others is a waste of time. I think
I'm more tolerant of other people and their
views. I think the Give To Live book had
a lot to do with that. Also, many of the
homeless women were no different than you
and me. They didn't want to be homeless.
I kept thinking, "There but for the grace of God
go I." It's a sobering thought, let me tell you.

Ellen exhibited many of the positive effects of service-learning that the

literature addresses. It seems that her instructor had a thorough understanding of the

service-learning concept and was willing to include it in his curriculum. Additionally, it

appears that the Community Connection office was active in creating a positive

atmosphere for instructors to include service-learning in their classes and also had offered

a good deal of support to the students who took part in the service-learning experience.

Ellen was very aware of the college material about service-learning and said that her

instructor had referred to it a lot during the course. She especially remembers his giving

everyone in class, whether they were doing the service option or not, articles written

about the value of service-learning by the Associate Vice President for Student Affairs,

Judith Berson. These had been published in educational journals.

They were very positive articles with a win, win approach.
It almost sounded like high school cheer leaders. Maybe
that's what's needed to motivate a lot of the students.
I think it worked with us.

Ellen's experience with service-learning was, obviously, a very positive one.

Not only did she enjoy her class work, but she saw the relationship to a community issue,

and she had done something about it. This resulted in her having more self-confidence in

her abilities and being motivated to take a stand with problems in the community.
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I met Ellen on campus only last week. Quite a while after our last interview

had been conducted. We both stopped; she asked if we could talk. We went to a quiet

area on campus with benches and shade trees. She was visibly upset. Immediately, she

blurted out that her chance of graduating was in danger; eventhough, she had a "B"

average. It seems that she is taking a math course needed for graduation, but she is not

doing well. She shared this with her doctors who said that they can understand why. It

seems that her brain surgery has somehow affected the area of her brain that deals with

mathematical type work. In addition, they gave her a story written by a woman who holds

a Ph.D. in chemistry and who also had gone through the same surgical procedure. At

present, the woman is very frustrated because she cannot do the math needed in her work

as a chemist. Ellen's doctors have agreed to write a report to the College. The College has

set up a meeting for Ellen to go before a committee to plead her case. Ellen admits to

being frightened by this, but she is adamant in finding the strength to carry through with

explaining her situation and asking for a waiver.

I really believe that my English class with the
service-learning option and those great books
we read have given me the confidence to stand
up for myself and others. But, I'm nervous just
the same.

Today, March 8,1999, Ellen called and asked if I would write a letter to the

committee since I am so familiar with her case. I plan to do so. I've been trying to think if

there is any ethical issue that should concern me here. I can't seem to think of any, but it

is a concern. Even thinking about the possibility of an ethical issue at a time like this

makes me cringe. What self-respecting person would retreat when action is needed?

What would that say about service-learning concepts of empowerment and

responsibility? Professor, practice what you preach!
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I must admit that when Siri appeared and introduced himself to me, I was

shocked. I didn't expect to see a six foot tall, dark blonde, green eyed young man with

very pale skin. His name had led me to expect someone from India, and I told him that.

Actually, you're kind of right. My parents
are Americans who converted, before I
was born, to the Sikh religion. I guess it was
during their college days when the hippies
were drawn to everything eastern. Anyway,
when I was like six years old, they packed
me off to a boarding school in India, and I saw
them maybe once a year.

Though Siri spoke without prodding, I noticed a reserve in his demeanor. He

admitted that he was learning how to act with American students. He didn't have many

typically American friends because he had spent all his school years outside the U.S.

Right now, while he attends Broward Community College, he is living with an aunt. He

chose this specific community college because it was close to his aunt's house, and

because he felt that he could re-inforce his academic skills to be able to transfer after two

or so years to a four year institution. At this time, he still wasn't quite sure what he cared

to major in.

After being in school in India, he chose not to move back with his parents.

I'm grown; I'm an independant person. There's
no need for me to live at home. (A pause as he looks
down at his hands folded in his lap) It really isn't my
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home anyway. I can't ever remember living there. It
means nothing to me.

Though Siri wouldn't say it, I made an entry in my personal journal

wondering if this included his parents. There seemed to be a strained relationship that he

wasn't willing to talk about, and I didn't feel it was my business to delve into. Toward

the end of our second interview session, he admitted, without any coaxing, that he still

doesn't see his parents often. They live on the West Coast of the U.S. and pay his

expenses including a new Lexus and indulge his taste for stone crabs and premium grade

vegetables and fruit.

Siri was not willing to talk about his youth and growing up, either. He

seemed to be one of those haunted people who might live a life based on early childhood

deprivations and not successes encountered in later years. From the little he was willing

to say, it seemed clear that his parents had done well economically, and Siri enjoyed

material goods, as a result. He also shared with me that he baked as a hobby.

I really like making fancy desserts, especially cakes.
It relaxes me. It's nothing I'd want to do as a pro-
fession,though. I mean, I don't think there's a lot of
prestige connected with being a pastry chef.

Siri seemed to be very taken with impressing people. His clothes, for all of

our interview sessions, had visible designer labels, and he mentioned his Lexus a few

times. The first impression that he made on me and that I recorded in my personal journal

was that he seemed rather snobbish. I soon learned, however, that this appearance was a

result, as I have shared with you, of childhood experiences. As a result, he felt it safer to

disguise his true feelings and remain somewhat aloof. He later admitted to me, " If I don't

get too close to people, they can't hurt me, right?"
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When I asked Siri why he chose to take part in a service-learning option, he

said, without a moments hesitation, that he wanted the extra credit that was offered.

It didn't seem like it would be difficult
and I could use extra credit. When the
professor spoke about his admiration
for volunteering and how important it
was, it seemed like a good idea and,
hopefully, it would make a good im-
pression on him.

Siri, like Susan, was not sure what service-learning was. He said the

professor had made available a list with volunteer opportunities, and he chose the one

that seemed convenient. Siri's choice was as a counselor with the Campus after school

program for elementary school children. I asked Siri to explain to me what he did.

Well, I had fun. We played ball, ran around
the field. Then, we came in for snacks; after
that we helped the kids with their math and
English. That was about it.

When we talked about the social value of this activity and how it made a

difference in the community or furthered Siri's understanding of civic responsibility, Siri

stopped me.

Wait, wait. What are you talking about?
All we were expected to do was volunteer,
not change the world and our outlook.

Though Siri didn't have the faintest idea about the concept of service-

learning, he mentioned things that demonstrated to me that volunteerism does have
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connections to service-learning. He was, somehow or other, displaying signs of a

service-learning experience, the outcomes that are talked about in the literature. I was

puzzled. Here I was interviewing a student who, it was claimed to me, took part in a

service-learning experience. A student, who by his own admission, had no idea what

service-learning was. I could only think of what the sociologist, David Riesman, had said,

" Sometimes it's best to decide early on what you're not going to find out... ." That meant

to me that I had better understand and respect the line between finding and reporting

valid information and digging for information and becoming an irritant. I didn't want to

do that. For this reason, I was surprised when Siri started to talk about valid service-

learning outcomes.

Personal Growth

Working with young children had made him realize things about himself

that he had never been aware of.

I never thought that I could relate to young
kids. I never had sisters or brothers. At school
we were kept in age groups and separated by
sex. I can't say I liked all the kids, but some
of them were really cute. After the first few
days, I really looked forward to being with
them. They would come running up to me
calling my name. I had never experienced
that before. Some of them told me that both
of their parents worked and didn't have a
lot of time to spend with them, so this after
school program was really important in a way.
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I asked Siri if he had entered what he had just shared with me in his journal

and how he had reflected on it.

Yeah. I guess it's in my journal, but reflect
on it. Do you mean think about it. What it
meant to me? (I told Siri that that was what
I meant. He was silent for a few seconds with
a serious look on his face.) I guess it meant
that I could relate to these kids, some of them
anyway. That made me feel good. ( Silent pause)
I was helping them with their homework, and
they listened to me. For a minute, I thought how
great it might be to teach these eager young kids.
They seemed to want attention from someone.

I asked Siri if he could think of any one occasion to share in which he had

related to a specific child. He was pensive for a while and shifted uneasily in his chair.

His body language seemed to tell me that he wasn't quite sure if he wanted to share such

a personal event with anyone. Then he began.

Well. Geez. One day when I got to the play area,
one of the kids, a boy about six or seven, came
running up to me yelling my name, "Siri, Sin, I
thought you weren't gonna show up today." I
picked him up and twirled him around. He was
laughing hysterically. When I put him down and
we were both laughing, he said, " My dad travels
a lot for his job. While he's away, is it okay if I
think of you as my dad or older brother?" Whew!
That blew me away! I mean, I was never too close
to anyone in my life, and here's this kid I've known
for maybe three weeks. (Siri stopped talking; his eyes
were moist.)

I thanked him for sharing that very personal story with me. It was obviously

difficult for him to do. Siri had come into touch with emotions that he didn't realize he
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had deep inside. If you remember, he mentioned early in our first interview about not

getting too close to people so as not to get hurt. Suddenly, he continued.

When I was this kid's age, I was really hurt
that my parents had sent me so far away. I
decided I wouldn't beg them to come home.
I would show them that they weren't all that
necessary a part of my life. I don't want to
talk about this anymore. Can we go on to some-
thing else?

Somewhere in Anna Karenina it says that all happy families are alike in

their happiness, but that unhappy families are unhappy in their own very personal way.

This had been a very emotional moment for me as well as for Siri. I was moved by what

had been said, and more by the feelings these words were expressing. Siri and this child

had shared a very special moment. Later, I looked through Siri's journal ( all of the

participants in the study had given me the right to copy and use their journals); Nowhere

was this written. Had it been so personal to him that he hadn't even wanted to have a

written record of it? Was he blocking it out? At this time, I felt like I might be intruding. I

proceeded cautiously, not wanting to disrupt our dialogue. For a few minutes, I felt it

necessary to stop and reflect on what had taken place. I offered Siri a cold drink and we

just talked about inconsequential matters for a few minutes. Siri had talked about his

new-found self-confidence in working with children and also how he related to these

children. These are important signs of personal growth. But, of what good are they to

society or the individual student, in this case, if they are not reflected upon, shared in

dialogue, nor related to the course curriculum? A vital opportunity to make this a

powerful learning experience had been wasted. Service-learning professionals might not

see this particular student's volunteer work as a valid service-learning experience, I'm

not sure that I did when he first told me what he had done as service-learning, but
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surprisingly the outcomes point to the fact that there was personal growth in this

situation. He even mentioned thinking about a career in teaching youngsters. I asked him

to expand a little on what he had said.

(A blush preceded the spoken word)
No. It was just a thought. I want to
live the good life. I could never live
on a teacher's salary. Besides, my
family would be furious with me. I
mean everyone they know has jobs
that are prestigious.

What do I make of this statement? Do I let it speak for itself? Realistically,

it seems that personal growth is an ongoing process. As long as we are alive, so is the

possibility of personal growth. At this point, Siri is still concerned about his parents'

opinions and beliefs. Though it seems that he has more self confidence in dealing with

others from this experience, he still does not have that self confidence in relating to his

parents. Clearly, building self confidence, relationships to others, and empowerment in

one area of our lives does not automatically translate to all other areas. It is a one step at

a time process. I could, at this point, speculate on the psychological ramifications of what

Siri is saying, but that would be unfair to him and really not a part of this study. Will Siri

ever become an elementary school teacher? Anything is possible in life.

Academic Skill

John Dewey (1938) said that while " all genuine education comes about

through experience (this) does not mean that all experiences are genuinely or equally

educative." In this he included the relationship between the student and the curriculum
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which could further be applied to the service-learning transactions that take place as part

of learning, both formal and informal. I bring this up here because of what transpired

when Siri and I talked about the relationship between his service experience and its

connection to the academic work going on in the classroom. Siri quite emphatically told

me that he felt that this particular instructor was one of the best he had had here at the

College, yet he could see absolutely no connection between his volunteer work and the

course material.

Why should there be any connection? We
were doing volunteer work for extra credit.

At this time, I would like to share with the reader the dialogue of what was

said verbatim.

Interviewer: Siri, can we talk about how your service work was used by your instructor
to apply to your class work.

Siri: My particular volunteer work? (Siri consistently used the word "volunteer"
and not "service-learning" since this is what had been used by the
instructor.)

Interviewer: Well, the students who had chosen to do service-learning.

Siri: (Pause) Our class had nothing to do with what we were doing for extra
credit. How could one relate to the other? I don't see what you're driving
at.

Interviewer: Well, did you ever discuss your journals in class? Did you relate your
service experience through writings for the instructor?

Siri: Our volunteer work was never brought up once we started it. It was totally
separate from what we were studying in class.

Interviewer: What finally became of the journal you were keeping?

Siri: We handed it in on the last day of class. What became of it after that, I
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don't know. Now you tell me you know where it is, so you know more
than me. All I know is that I got my extra credit and that gave me a really
good grade in class. It was 25 points.

Dear reader, are you as flabbergasted as I? Service-learning emphasizes the

point that the academic class informs the service, and the service, in return, informs the

class work to make this a vital experiential adventure. I am saddened to think that this

was a wasted opportunity. In this case, it was not so much the experience that was mis-

educative, but the manner in which it was handled. How could the office that oversees

service-learning not have been aware of this situation? It seems that once the instructor

adopts a service-learning option, the office bows out and does not involve itself.

Academic freedom may be involved here. It could be a very political issue which calls for

a great deal of diplomacy. Whatever the issue, students like Siri are missing out on a very

valuable learning experience that could have been used to clearly show them how their

formal class work relates to life in general. No use was made of reflection, nor

application of course content, nor communication skills, nor critical thinking skills.

When we talked about any possible motivation that Siri had had to do better

in class as a result of his volunteer experience, he didn't seem to see the connection.

I don't think I was motivated to do any better
because I worked with these kids. I mean, I
think I would've gotten the same grade whether
I did this or not. (pause) Well, I got the extra credit
if that matters.

Siri couldn't understand how his so-called "service-learning" could have

motivated him to do better in class, and he was right. How could he have seen this

possible benefit of service-learning if it had never been explained to him. I was, however,
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hoping that he could see the relationship of service in the community to his academic

studies.

I mentioned to Siri that in tantric texts from India, there is a strong streak of

contempt or, at least, condescension for those people who limit themselves to intellectual

knowing and do not take part in experiential replication. Siri said that even though he was

not familiar with these texts, while in school in India, the students had been expected to

do chores around the school so that the school would be an example to the community.

Citizenship Skills

The chores that the students were expected to do at the school in India

neatly led into the area of citizenship skills as they related to Siri's service-learning. We

talked for a while about this.

I think what I was doing was filling a
community or social need. Here we had
young kids who, if not for this program,
would have nowhere to go after school.
Who knows what mischief they would
get into if they were home alone or with
an older brother or sister. At least, we
had physical activity, snacks, and study
time where they could get help. Tutoring.
Yeah. I think I had social responsibility.

I never thought I would be sorry when it
ended, but I was. I would do it again. I
think I really see the need for people to
volunteer now. You know, the instructor
told us how involved he was in the com-
munity, so I did this for the extra credit,
but now I guess I would do it even if
extra credit wasn't offered. As long as
I had time to do it.
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As I said before, I didn't, at first, see the social value in what Siri was doing,

but I guess that there was some social value in it. Siri saw this as meeting a community

need. Would it have been of any more social value if it had taken place at a poverty

project or a community center with children of the economically disadvantaged or

minorities? This is a question that those of us who support service-learning will have to

answer. But let us heed the warning that we may be making a value judgement here.

What is clear about Siri is that by the end of the interview sessions there was a self-

understanding that didn't seem to exist before or was well hidden. If his instructor had

been trained in the concepts of service-learning, he may have been able to help Siri see

how his volunteer experience was somehow transforming his values and attitudes. Siri's

perspective was one of attachment and the fear of attachment. My intuition tells me that

he purposely chose to deal with children because they didn't pose as great a threat as

adults. In the final analysis, this positive experience with the children may help him deal

better with the demons in his life. The demons that we, as humans, are all too aware of at

one time or another, aren't we?

Nestor's Perspective

Nestor is a twenty-two year old hispanic student who is originally from New

York City. To be more specific, his father's family is hispanic, from Puerto Rico. His

mother is North American whose family is a mix of English, Irish, and German. He said

that he understands a little Spanish but cannot speak nor write the language. This has

served as a barrier to developing a close relationship with his father's family. In no way
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does this mean that Nestor doesn't wish to communicate better with his father's family.

As a matter of fact, at the time of our interviews, he was planning to take part in a study

abroad semester program in Spain which would give him the chance to learn and practice

the language in a native setting.

Nestor was cooperative during our interview sessions but not especially

expansive in conversation. During our first interview session he said that before he took

part in the volunteer experience, he had already decided that he wanted a career in the

law enforcement field. When he started college, he decided to remove a gold earring and

give up the "rap" attire he had previously worn. He was concerned about the image he

portrayed; even though, he admitted to not being part of "the system." He chose Broward

Community College because it was conveniently located and cheap. " Well, not cheap,

but cheaper than those bigger colleges, and money doesn't come easy." He shared this

information with me in a rather bland manner, no facial expression, no more words than

needed to convey his meaning. He was not familiar with the term "service-learning" nor

what it meant though he had done volunteer work, as he called it, for two consecutive

semesters. Any student who chose this option was asked to do at least twenty hours of a

volunteer activity by the instructor.

We were told to do at least twenty hours,
and that's what I did, no more, no less. I
did it to get extra-credit. If there were no
extra-credit, I wouldn't have done it.

What he did was to volunteer at the Broward County Sheriff's Office. After

a two hour training class on volunteer rules and regulations in the sheriff's office, he was

asked to work at the inmate leisure library checking all books for contraband or
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pornographic material that inmates might have been passing to each other. During the

second semester, he was assigned to the information desk at the main jail, downtown, Ft.

Lauderdale. He found both positions to be rather boring. When I asked him if he had

asked about other volunteer opportunities, he said he had, but that the Volunteer Services

Coordinator at the sheriff's office had told him that nothing else was available. He had

hoped to work more directly with inmates. In a letter to the O.V.A.L. Office at the end of

the second semester, the Volunteer Services Coordinator at the sheriff's office stated that

she had moved Nestor through several departments so that " he can perceive earnest

service-learning in a criminal justice administration environment." Nestor did not feel

that this statement was particularly valid. Though he had filled out a form for his

instructors to volunteer at the sheriff's office, he did not remember seeing any other

written information explaining about the O.V.A.L. Office nor the idea behind service-

learning. As a matter of fact, he didn't remember ever having heard about the O.V.A.L.

Office and was not aware of its existence.

Personal Growth

Nestor could not find any value in his service experience outside of earning

himself extra credit in two classes he had taken that offered this option. Yet, he told me

that it was during this time that he had decided that he wanted to study criminal law and

not criminal justice.

I saw all these police officers and the jobs they
were doing and the money they were making, and
I decided that it wasn't for me. I want a better life.
I want the good things in life, fancy home, cars, may-
be even a boat, and I don't mean a rowboat.
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I heard the way these guys talk about the inmates.
I don't like it. Many of these inmates haven't even
been found guilty yet, but they're treated like sub-
humans. I saw this happen before here. I saw it in
New York with friends and a couple of
family members. Somebody's gotta look
out for these guys. It might as well be me.
I'll make a bundle off the system. Why not?

This made me think about comments I had heard Mathilde Krim, a leading

scientist in AIDS research make. During a T.V. interview she talked about her lack of

tolerance for institutional restraints and about how institutions should serve people. How

people become prisoners of the system that ultimately make them ineffectual. I entered

this in my personal journal because Nestor seemed to me to be sure of himself, like the

kind of person who realistically understands what raw material he has to work with and

goes about inventing himself. He displayed ambition, but I fear this raw ambition.

Wittgenstein talked about ambition being the death of thought. Without a mentor, a

professor, to help guide this ambition, Nestor's ambition could end up frustrated; this

could be disastrous. This is where a mentor in the service-learning process could help

direct this potential.

I shared with Nestor that Margaret Mead, a famous anthropologist, had said

that she measured success in terms of the contributions an individual makes to her or his

fellow human beings. He said:

I guess it's true. But, I also measure success
by money and material goods. It's natural.
Everyone I know does. Try living without it
and see how you get treated. I mean, this is
reality.
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Later on in our second interview, Nestor said that maybe the comments he

had made a while ago about the police were a little too harsh, too quick to judge.

These guys don't have it easy all the time. The
streets are rough. I just feel that the criminals
have to get a fair shake. You know what I mean?
The way it is, there's nothing fair about it.

Nestor did not realize that his statements were clearly indicating personal

growth. This service experience, whether he had yet realized it or not, had helped him

make a more definite career choice; even though, we, professionals in higher education,

might not agree with his motives. At the same time, he was modifying his perception of

workers in the criminal justice system based on what he had seen and heard at the

sheriff's office during his volunteer experience. When I repeated what he had said to

make sure that I had understood it and to make sure he realized what he had said, with a

very straight face he said, " I guess what you say is true." I responded, "No, Nestor, I

didn't say it. You did." He responded, "Maybe I did." For the first time, he displayed a

faint smile and shook his head slowly, up and down. Nestor seemed to realize that his

ideas were changing. This indicated personal growth. If he had not volunteered at the

sheriff's office, would this change have taken place? Did this opportunity serve as a

catalyst? Could this be considered a fragment of a service-learning experience?

At this point, Nestor advised me that he had just made up his mind to

continue with the interview process. I couldn't help feeling that he was just as eager to

learn more about the value of his service as I was. From this point on, he was more

relaxed, though still not expansive in his responses. This, I decided, was his personality.
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It didn't diminish the value of his remarks.

Academic Skills

All through the interview process, Nestor insisted that there had been no

connection between his service and his class work. After he had informed the instructor

that he was working at the sheriff's office, the instructor asked him to keep a journal.

Nothing more was said during the course about the service work that Nestor was doing.

Nestor, himself, wondered how his class in American History could possibly relate to his

work at the sheriff's office. I asked him if he had written papers during the course. He

responded that he had. Then, I inquired whether his instructor (I encouraged the

participants not to mention their instructors' names, if at all possible, since I did not wish

to personalize any comments about the instructors or instruction) had included in his

syllabus any information about criminals in American society or incidence of crime, any

information about the penal system or the development of the legal system.

Yeah. He did talk about how the British
treated some guys like criminals and what
they did to them. He mentioned about a
guy who said 'Give me liberty or death';
I remember that. He thought that guy was
real cool cause we had to read about him
too. He also told us about real criminals like
the guy who shot Lincoln and also about
desperados out West. He related this to the
gun issue today. It was interesting.

Topics had been discussed in class that could have related to Nestor's

volunteer work, so that it could have been valid service-learning, but the opportunity had
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been allowed to slip by without notice. This could have been sound service-learning.

Nestor could have compared a jail today to what it was back in American History. He

could have been asked to write about the amenities in jails today in the United States such

as the leisure library with which he was directly familiar. This did not happen. His

journal which is one page long and was accepted for extra credit includes no reflection on

his volunteer work nor any of the course content related to criminal justice or the lack of

justice. After we had talked about this, he still insisted that he saw no relevant

connection.

This class was American History before 1900.
What could that possibly have to do with my
volunteer work in a jail library in 1998?

I reminded Nestor that he had just told me that the instructor had made a

valid connection between gun-toting desperados in the wild West and the gun issue

today. Could he now see the connection between law enforcement in those days and

nowadays?

Maybe so, but my instructor was teaching his class
which had nothing to do with my volunteer work for
extra credit. He was a good instructor. He made class
interesting.

I felt it necessary to assure Nestor that in no way did I mean to say or

insinuate anything negative about his instructor's abilities as a college instructor ( I

repeat, we did not mention the instructor's name). I was merely trying to get Nestor's

own reflections on his service-learning experience. In this particular instance, I wanted to
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gain insight into how it had related to his academic work, if he thought he had done better

in the class as a result of his experience in the community. I also wanted to hear from him

whether he had learned anything in class that he could, in return, use or share out in the

community.

(Pensive pause) No. I really didn't work with
anyone, just books. I would've liked to talk
to inmates, but it never happened.

We have to ask ourselves if students should be allowed to volunteer in

positions that are not beneficial to their learning, or should I say positions in which

students are not made aware of the service-learning benefits. Where was the service-

learning experience in Nestor's case that could positively impact his academic

performance and have him help others in the community, so that he could make the

connection between his formal learning and its application?

Citizenship Skills

Though Nestor kept insisting throughout our interview sessions that he saw

little to no connection between his service experience and his class, he shared with me

that he was now, more than ever, aware of problems that existed in our community in

relation to the criminal justice system. He was concerned about talk he had heard and

reports he had seen relating to overcrowded conditions in the main jail. Over time, he

became aware of what, he considered to be, unneccessarily long prison sentences for non-

violent inmates.
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They were there for something as stupid as,
for example, stealing food to feed their kids.
If they were rich and had connections, they
would've been out in less than an hour. It's
ridiculous that these people should be taking
up valuable cell space.

Nestor rarely smiled during our interview sessions. Somehow he felt that

doing so was a sign of weakness. I couldn't help but feel that he was taking life too

seriously. He was intent on focusing on the lack of social justice in this society of

"haves" and "have nots." I asked Nestor what he thought he could do about it. Kurt

Lewin had said that "If you want to truly understand a problem in society, try to change

it." An opportunity like this could lead to his own sense of empowerment and self-worth

if handled correctly.

Well that's why I've decided to go into
criminal law. I can make changes from
a position that has power. Down the road
that's what I want to do.

But, I asked Nestor, what can you do now? You've seen this situation with

your own eyes. You have the opportunity now. It's the learners and doers who inherit the

future. There was a few minute period of silence. I wanted Nestor to take time to reflect

on what we had just talked about.

Yeah, there are too many people spending far
too much time in prison. I'm concerned about
it. I don't want you to think I'm not, but I have
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school and a thirty-hour a week part-time job.
Let people who have the time get involved. You
know, it was hard finding the time to volunteer.
This is a very personal decision that a person has
to make, to do volunteer work. If it was required
instead of an option, I would probably switch
to another college. (Pause) It's not that I don't
want to get involved. I know that there are problems
in the community, but I don't have the time to deal
with them. I guess that being at the BSO (Broward
Sheriff's Office) really made me see that this is a
rich man's system. It needs to be changed. It's
not a fair system. There is no fair system in this
world. I bet that in the future I will make a difference.

This was a service-learning experience on the verge of happening. It could

have been made an integral part of the curriculum of the course to demonstrate to Nestor

the inter-relatedness of his class to life in the community. The last thing that Nestor said

during our last interview is worth repeating, "I bet that in the future I will make a

difference." My question is, why should this have to wait for the future? This would have

been the right time to have had him reflect on the importance of citizenship skills to his

studies and his life in the community. As I said before, Nestor displayed a great amount

of ambition, but, I fear, unsophisticated ambition. In his comments, he touched on the

relevant issue of citizenship skills many times, in both positive and negative ways. This

was the perfect opportunity to have culled his interest in people he thought of as abused

by the system and to have helped him find his voice in order to make a difference now, as

well as in the future. His voice could have helped make a difference before the present

passes out of existence.

During our last interview session, Nestor mentioned to me something that I

wish to share with you (and this he said with a half smile).
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I liked talking to you. After the first session,
I really felt comfortable. I want you to know
that everything I said is how I really feel. If I
was asked to write about my work at the BSO
or to have answered questions in writing like
on a questionnaire, like choose "A", "B", "C",
I would have said everything was great. Most
of us students do that. We don't want to make
the instructor look bad. We don't want it to
look like we didn't get a lot out of what we did.
We know what you want to hear. Talking to you
was different.

Nestor's perspective of a volunteer experience was one of social justice. He

was going to try to outwit the system to help the under-dog. From this volunteer

experience he hadn't expected any personal gain, material nor nonmaterial, but there had

been personal gain all the same. Personal gain that was now clear to him as a result of our

interviews.

Glenda's Perspective

Glenda is a housewife, mother of two teenagers, and full-time student who

is in her late thirties. She is vivacious and speaks in an animated, breathless fashion,

green eyes flashing, arms flying in the air and descending to comb through her short yet

abundant reddish-brown hair. She is the product of show business parents. Her early

years were spent on the road and watching her parents rehearse song and dance routines.

By her own admission, she tired of it. She lost interest in her dance and voice classes and
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longed to have a permanent home and friends. Eventually, she married early and had a

child within the first year. Glenda was eager to establish roots and a stable family that

lived in a house in a community with neighbors.

It was what I wanted, but I couldn't get
performing out of my system. It's like it
was part of me. I tried to block it out (she
said with a theatrical toss of her arms and
an exasperated laugh), I couldn't. I was
born to it. Geez!

Glenda was in college because as her children got older, she was concerned

about what she would do when they left to go to college. She didn't want to sit home. She

would be too old to perform professionally, but she could teach drama, dance, voice, and

direct shows. That was it; she would become a certified teacher. Broward Community

College, Central Campus, was her only chance to attain this goal.

I've got a family. How else could I do this?
I say thank God for the community college.
It sure has simplified making decisions about
my future.

When her instructor mentioned the option of doing volunteer work in the

community, Glenda immediately thought about the Western High School production of

Li'l Abner that she had been asked to help out with. She approached her instructor and

asked if he would approve of this as volunteer work for extra credit. He did.

Glenda used the term "service-learning", but she didn't understand

what it meant. She claimed that it was never explained. The instructor handed out the

forms to fill out. She never met anyone from the O.V.A.L. Office but thought that her
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professor was somehow connected with it. All she remembered was that she was told to

keep a journal to be handed in at the end of the semester. Nothing else was ever

mentioned again during the course in relation to service-learning.

Personal Growth

Considering what Glenda had shared with me, I couldn't see how this could,

in any way, be a valid service-learning experience, but again I was in for a surprise.

Glenda, who was a great communicator, told me that she had been asked to help with a

production of a Broadway show at the high school and would have done it whether her

instructor at B.C.C. had approved of it or not. The fact that he did made it that much more

worthwhile.

Glenda looked forward to this opportunity not only because it involved

show business, but also because her daughter was a student at Western High School and

was going to be a cast member. As is typical of mother and teenage daughter, there had

been a little tension in their relationship lately.

She would say "yes", and I would say "no."
She would say "red", and I would say "blue."
You know what I mean? It wasn't anything
serious; it was just little annoyances. My hus-
band said that he may have to referee. So, this
chance to work together was a challenge. I
really didn't know if it would be good or not.
I was a little tense about it.

Glenda choreographed and coached the students on how to use their voices

for projection in relation to lines and songs. She worked hard at it and spent a lot of time
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with the students. She got to know her daughter's friends better. They openly talked

about school and their personal relationships in front of her.

It was almost as though they wanted me to hear.
Like they wanted some adult advice. At first, I
just listened and made believe I didn't
hear. I held myself back from getting in-
volved. One day, one of the girls was off
key. She asked me if she could rest for a
few minutes; she had had a rough day, but
she didn't move. She stood right there. I
took that as a sign that she,maybe, wanted
some help. I asked her if everything was okay.
She told me that her boyfriend had told her
that if she didn't get intimate with him, he did-
n't want to see her anymore. I asked her what
she felt. She was obviously confused and didn't
know what to do. I asked her if she would con-
sider discussing this with her mother. She didn't
want to because her mother had a very conserv-
ative moral code and would point blank tell
her what to do without listening to her. I asked
her to think seriously about it and not do any-
thing until she had made a decision she could
be comfortable with. I mean this is a heavy load
for a sixteen-year-old. She came to me the next
day and told me that she had decided that she
didn't want to be intimate with someone who was
a casual boyfriend and was going to tell him to
accept that or get out of her life. I hugged her
and she hugged me. We cried and laughed. That
night my daughter told me on the way home that
Bev had told her what we had talked about. She
told me that all the girls thought I was "neat." Then
she said that she did too. I got a lump in my throat.
I pulled the car to the side of the road and gave her
a big hug. I cried. She told me that I was so emotional,
but her eyes were wet too.(pause) I can't believe
that I'm sharing this with you. My daughter would
be so upset with me.
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I asked Glenda what this had meant to her personally. I asked if she saw this

as an opportunity for growth.

Well of course. There was my daughter complement-
ing me. I felt like a fairy god-mother. I was walking
on air for days afterwards. I could relate to these
teenagers. They were now willing to come to me
for advice. I could understand the problems they
face. Boy, did that build my self-confidence. I
was flying, but I also realized what a responsibility
it was. My son joked, and my husband also, about
my being the high school's Dear Abby.

I also learned that I have a lot of patience. I never
realized this before. It takes a lot to work with a
large group of people, especially teens.

As you can see, Glenda had no trouble when it came to conversing with me.

She was very open and honest in what she said. If she had not been so open in her

remarks, I might not have seen the personal growth that had occured. Yet, at the same

time, I am very aware that most everything we humans believe and report is based on our

prejudices. Very little in life is objective. Jurgen Habermas (1970) argued that none of us

could avoid being prejudiced, but hopefully through reflection and the researcher's

insightful questions and remarks that we can somewhat overcome biases. I also feel that

the researcher must make use of her/his intuitive abilities here. In talking about her

seemingly honest comments, my mind-set was geared to service-learning being based on

working with a social problem in the community. Working on a school play did not seem

to fit neatly in with that idea. It was something that might be ridiculed in the literature.

Yet, here was a woman who saw this as an opportunity that had led to her personal

growth. She, herself, admitted to increased self-confidence. Would it have been clever of

me or professional to have told her that this service-learning experience was not of value
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because the problems of teenage girls in a middle-class setting are not social problems

with which the community is concerned? If this girl who had confided in Glenda, or the

other girls like her, become pregnant, would it then become a social problem for the

community to deal with?

Academic Skills

Glenda, like all but one of the others I had interviewed saw no relevant

relationship between her class and her volunteer work.

The class was history. It had nothing to do
with my volunteer work. Once we started
our volunteer work, nothing more was said
about it. We just handed in our journals at
the end. What became of my journal? I don't
know. (A shrug)

I asked Glenda if her volunteer work had helped her make a career decision.

She had mentioned teaching voice or dance but hadn't mentioned anything about career

goals.

At my age career goals? Well actually, this
service-learning got me interested in teach-
ing. The show went over really well. I got
a lot of great feedback. The drama teacher
may be moving away in two years, and the
principal told me that they would use me
on a part-time basis with an associates degree.
Doesn't that sound like a great incentive to
get my degree and go on for a four-year
degree? I think it's exciting.
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We talked a little about how she was doing in her college classes. She said

that she had never really planned on getting involved in a degree program, but that as

things were progressing, it looked very probable.

This is really snowballing isn't it?
I'm determined to do well in my
classes now. It's a little frighten-
ing when I think of all the require-
ments, but I feel that I can do it.
I've got a possible job waiting for
me. I'm spending more time study-
ing now. I want to do well.

While Glenda was talking, I couldn't help but wonder, as I had with three of

the other respondents, if this would have been a more valuable experience for them if

they had had the opportunity to better relate their volunteer experience to their class

work. I too have to call it "volunteer" because so much seemed to be lacking for me to

call it a "service-learning" experience. How much more valuable it would have been if

Glenda had kept a reflective journal. Her journal reminds me more of diary entries with

matter-of-fact information of her day-to-day choreography work. Nothing in it is

reflective, nor does it relate to her academic work. It would have been more meaningful

to her if she had been able to share with her instructor and classmates, had been able to

relate, in writing, her community work to the history of musical theatre in America, for

example. After all, musical theatre is very much a part of American History as are the

simple, farm type people and scheming politicians and businessmen that make up the cast

of characters in Li'l Abner .
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We talked for a while about a service-learning experience in enhancing

awareness of community concerns, involvement, and helping empower a person or group

of people in the community to become problem solvers. Glenda immediately saw a

connection.

My working with these kids helped them
become much more out-going and I saw
their self-confidence grow. I was empower-
ing them. Through acting, through drama,
I believe, people learn to deal with life's
problems. Don't we have enough teens
in trouble? Isn't this a community concern?
I saw it first hand. I got involved with it.
Teens are easily intimidated. I saw them
grow through this production. Maybe we
need more drama classes or workshops
in our community to help people work out
problems in their lives. Take on a different
persona.

It got me involved in the community. I've
been asked to come back and work on the
school's next production, Bye,Bye,Birdie.
I was also approached by a couple who
asked me if I would be interested in doing
some community children's theatre work
for kids with mental disorders and learning
disorders. That should be a great learning
experience for me, as well.

Glenda was not sitting home anymore. She thought that when she started

college that she would go to class, be lectured to, and have lots of homework to occupy
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her time. She never thought that agreeing to work on a school production would lead to

such a keen desire to teach theatre arts. She never expected to get so closely involved

with the students who were participating in the show; additionally, she was now getting

involved with children's theatre. She called me at the end of November to share with me

that she was working on a holiday production with children from five to twelve years of

age. Glenda said it wasn't easy since the children all had some disability, but they were

trying so hard to do well that it was becoming a labor of love. She was even asked to get

involved with a community grant to supplement the funding for the children's theatre.

Glenda was thrilled to be involved with this community effort.

Glenda's perspective of her volunteer experience was one of involvement.

She longed to create the neighborhood, the community, that she lacked as a young

person. She was finally fulfilling a need that had been neglected and she saw as desirable

and necessary.
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PARTICIPANTS IN THE STUDY

Reason for
Name Age Program of Study Volunteering

Susan thirty-sonething elementary class option for extra
education credit

Ellen mid-forties disability interest in a valid
counselor service-learning

experience

Siri twenty-four business (?) class option for extra
credit

Nestor twenty-two criminal law class option for extra
credit

Glenda mid-thirties secondary class option for extra
education credit
theatre arts

Figure 4.2
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Summary

Just as trial lawyers sum up their cases before the jury, I feel it fitting that

we do likewise in order to review the main points that we have just covered in presenting

the data. The data in this chapter was presented in categories that were organized from

the themes and linkages that became evident in the data as a result of our interview

sessions and subsequent meetings to discuss the data after it was transcribed.

As Figure 4.1 (p.67) informs us, these five participants' perspectives on

service in the community all to a greater or lesser degree did involve personal growth,

was related to academic skills, and did embrace citizenship skills, as well. In addition,

Figure 5.1 (p.115) shows us that Susan's perspective in working with elementary school

students was based on a sense of caring. She came to love these children not only in a

professional manner, but as a mother image. Since her work was volunteer, she didn't, at

first, see any personal gain in it, nor did she see any relationship between her volunteer

activity and her academic studies. Siri's perspective dealt with attachment and, more

specifically, the fear of attachment. Though he didn't realize it at the time of his

involvement with these youngsters, he had formed attachments that had made him come

into contact with his emotions. His experience might have been more potent if it had been

treated more as a service-learning experience and less of one based in volunteerism that

ignored the potential benefits of a service-learning encounter with its reflection and

concern for active learning. Nestor's perspective was based on a sense of social justice.

He had hoped to get more involved with inmates instead of doing clerical chores

associated with a volunteer, but, he felt, there was no one to help him in this matter. He

had grown, however. For example, he now saw the frustrations that police had to face as

part of their jobs. At the same time, he became more convinced that petty criminals

lacked social justice. If this had been handled as a service-learning experience, Nestor
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would have had a greater opportunity to reflect on his service work, discuss it in class

with other students who may have opened this experience to other points of view, and

Nestor may have more clearly seen a connection to his academic studies. The same might

have been true for Glenda. Her perspective was one of involvement. By getting involved

with a school, musical production she was establishing stronger roots in her community.

This too could have been a valuable service-learning experience. Instead, it ended up

being volunteer work which lacked the dimensions of a service experience. It wasn't until

our interviews that Glenda saw what a valuable encounter this could have been for her.

Of all the five participants, only Ellen was aware at the time of her service that she was

taking part in a valid service-learning experience. She was supported in seeing the

positive connections of her academic studies to her community service work and even

came away from this experience with firmer career plans and self-empowerment. Her

physical rehabilitation and acceptance of herself, led her to live an examined life that

helped her relate to the homeless population she dealt with in the community. Her service

aided her in seeing the meaningfulness of her experience. This new found power is now

helping her confront a problem associated with a college requirement that she wants the

B.C.C. administration to substitute with other classes that better fit her mode of learning

since her brain surgery. She admitted that she would never have been able to face a

situation like this before her experience with service-learning.

The Role of the Researcher Revisited

In Chapter Three, I talked about the role of the researcher, but this was more

in theoretical and abstract ways. Now, that I have actually completed Chapter Four, I find

114



that I must expand upon what I had previously said. I have found that the analysis comes,

in part, from playing fantasy games with myself. As I analyze a problem or bit of

information if I am stuck for an answer, I imagine being asked questions that I have to

respond to in writing. The author Faulkner said that he didn't know what he thought until

he read what he had said. This is as good as any argument I have ever heard for keeping a

personal journal during the research process. It seems that we learn what we think by

codifying our thoughts in some way. From the interviews, I also learned that to be a

researcher, one must be willing to explore and listen carefully; it's necessary to take in as

much as possible but not accept anything uncritically. In the end, one must learn to

respect intuitive thoughts and hunches after scrutinizing them with sound logic and

discipline. I have also learned the value of ethics and acting ethically. This, I believe, is

what builds a feeling of trust with participants in a study. You cannot know this until you

have actually taken part in a valid qualitative study. The poet and philosopher Emerson

alluded to this when he said that what you are speaks so loudly, that he could not hear

what you say.It also seems much clearer to me now that a good researcher must make

every attempt to know herself/himself. William James (1878) said:

I have often thought that the best way to define
a man's character would be to seek out the par-
ticular mental or moral attitude in which, when it
came upon him, he felt himself most deeply and
intensively active and alive. At such moments,
there is a voice inside which speaks and says,
"This is the real me."

When we are in the role of the researcher, this is the way we must feel. If

this passion does not exist, it will be evident in the reported research. The action of
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research calls for a continual reflection; it seems to become a lifetime process. During,

and even after the study has been concluded, there is a hunger to delve deeper, to know

more, and I have found that it dominates the researcher's attention until it is satiated. One

keeps hammering away or, to be more exact, becomes the hammer instead of the anvil, as

Goethe said.

I now know that as a researcher in helping participants in a study to find

their truths that the uncovered truth is useless until the respondents understand what is

their experience. They will not know this until the researcher helps them find it through

reflection. This is a big responsibility that can frighten a novice researcher, and so it

should. It is the constant act of reflecting that leads us to understanding, and it is also in

our relationships with others that we come to see our truisms, so it is for the participant in

a study, as well as the researcher. Too many people in the world today exist with a group

mentality. Boris Pasternak (1958) wrote:

Well, what are you? What is it about you that you
have always known as yourself? What are you con-
scious of in yourself: your kidneys, your liver, your
blood vessels? No. However far back you go in your
memory it is always some external manifestation of
yourself where you come across your identity: in the
work of your hands, in your family, in other people.
And now, listen carefully. You in others- this is what
you are, this is what your consciousness has breathed,
and lived on, and enjoyed throughout your life, your
soul, your immortality - your life in others.

What a paradox! It is up to the researcher to assist the participant in finding

her/his unique voice and her/his reality. In the role of the researcher, I must help the

respondent find her/his individuality through voice and action. To somehow wade

through the currents of conformity to find her/his truth. We are asking the participant to
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examine her/his experience and find meaning in it. As Socrates said, " The unexamined

life is not worth living." It is the researcher who has the responsibility of helping those

people who participate in a study to learn. Too many college instructors are still caught

up in the traditional mode of teaching their students instead of having them learn through

an experiential mode based upon the philosophy of Jean Piaget and John Dewey, among

others. If I remember correctly, Albert Einstein talked about it being a miracle that

traditional methods of instruction have not strangled the curiosity of inquiry.

Doing a study has taught me a lot about the reality of the role of the

researcher, and what I find so challenging is the vast amount of knowledge that I must

still acquire to continue as a researcher if I am to become a good researcher in helping

people find their "selves" and allowing them to emerge.

Chapter Five presents the conclusions of the study. The implications of the

conclusions, as well as the recommendations for additional research.
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Chapter V

Conclusions, Implications, and Recommendations

Introduction

The purpose of this study was to describe and explain the perspectives on a

service-learning experience of five students at Broward Community College, Central

Campus. Describing and explaining refer to the process of analytical description that

represents the perspectives of the respondents accurately, vividly, and convincingly. In

using the participants' exact words, I hoped to provide detail and realism. It is hoped that

this will help the reader to better understand what the interviewees said in these living

conversations and why I have come to my conclusions.

Steinar Kvale (1996) shares with the reader the purpose of the qualitative

research interview being "the description and interpretation of themes in the [subjects']

lived world"(p. 187). Therefore, the researcher has a perspective on what has been

investigated or studied and interprets the interviews from this perspective. This is a going

beyond what has been directly said to working out relationships of meaning. That is,

meaning to the people involved in the study and their specific situation.

The organization of the categories and the presentation of the data was

determined by the data collected. As such, the explanation of the perspectives of the

participants is part of an entire process that includes the mode of presentation. The

description of the perspectives is determined by the data as interpreted by the interviewer.

As a result, this study is limited by the data collected. The goal being to understand the

perspectives of these students as they relate to a specific experience.

A prime focus of this study was to ascertain if a service-learning experience
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had a beneficial effect on any or all of these five students who had taken part in a class

that offered a service-learning option from the students' perspectives.

The exploratory questions of this study provided a foundation for the

interview process. It is through the process of describing and explaining these

perspectives that meaning was found. The exploratory questions that guided this study

were:

1. What elements constitute these students' perspectives?

2. What variables influence their perspectives?

3. What beliefs do these students hold about their service-
learning experience which support or are contrary to
their perspectives?

The formation of analytical categories described in Chapter Three provided

the basis for the description and explanation of the students' perspectives. The analysis of

the data provided insight into the perspectives experienced by each interviewee (Figure

5.1).
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The Model For The Study

AN INTERVIEW STUDY OF COMMUNITY COLLEGE
STUDENT PERSPECTIVES ON SERVICE-LEARNING

Susan

Caring Siri

Interpersonal relations
Glenda

Community involvement

Nestor

Social justice

No visible connection between classroom and community

Ellen

Action
O Interaction

Social
re ponsibili

. flection

Community

Classroom work informs community action and vice-versa
Figure 5.1
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Susan's Perspective on Exploratory Questions

Susan's perspective on the work she did was one of doing a volunteer type

activity for extra credit. She was not familiar with service-learning, and since this project

had been explained to her as volunteer work for extra credit that is what she saw it as.

She carried out her work with a sense of caring for the students she was working with at

the elementary school. Her journal was not reflective, its entries not discussed with others

in her class, and, as far as she was aware, her instructor had possibly never read it since

she never received any feedback from the instructor. It was when she participated in this

research study that she became aware of service-learning and the value of the work she

had done not only for the students but for herself. As a result of being a participant in the

interview study, she realized that she wanted to become an elementary school teacher

because of the valuable experiences she had shared with the students and the self-

confidence she had developed in working with these youngsters. Her own personal

growth also included her awareness of how she was now capable of using problem

solving skills in working with students and their projects, such as the school fair. She saw

that she could relate well to these students even when a problem arose as in the case of

the youngster who was bothering other students during reading time. Susan admitted to

feeling empowered as a result of this incident. She also saw during the interview process

that course content was applicable to her work at the elementary school; something that

she had not realized before. The reflective element in the interviews made her see this.

She had applied what she was learning in class to the service situation, such as when she

introduced the students to the Aztec game that she had read about in her text. During her

service, she also became aware of community needs. In taking part in community efforts

regarding the need for licensed nurses in the schools and limiting class size in elementary
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schools, Susan was getting involved in helping to solve social problems. Many elements

existed in Susan's experience to make it a valid service-learning one.

Ellen's Perspective on Exploratory Questions

Ellen had been introduced to service-learning through her course. The

concepts of a valid service-learning experience had been explained fully to her and other

students in her class who had chosen the option of taking part in a service-learning

experience by the instructor and the service-learning coordinator. Her experience in

working with the homeless was based on empathy for other people that stemmed from

her years of illness and lack of self-control. Through her service-learning experience, she

talked about achieving a great deal of personal growth which is reflected in her reflective

journal which she shared with others in class and which the instructor had used entries

from to create writing projects for Ellen. She feels that this process helped her gain

empowerment which, in turn, bolstered her self-confidence. This increase in self-

confidence led her to make career plans. She had decided to become a counselor to work

with disabled students, possibly at the community college level. In relation to academic

skills, Ellen, who had been leery of the writing process, was now looking forward to

writing papers related to her service-learning experience. These papers gave her time to

reflect on what she was doing in the community, to communicate her service with others,

and to apply all of the rules of English grammar that she had once dreaded. At the same

time, Ellen, whose life had been isolated from others because of sickness, was now taking

part in her community and becoming aware of that community's problems. She was

developing a sense of social responsibility and finding meaning in her service. She was

taking action to help others and, at the same time, was benefiting through more

confidence and motivation which, in turn, increased her academic skills. She not only
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successfully finished her course, but, as a result, was awarded a scholarship. In her

interview participation, she credited service-learning for her new-found personal and

academic success.

Siri's Perspective on Exploratory Questions

Siri was willing to do the service option for the extra-credit. He thought it

might also make a good impression on the instructor who had talked to the class at length

about his own volunteerism in the community. But, Siri was totally unaware of what

constituted a valid service-learning experience. He saw no connection between working

at the college's after school program for youngsters and the history course he had taken.

His journal amounted to seven handscribbled pages which did not make use of reflection.

During the interviews, he talked about a growing fondness for several of the children and

a growing attachment. This had not been revealed in his journal. From the interviews, he

saw that there had been personal growth in his ability to relate to a few of these children.

This reflection was hard for Siri to accept since he didn't seem to be comfortable with

relating to other people. It later came out that this had been the result of childhood

experiences. As he talked, he mentioned that he had thought for a short while about being

an elementary school teacher. He was beginning to feel comfortable with relating to these

youngsters and how happy he was when he was with them, but no connection was made

between this experience and his course. He saw absolutely no connection to academic

skills, and nothing was ever done in class to attempt to make a valid connection. It was

only during the interviews that Siri began to reflect on his experience and could only

relate it to citizenship skills. He saw the need for after school programs as filling a need

for the community. Also, he felt that he was being socially responsible in helping to

provide that service; though, he had never mentioned any of this in his personal journal.
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He did not feel that he had done any better or worse in his class as a result of this

experience, except for the fact that twenty-five points had been added to his final grade.

The fact that Siri had learned something about himself, his concern with attachment, and

had found meaning in his volunteer activity had lain dormant until he participated in the

interviews, and he was still somewhat uncomfortable with his new-found knowledge.

Nestor's Perspective on Exploratory Questions

Like Siri, Nestor's perspective of his service experience was one of

volunteerism for extra-credit with an emphasis on the extra-credit. During the course of

his community work, he saw absolutely no connection between it and the course subject

matter. Furthermore, he saw no value in it to his personal growth, his academic success,

nor his civic involvement. His personal journal was not reflective and amounted to three

entries that reflect nothing more than boredom. It wasn't until he participated in the

interview process that he began to see that now more than wanting to work in corrections

that he wanted to become a criminal law attorney. He had, at the same time, come to see

the difficulty in police work and wasn't as fast to condemn the police and their actions;

however, he was beginning to see inequities in the justice system that concerned him.

From his experience in the sheriff's office, he now felt that he was becoming empowered

and could possibly do something about it. This was personal growth. Though he still saw

no relationship between his community work and his academic course work, he

expressed a respect for academic education to help him achieve his goal of becoming an

attorney. The biggest growth, however, for Nestor was in the area of citizenship skills. He

had now identified his concern as one of social justice for criminals serving time for petty
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crimes and for a community dealing with major crime that was going unsolved because

of bureaucratic entanglements. He felt that he could possibly help change the system in

the future if he were to become an attorney. This is powerful information that Nestor had

never reflected on until the interviews. His perspective, and the value of it to him and

possibly the community, would have been lost.

Glenda's Perspective on Exploratory Ouestions

Glenda, as well as Susan, Siri, and Nestor, had decided to do the volunteer

option for her class for extra-credit. She admitted that she had already been involved with

the school production, so she was happy when the instructor approved it for her

volunteerism for extra-credit. She had been involved with the production because she was

interested in seeing if she really wanted to teach theatre and drama on the high school

level to see if she could successfully relate to high school students. In addition to that, she

was eager to be involved because of her sense of community that came from a childhood

of moving around and never being able to identify with a home base. Her journal does

not demonstrate any use of reflective elements, and it wasn't until she took part in this

study's interview sessions that she began to reflect on her experience orally. It became

obvious that her community work had made her decide that she did want to teach theatre

and drama on the high school level. She felt that this was a wonderful way for students to

act out problematic situations in their lives. They could act out a part and then stand back

and reflect on it. She felt a growing empowerment in reaching her goal of helping

students do this. This resolve had also boosted her self-confidence. She saw from this

community activity that she was capable of doing a good job as a theatre arts teacher.

Though Glenda did not see any connection between this work and her course, she became
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aware through the interview process that there was a connection that she had never been

guided to see. More than the others, who thought of their experience as volunteerism and

were unaware of the concept of service-learning, Glenda was visibly upset that she had

been cheated of a valid service-learning experience and the skills that it could have

helped her develop that she could, in turn, use when she became a teacher. She now saw

how this experience had helped her make a career decision, boost her self-confidence, set

goals to become a teacher, listen more closely to student needs, and to help students solve

their problems. But, until the interview sessions, she had not been aware of these benefits

on a conscious level and, therefore, didn't feel that she would have ever made use of

them in a practical way.

This study attempted to add to the relatively sparse literature on students'

perspectives of a service-learning experience. Moreover, a majority of the studies that do

exist were conducted at selective four-year colleges where a majority of the students

interviewed were recent high school graduates, attending full time, and residing on

campus. Thus, there is limited research reported in the literature dealing with the

perspectives of students on a service-learning experience who are non-traditional and

enrolled at the community college level.

Conclusions

The major conclusions of this study are:

1. The concepts of service-learning as described in the literature are not being
adequately implemented in the classes of four of the five student who took part in this
study at Broward Community College, Central Campus, Ft. Lauderdale, Florida.
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2. Four of five of the participants who elected a service-learning option were not, in
actuality, experiencing valid service-learning concepts.

3. Though volunteerism is being confused with service-learning, all five students who
participated in the option have displayed beneficial results from the community
involvement experience nevertheless. Therefore it is assumed that a real service-
learning experience would have been more beneficial.

4. As evidenced from Article 7 in the College's Mission Statement, the college is
dedicated " To provide the opportunity for students to contribute to the well-being of
others through student service-learning programs that are part of their higher
education experience." However, commitment needs to be implemented at all levels
within the College.

5. There is a need for faculty training and support in carrying out this commitment.
Possible incentives might include release time, supplemental pay, and recognition at
college events since re-designing courses to include a service-learning component, re-
writing course syllabi, and working with the O.V.A.L. Office in planning valid
service-learning experiences can be a burdensome assignment.

6. The O.V.A.L. Office personnel must support the students and the faculty members
through class visitations, workshops, reflection sessions, and direct contact with
community agencies where students are placed. In too many instances, students are
involved in a service that is not beneficial to the community nor to the student and
there is no one to intervene and rectify the situation.

These conclusions evolve from the responses of the participants in their

interviews. It is their comments on their perspectives that provided the necessary data for

the conclusions enumerated above.

On the whole, it can be observed that these students valued their experiences

when they were asked to talk about them and reflect on them. This would confirm the

findings of Conrad & Hedin,1992; Markus, Howard, & King, 1993; and McClusky,

Fawcett & Green, 1992. It is also evident, from what the students said, that service-

learning enhanced their self-esteem (Hedin,1989) and social attitudes (Markus et al).
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However, since four of five of these participants did not have a valid service-learning

experience, we don't know from the students' comments if there was an improvement of

the integration of theory and practice as observed by Markus et al and McClusky,

Fawcett, and Green. It is clear from what four of the respondents said that they did not

take part in regular discussion groups oriented to helping them reflect on and analyze

their experiences (Conrad & Hedin). Therefore, we will never know whether these

students made gains in academic growth that are directly related to their service-learning

experience. What we do know is that four of the five respondents received twenty-five

points of extra-credit for choosing the option. We also know that since the students'

community work was not taken into account in their classes, we must assume that their

graded assignments and tests did not tap into what successful community service-learning

experiences seem to most positively affect; that is, first-hand knowledge of the real world

outside of the classroom, abilities in areas directly related to their service experience, and

their capacity to apply concepts to the world outside of the classroom. Four of the five

students didn't appreciate what they had done in the community until they took part in

this study. Unfortunately, they didn't see the benefit in what they were doing, aside from

the extra-credit, because they had not received enough of a basis in the service-learning

paradigm to know what they should have been looking for. Therefore, they failed to take

full advantage of the experience. This was definitely an opportunity lost.

Another key component of service-learning is reflection which enables the

student to connect the service project with academic learning. Only one student of the

five had used reflection. Obviously, there is a great deal of inconsistency as to the

application of service-learning. This can affect student outcomes. In view of the

importance of reflection, there is a dire need to better coordinate service projects at the

College. Time devoted to reflective practices both in the classroom and during group

sessions that should be provided for by the O.V.A.L. Office, but are not currently, need to
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be structured and uniform so that all students who choose the service option have the

same opportunity to integrate their out-of-class experiences with their academic course

material. Such recommendations are consistent with the conclusions of other service-

learning professionals (Barber,1992; Hedin, 1989 cited in Markus et al., 1993, p. 417).

Implications and Recommendations

A 1995 national survey conducted by the AACC (American Association of

Community Colleges reported that " four out of five community colleges are interested in

service-learning, either by actively using the methodology or wanting to do so." Also,

" seventy percent of the community college respondents consider community service as

part of their institutional mission." As we have seen, Broward Community College has

included a statement to this effect in its Mission Statement. The question is, who's in

charge of the program? Who's seeing to it that valid service-learning concepts are in use?

From the students' remarks it would seem like there is a need for more organization,

administrative support in the form of budget, personnel, and direction, and faculty

involvement. Without faculty support, a service-learning program will not succeed. With

such impediments, it is the students who could benefit from this alternative to traditional

forms of education who will suffer. Two years ago, more than eight instructors on Central

Campus were using service-learning as an option in one or more of their classes. In this

current 1998-99 school year, an O.V.A.L. Office staff member told me that either one or

two faculty members were using service-learning.

Service-learning has been called part of a revolution that is influencing

American higher education (Rifkin,1996) and a focal point for rethinking the mission of
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higher education in the United States. In fact, Rifkin quotes a leading economist who

considers service-learning to be " the antidote to simulation and cyberspace." If this is the

case, shouldn't a community college concerned about the student attrition rate and its

connection to using traditional methods of instruction for non-traditional students be

more concerned about implementing alternative programs such as service-learning? Is it

possible that acting as a synergist, service-learning can create relationships and transform

the thinking and realities of all those who participate?

The Myers-Lipton study (1994) relates that schools can be agents of social

change if they adopt curriculum and pedagogy that allows students to integrate theory

and action so that the students, as change agents, can actively create new interpretations

of social reality. Results, such as these, can be effective in supporting educational

reformers who wish to make the educational experience all-inclusive and meaningful, as

well as reflective. Despite studies, such as this one, community colleges, like Broward

Community College, still find it a challenge to successfully incorporate service-learning

into the institutional culture. It seems that barriers still exist, but the pinpointing of these

barriers is a very arduous task. The administration, from the literature available, claims to

be in support of the concept; the O.V.A.L. Office that is supposed to support

implementation of the program on campus claims to be supportive of any faculty member

who wishes to incorporate the service paradigm in her or his classes, yet, for the most

part, the faculty seem unaware of the program's existence or have little understanding of

the concept. A recent national study reported on by Astin (1995) found that eighty

percent of college faculty believe that colleges should encourage their students to take

part in a community service experience, yet only two percent of faculty include a service

component in their courses. The challenge here is for college administrators who claim to

support community service experiences to find more effective ways to influence faculty

to be involved. In this study, the students' remarks led me to believe that faculty are not
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buying into the service model because of the fear of relinquishing control of their

classrooms to representatives from Student Affairs and community agencies. If this is a

logical inference from comments made, it is something that will have to be taken into

account by the College administration. One of the greatest needs at Broward Community

College, as evidenced from the students' statements, is for a more centralized

organization. The participants in this study were, for the most part, unaware of service-

learning being a college-wide effort. They thought that it was merely an extra-credit

exercise that their specific instructor used. There is a need for the College to explain to

the students the integrative function of a college education. Students must come away

from a college experience with more than a transfer degree or technical knowledge that

leads to a job. They must have a sense of the social and environmental trends that will,

most definitely, affect their futures. The College now educates a great diversity of

students, but the community from which they come must be more beneficially affected

by this better educated citizenry. It seems clear that experiential education based in

reflection is called for.

The Importance of Reflection

At this point in this study, I feel that it is necessary to take time to talk in

more depth about reflection and its benefits since it seems important to include more

reflection in our educational process. Education should not only prepare people for a

profession or trade, but support the maturation process of the human as a social being and

in letting the self emerge. The student, at every level of education, must be prepared to

take part in community problems and help find solutions. On the job, one of the basic

skills will be how to resolve situations, be more efficient, and plan for future growth. This

can only come about through the arduous task of reflection. What we are talking about
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here is the expression of self in relation to others. In too many instances, students are so

busy listening to (or blocking out) parents' voices, instructors' voices, and all voices of

authority figures that they never learn how to develop their own emerging voices. This

frustration, eventually, leads to voices of anger and doubt. It is through guided reflection

that our voices emerge. This is how we come to hear our "impulse voices" as it was

called by Abraham Maslow in his research on human nature. These impulse voices help

us know ourselves and help us relate to the world around us. They are grounded in

instinct and impulse together with an overlay of logic and discipline and result in a true

valid reflective experience. We, as instructors, have to help our students process their

learning experience through reflection and activity. Service-learning can afford students

multiple frames of reference and aid them in making use of analytical skills. One such

skill may be through perspective and the other could be learning how to get to the core of

an issue. But this reflective learning must not be abstract. Abstract thinking does not

change a situation or a human being's behavior. Change only comes about through

action, and action comes about through reflection. Just for a minute, let's talk about the

many ways to reflect. We can reflect by looking back, thinking back, journaling, talking

with others, taking part in retreats, watching movies or shows, dreaming, asking for

critiques, or even just plain joking around. At this period in time and in trying to make

use of reflection, we are putting too much emphasis on journaling at the expense of all of

the other ways to reflect. Freud wrote about the conscious and the unconscious. From his

work we learned how much information humans keep trapped in the unconscious that

could be useful. But, if it is never reflected on and brought to consciousness, of what

value is it? Reflection is a way of making learning conscious, and this leads to action.

Yet, how many of us, even those of us involved with service-learning, take time to

explain to our students the values of reflection? How many of us really understand the

concept of reflection ourselves? In our teaching, it is reflection that can help us get to the
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heart of the matter; the truths emerge. Meaning becomes clearer and even the course of

action becomes clear to us. Once a course of action is decided upon, we have resolution,

an explanation, a solution, and isn't this what we need to face life's problems at home, in

the community, and on the job?

Too often, we only take time to reflect when we have been faced with

failure. Really, think about it. When do we usually stop our frenetic pace to pause and

assess a situation? Isn't it when something has gone wrong? When everything is going

well, we don't usually take time to reflect. Therefore, we begin to be shaped more by our

negative experiences than our positive experiences because we dwell on the negatives.

So, we end up reacting instead of reflecting and acting, and much of the time this is what

we are teaching our students to do. Hopefully, our lives are made up of more successes

than failures, but, as humans, we tend to make many mistakes. If we look at mistakes as

negatives, we're lost. We have to help our students see that mistakes contain powerful

lessons, but only if we reflect on them and logically see what is wrong, make revisions,

and then act on those revisions. When we watch an iceskater going through a routine and

suddenly fall, she/ he doesn't just sit there on the ice defeated. She/ he immediately

continues on with the routine. Later, she/he will reflect on the incident to process her/his

feelings, understand what went wrong, look for resolutions, and get on with the work at

hand. Without reflection, we and our students can too easily become the victims of our

feelings and become a useless pile of unresolved emotions. Through reflection, service-

learning can help students accumulate experiences, both negative and positive, that can

serve them well for the rest of their lives. True reflection not only informs us but inspires

us to act, and it is from action that our lives become meaningful. This is how we

successfully develop. Erik Erikson saw our development as a series of successful

resolutions of life's problems. If we don't successfully resolve these conflicts, we become

immobile; our growth as humans does not advance. We all face doubts, confusion,
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delusion, isolation, inferiority and so many other conflicts, but through reflection we can

learn to resolve these as we learn to make use of competence, purpose, hope, empathy,

integrity, and the wisdom that comes from all kinds of experiences, and this is why the

education we give our students should be experiential and reflective. This is what gives

life meaning. When we teach our students to reflect on their life experiences and resolve

conflicts, they can begin to develop their own unique perspectives and voices to express

these perspectives. In the final analysis, these perspectives are based on particular frames

of reference. All through this study, I have sought the perspectives of these five

participants and their frames of reference. Since each individual is unique, it's obvious

that each one's perspective is authentic and original. In the final result, we're looking at

these five students as they express themselves. I was not interested in having these

particular students prove themselves but express themselves. Too much time is spent in

our classrooms having students prove themselves through testing and being put on the

spot with oral questions that they are forced to answer in front of classmates rather than

through reflection and self-expression. In proving ourselves subject to peer, family, and

social pressures, we lose ourselves along the way as individuals and soon function with

crowd mentality in a defensive manner.

The Issue of Ethics Re-visited

Ethical questions abound in a qualitative research study as I mentioned in

Chapter Three under the Role of the Researcher. However, I feel that the reader and I

should talk more about this. It is understood that the researcher has ethical responsibilities

to the participants in a study including, but not limited to, confidentiality, informed
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consent, consequences of the study to the participant, analysis of the data, but it doesn't

end there. In many studies, such as this one, an institution is involved. What obligations

does the researcher have in this case? And what about ethical responsibilities to the field

of qualitative research and other researchers in the field? Though some of these ethical

issues are commonly known ahead of time, while planning the research study, other

issues have a habit of popping up during the study causing the need to take time to reflect

on these issues. I would advise any prospective researcher to read as many sources of

information as possible to become familiarized with ethical issues. I highly recommend

Eisner (1991), Janesick (1998), and Kvale (1996). There are obviously no uniform,

universal codes of ethics, and that is why it becomes imperative to seek knowledge and

support from those experts in the field who have written about ethics. I would even

recommend dialogue with professors and classmates.

Two of my participants in this study were very concerned about who at the

college was going to have access to their interviews as reported in this study. Therefore, I

clearly stated in the letter of informed consent that they would remain anonymous,

pseudonyms would be used to identify them, and that all tapes, transcripts, and notes

would be locked in a file cabinet under code.

Aside from these concerns, the researcher also has to consider the ethical

issues she or he has to herself or himself. These may include protection of the

independence of the research, counteracting hierarchical issues, becoming too closely

involved with the participants in a study, and maintaining critical perspective. Many

times during this study, I had to stand back, look at my work, and reflect on the possible

moral and ethical issues involved and the people affected including myself as researcher.

For example, it became clear to me during the interviews with four of five of the

participants that the people in charge of service-learning at the College and on the

Campus were not implementing service-learning, and that instructors who claimed to be
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using valid service-learning concepts were not. I considered this information important to

my study; I felt it my duty to report this information. What would be the human

consequences? I pondered this for a few days until I decided that this was not a vendetta;

I was not going to get personal, and I would report the data in as factual and non-biased a

way as I considered ethically possible that would reflect well on the field of qualitative

research. As the study proceeded, I came to trust my intuition and the knowledge that I

had acquired from months of reading about ethical considerations. In the final analysis,

the purpose of this study was to add to the existing body of knowledge concerning

service-learning at the community college level and, hopefully, encourage further

dialogue and written research in this area. This framed all of my ethical considerations.

Yet, I wouldn't be quite honest with you if I didn't say that as this study comes to a

conclusion, I'm still concerned about ethical issues.

Implications for Administration, Staff. Faculty, and Students

The implications of this study for administration and student-service staff,

faculty, and students are complex. As four of the five the students' remarks, in this study,

demonstrated, there is a total lack of understanding of the concept of service-learning on

their parts and, it seems, on the parts of the faculty members who claimed to use it in

class with these four students, aside from Ellen. In addition, the administration has to

take more of a leadership role in the implementation of such a non-traditional paradigm

as service-learning. Therefore, the following implications for administration need to be

addressed.

There is an urgent need for the administration, which has claimed to support
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the integration of a service-learning component into the curriculum, to structure a well

organized plan to implement it and to adequately support the O.V.A.L. Office, which is

supposed to oversee the program on Central Campus, with funding, staff, space, and

support material. The O.V.A.L. Office staff must be prepared to use any professional

means necessary to train faculty, support faculty, make classroom visitations, explain the

concept of service-learning to the students, supply them with literature, help them locate

valid service-learning opportunities at community agencies, maintain a liaison role with

these agencies, be aware of student performance and agency expectations, maintain a

written record of each student's service-learning from entrance to exit, and supervise

student group meetings to discuss the students' experiences and to determine the value of

these experiences to see if changes are needed. This is the way we learn from past

experience and plan for the future. Without a doubt, this is a great deal of work, but it

must be done if we wish to offer a valid service-learning program.

It is the administration and student services staff that must offer faculty and

students workshops and literature in becoming familiar with alternative programs such as

service-learning. They have got to support faculty with release time and/or other

incentives such as stipends to re-write course curriculums, choose texts that better serve

experiential courses, collaborate with the person or people from the O.V.A.L. office who

organize the service-learning experience for the student and the community agency, keep

records for each of their students doing service, and working with involved students on

the importance of reflection, group reflection, and reflective journal keeping.

Also, the administration must serve as a role model for students by

emphasizing its commitment to a service-learning paradigm. The administration, as well,

has to offer students a co-curricular transcript that lists the service work students have

done as part of their college education. Many colleges, universities, and present and

future employers are interested in this information about a future student or prospective
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employee. There is also a need for students to be afforded an open forum on campus

through student services to meet and discuss their service-learning experiences both

negative and positive and get support from each other and the input from a trained staff

member who can help the students put their experiences into perspective.

People trust people who speak honestly with them, who put everything on the table and

don't play games. This is the kind of leadership corporations are seeking to establish, and

this is the type of administrations college constituencies should establish and expect. In

addition to administration and student services staff, there are important implications for

the faculty.

The implications for faculty are vital since these are the people who work

most closely with the students and should be more familiar with the students in their

classes than any other constituency on campus. It is the faculty who have to be committed

to helping students use their voices for change. From the past until the present, in too

many cases, the faculty culture has stood as an obstacle to change, not only at universities

with long histories, but at community colleges, as well. For too long, faculty, of which I

am one, has been more devoted to preserving these staid cultures than meeting new

challenges in the field of education. We are too hierarchical when we need to be more

global and collaborative. How can we claim to lead students into the future when we

ourselves operate on old paradigms?

In Experience and Education (1984), John Dewey wrote:

The principle of continuity of experience means that every
experience both takes up something from those which have
gone before and modifies in some ways the quality of those
which come after.... As an individual passes from one situation
to another, his world, his environment, expands or contracts.
He does not find himself living in another world but in a different
part or aspect of one and the same world. What he has
learned in the way of knowledge and skill in one situation be-
comes an instrument of understanding and dealing effectively
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with the situations that follow. The process goes on as long as
life and education continue.

Change is inevitable, and it is the faculty who has to be willing and prepared

to change. If a traditional mode is not working, look for or create a new one. The faculty

must exhibit traits of being positive change agents, take a leadership role in

experimenting with alternative modes of education, and demand administrative support in

this endeavor. In helping our students, we have to work collaboratively with student

services in helping our students build from their strengths, instead of focusing on their

weaknesses. This does not mean, however, that we should ignore students' weaknesses.

A service-learning curriculum, which makes use of many skills, can help us better see a

student's strengths and weaknesses so that we can help students advance. We have to

constantly focus on the fact that we are not only imparting knowledge to students for

them to absorb, but we are helping to prepare a future citizen of a society with all of its

ramifications.

If we don't actively help our students, could it be that we are hindering their

development? Alexis de Tocqueville (1830) wrote:

I am tempted to believe that what we call necessary
institutions are no more than institutions to which we
have become accustomed. The field of possibilities is
much more extensive than men living in their various
societies are ready to imagine.

Are we faculty members capable of imagining the possibilities that exist for

us to make use of in educating our students to become valuable members of our society?

We must be if we are not to become prehistoric dinosaurs. In our interaction with our

students, we have a great responsibility to them, as much if not more than we have to our
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disciplines. If we agree that traditional modes of education are not functioning as

beneficially as we would like, there are alternatives available. As we have seen, service-

learning is one possibility. Students, as well, have an important role to play in the

successful implementation of a service-learning program.

Students have a large stake in their educational process. They are spending

not only money but valuable time. Since a majority of students can no longer function in

traditional modes, it is important that they learn to take charge of their educational lives

and learn to know themselves. This is not a novel idea; it has been around for hundreds of

years, but it has never fully taken root. To know oneself comes through reflection, the

examined life. Students must take time to reflect on their lives in order to assess their

strengths and weaknesses. This can come through directed writing, discussion, present-

ations in class, and service work in the community. It is important for the student to

concentrate on what she/he does well. Students are asking for a more realistic education;

one that is more relevant to life. What could be more relevant than an experiential type

education? Students must know how they best learn. What is evident today about many

of these non-traditional students, or many undergraduates in general, is that they are

active learners, concrete operational learners, who do not do well with higher-level

abstract reasoning. This typifies experiential learning; therefore, service-learning is a

possible solution to the many problems facing the student today as she/he attempts

higher-education. Astin (1993) has also shown that students learn best and personally

develop best when they engage in both academic and non-academic activities that

interrelate both inside and outside the classroom. But, students, on the whole, don't yet

seem to be willing to take control of their educational experience. They must take part in

developing a service-learning program and not sit passively waiting for administration

and faculty to create a viable program in which they are a vital part but have not taken the

opportunity to have input. Students must also be aware of their value system. They must
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be taught to make short-term and long-term goals. Students must learn to express

themselves rather than to deny themselves. A valid service-learning program involves

itself with these issues.

To establish a valid service-learning program at a community college takes a

great deal of change, and change is never easy. As a matter of fact, it tends to irritate

since it usually comes when there is a problem, whether we wish to face it or not, in the

form of a challenge. But, education is a challenging field, and we, the administration, the

faculty, and the students, must be willing to face these challenges and do something about

them. The field of higher education isn't what it was ten years ago, and, like a car, we

need our oil changes and tune-ups. We need our reality checks. Change is not an enemy;

it is an opportunity to grow through action and empowerment. It is this that inspires a

can-do spirit. Therefore, educators in the community colleges and the students need to be

responsive, innovative, and flexible. Eric Hoffer, the labor leader, once said that in times

of change it is the people who are willing to learn who lead into the future. Those who

are not willing to learn any more are equipped to live only in the past.

Implications for Future Research

The implications of this study lead to interesting and meaningful research

questions for the future. A first major research area is suggested by the issue of

empowering community college students to see the need for skills and concepts that link

their formal education to community issues in a complex world. Students must learn to

see themselves as more than potential employees to join the American workforce. They

must see themselves as agents of change who are well equipped by their community
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college experience to affect change in the community and in themselves as valuable

human beings who understand their self-worth, the value of civic responsibility, and

respect for intellectual development. It might be beneficial for this research to learn from

the field of feminist and post-structural perspectives which focus on the research process

as a change-enhancing, reciprocally educative encounter as discussed by Lather (1988).

A second interesting research agenda is suggested by the question of

community college faculty involvement in the service-learning experience. The role of

the faculty member is crucial to the success of a service-learning program. She/he is the

person who is in direct contact with the student and is teaching a discipline to the student.

To make this discipline fit the service-learning model will have to incorporate methods

from experiential education. This, by necessity, has to demonstrate the community

connection of her/his discipline that the student has to relate to and reflect on. Without

faculty involvement, there is no chance for service-learning to be successful. The

administration must have a complete understanding of the barriers and incentives in

seeking faculty participation, and also entice faculty support and expertise in designing a

valid, meaningful program that will benefit our current student body. It must also be

made to show the faculty what they have to gain from this experience: relating the

academic world to the community and life experiences, more personal contact with the

students and a chance to influence each student's growth, helping students increase civic

awareness, and having the opportunity to support the students' search for career

opportunities.

Related to this is the need for research in areas where faculty have concerns

including academic control and quality, lack of knowledge in experiential education, lack

of knowledge in classroom assessment of experiential learning, lack of community

contacts and opening up the classroom to community agencies, the limitations of time to
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combine academics and service-learning, and compensation for an increased workload.

There is a need for faculty to clearly see that such programs are being successfully

instituted at other community colleges. They must have the time and opportunity to see

these programs first-hand and be able to ask questions. H.C. Eric Midelfort, Associate

Dean at the College of Arts and Sciences at the University of Virginia said that it was

very important that the faculty see examples from other institutions and that the examples

needed to be from other comparable institutions.

A third vital area for research is the evaluation and assessment of service-

learning programs at community colleges. The history of service-learning as part of

community college programs is rather recent, as is the case at Broward Community

College. You might say that we are still in the experimental stage. The program is still

quite fluid with a great degree of faculty and student turnover. Many agencies in the

community don't yet understand the concept of service-learning. They, like many

administrators and faculty, think of it as volunteerism; therefore, the students also equate

it with volunteerism. The program has not gotten a great degree of exposure nor have

there been any earth shattering success stories, at least, not published. Therefore, there is

little support for the program. For these reasons, there is a need to evaluate. Community

colleges need to know exactly what to evaluate, what resources to use, and to consider

who will be using the findings and for what purposes. There is a need for information on

when to evaluate and how to evaluate. We need to discuss contexts and data collection

methods. I have found face-to-face contact, piles of notes, and perceptions of people

involved in the program (and even outside the program looking in) to be most valuable. If

you wish to label this a qualitative method, that's fine with me. It works! We do need

more information on who should evaluate and assess and how much evaluation is

enough. Also, we need to see research on possible bias, values, and expectations and how

to deal with this. There is a need for research related to what to do with the results of an
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evaluation, so that there is continuous improvement of practice. So called "tools" have

been produced at universities for university use, but they do not serve the purpose of the

community college and its unique student population.

This study suggests that there is a great need for a serious attempt to

implement service-learning at Broward Community College, Central Campus, in order to

put the Mission Statement into practice, and that the perspectives of students taking part

in a service-learning program are vital to the success of that program in order to

understand the reality of a service-learning experience.

This study has focused on the perspectives of five Central Campus students

who chose a service-learning option in one or more of their classes at Broward

Community College, Central Campus, Ft. Lauderdale, Florida. There is a greater need to

hear the students' voices in order for us, educators, to plan programs and curriculum that

are valid and meaningful. Finally, this study calls for a critical examination by

administration, faculty, and students regarding the value of a service-learning program at

Broward Community College and the means to implement it effectively.
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AppendixA

Informed Consent Letter

Sample

Building 07, Room 205
Broward Community College
4301 SW Davie Road
Ft. Lauderdale, Florida 33314
June 26, 1998

Ms. Janet Doolittle (fictitious)
402 SW First Street
Plantation, Florida 33321

Dear Ms. Doolittle,

This letter is a follow-up to our telephone conversation. Its purpose is to
clearly state that the interview sessions that we will plan are to get your perspectives and
to reconstruct the details of your experiences as a participant in a service-learning course
at Broward Community College. This information will be used as the major part of a
doctoral dissertation that I am writing as partial fulfillment for an Ed. D degree at Florida
International University (Broward Program) under the direction of Dr. Valerie J.
Janesick, Director of the Broward Doctoral Program and my committee chairperson.

Your name was chosen from a list of all the students at Central Campus who
took part in a service-learning course. All interviews will take place in a safe space to be
designated by you and will last approximately one hour. A pseudonym will be
substituted for your first name, if you so wish, (no family name will be reported)and
every step will be taken to disguise your identity in any and all material from this
dissertation (in part or in whole) that may be published in the future. The interview
sessions will be taped for your protection, so that nothing reported is taken out of context
or misquoted. Since I will be transcribing from the tapes, no one else will have access to
them.

It is your right to withdraw from the interview study at any time during the
study or up until one week after the interviews have been completed. When we review
the information from the interviews, you will have the right to withhold any of the
interview data that you choose.
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I will be interpreting the information we share based on sound, professional
principles which will not compromise your dignity as a participant in this study. I am
fully responsible for anything that is included in this study.

It is very important that we understand the value of service-learning from
your perspective; therefore, I hope that you decide to participate in this study. We need
to hear student voices. What you have to say is significant.

If you agree to take part in this timely study, please circle the word "agree"
and sign this letter on the designated line below and return it in the enclosed stamped
envelope within five days. If you decide not to take part in this study, please circle "do
not agree," sign your name, and return the letter.

Thank you for your cooperation in this matter.

Sincerely yours,

Richard Appelbaum

I agree / do not agree to participate in this study.

Janet Doolittle

154



Appendi B

Release Form

I have reviewed the transcripts of my interview sessions with Mr. Appelbaum and
agree to allow him to use any and all of the information for the purpose of this study and
any project that may come out of this study including, but not limited to, professional
presentations, journal articles, and professional books related to service-learning. We
have discussed the meanings that have arisen from my interview statements and their
implications. I am very well aware of these, and I agree to allow Mr. Appelbaum to use
them in any professional manner that he sees fit. Any reservations that I may have, or
statements from the interview sessions that, at this time, I wish to delete, I have written
below. From this time on, I am aware that I can no longer make any deletions or changes
in any of the statements I have made.

signature

date
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Append C

CONSENT TO SEE AND COPY STUDENT JOURNALS

I, , give Richard Appelbaum the right to see, read, and
copy any and all of my journal entries related to my service-learning experience at
Broward Community College. I understand that this is for the sole purpose of analyzing
this information for the purpose of this specific study entitled AN INTERVIEW
STUDY OF COMMUNITY COLLEGESTUDENT PERSPECTIVES ON
SERVICE-LEARNING, and for no other project.

participant signature

date
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Interview Protocol

For the purpose of the interview sessions, a semistructured interview

protocol was developed based on findings from the pilot study. More specifically,

questions were prepared with the idea in mind that the respondents could and would

develop a line of conversation in greater depth relating to the nature of their own role in

the service-learning experience. The researcher will be looking for categories to emerge

as he familiarizes himself with the empirical world of the interviewees. The interview

will be reported by making use of detailed description using direct quotes and narrative

vignettes, the reflections of participants, and observations that supplement and add

meaning to the information. Marshall and Rossman (1995) tell us that in-depth

interviews are exploratory in nature. They seek to discover general topics with regard to

the participant, as they emerge from her/his perspective of meaning. From these topics,

the initial interpretations of the data are continually tested and, if needed, reformulated on

the basis of ensuing evidence (Bogdan and Biklen, 1992).

At the beginning of each interview session, I will remind each participant

that the purpose of the interview is to gain insight into the service-learning experience

from her/his own unique perspective.

First Interview Protocol

The first interview serves as an ice-breaker and determines the value of each

prospective participant as an interview subject. After small talk and attempting to create

a trustworthy atmosphere the following questions will be asked.

1. What motivated you to take part in a service-learning experience?

2. What were your expectations of doing service-learning?
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3. Tell me about your service-learning experience. Where you volunteered

and what you did.

Second Interview Protocol

1. In what ways did service-learning give you a better understanding of

your classwork?

2. What did your classwork teach you about everyday life?

3. How did service-learning change your attitude toward academic studies?

4. Let's talk a little about how your service-learning experience helped you

learn more about yourself, your personal strengths and weaknesses.

5. As a result of taking part in service-learning. how have your feelings

about your connections to your community been enhanced or changed?

6. How did the service-learning experience affect your educational goals

and career plans?

Third Interview Protocol

1. Let's talk about anything you would like to add or delete from our last

interview session.

2. What are your reflections on your service-learning experience?

3. What advice would you give to a student just starting a service-learning

experience?

4. Is there anything you would like to say to your instructor or

administrators here at the college about service-learning?
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Appendix E

Interview Session #1

Sample from Transcript

Susan (referred to as 1)
Interviewer (referred to as A)
Wednesday, October 14,1998
9:45 a.m. - 10:23 a.m.
Library lounge, second floor
BCC Central

The first approximately five minutes were used for introductions and pleasantries.
I then geared the talk to focus on generalities about service-learning at the college and
then more specifically about the participant.

A: Susan, what motivated you to take part in a service-learning experience, especially
since you tell me that it was not mandatory?

1: (short silence followed by nervous laugh) You want the truth?

A: Sure, I can handle it.

1: Well, the professor talked to the class about his involvement in volunteer work in the
community and told us that if any of us did volunteer work during the semester, we
would get extra-credit. I don't pass up on extra-credit.

A: How did the instructor present service-learning to the class apart from talking about
his opinion of volunteerism?

1: Oh well, let me think. (pause). Well, he just said that we could either find a place to
volunteer on our own or there was a volunteer fair coming up where we could get more
information. Then, a few days later someone came to class with forms to fill out that we
had to bring to the place where we were going to volunteer.

A: What did this person tell the class about service-learning?

1: Nothing I can remember. I think she said, yeah, it was a lady. Anyway, she said that
the professor told us all we need to know. She reminded us that we had to keep
something like a diary just to give an idea of the dates and what we did. But, when
another student asked what she meant by service-learning, she said it was like the
professor said, volunteer work. It would help us understand civic responsibility and we'd
get extra-credit. Twelve and a half points for doing volunteer work and another twelve
and a half points if we handed in a journal. She gave us some papers, but she didn't say
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anything about them. I think most of us put them away and never looked at them again,
except for the agreement that we had to get signed and had to be returned. It seemed
worthwhile, so I decided what the hay, I might as well do it.

A: What were your expectations of doing this service in the community?

1: Well, I wanted to volunteer in a school, especially the school where my kids attend. I
had helped out there a little in the past. I didn't really have any expectations. (laugh and
blush) I just wanted to help out.

A: Susan, tell me a little about your service-learning experience.

1: Like from day one?

A: If it'll help you remember.

1: I went to the school to pick up my kids, but I got there a little earlier so I could go to
the office and talk to the assistant principal. I told her about my class and the volunteer
work for extra credit, and she said that they need a volunteer in the health office and
doing other things around the school as needed. I started, let's see, that was a Thursday. I
started on Monday after classes at BCC. Cooper City Elementary School. The school my
kids go to.

A: What were your duties?

1: Mainly I recorded the names of kids who came to the clinic because they didn't feel
well. I had them lay down and I called someone to come get them. Most of the kids are
nice and just want a little attention when they're not feeling too well. So, I would say
something nice and smile and maybe put a wet, cool wash cloth on their foreheads if they
had a headache or some such thing. I could put a band-aid on a cut, or if a student needed
prescription medicine, I could administer it. It was kept locked, so no one else could get
to it. That was basically it.

Susan had to prepare for her next class, so we said our goodbyes and arranged to
meet on the 21st in my office at the same time. Before she left, she asked me to explain a
little about why I used the term "service-learning" instead of "volunteer." I briefly
explained the concept behind service-learning.

160



Interview Session #2

Wednesday,October 21,1998
my office, 2-113

Susan arrived five minutes before our interview session was scheduled to begin.
After some small talk about the weather and how her courses were coming along, we
began the interview.

A: Susan, the last time we talked, you explained what you were doing at the school. I told
you a little about what service-learning is. From what I told you, let's talk a little, or as
much as you care to, about how this service tied in with your classwork, if it gave you a
better understanding of what you were learning.

1: (long pause) I didn't see any connection. I mean this was a history class; what could it
have to do with my volunteering in a school?

A: How did your instructor help you see connections?

1: He didn't. We never discussed our volunteer work. It was a history class and he taught
history.

A: Susan, did you ever get into groups to discuss your reflective journal entries with other
students?

1: We never did that. We were told to hand in our diaries at the end of the semester.

A: Let's talk about how things were going at the school you were volunteering at.

1: Besides working at the health office, I was asked to help with a fair, kind of like an
international fair. I guess they called it a carnival. I called parents for help. We were
supposed to help the kids do things to represent the countries that their families came
from and have games and contests. I helped the kids from Spanish speaking countries
because I took Spanish in school and I was in that Latin American history class at BCC.

A: Susan, you were taking a Latin American history class and helping Hispanic students
prepare displays. Do you see a connection here?

1: Oh,wow! I never thought of that. What I was learning in class helped me get along
with these students. It helped me think of themes for the displays. I even told them about
a game we had read about in class that the Aztec children used to play, and we tried to
reproduce it for the fair. The kids liked it.

A: Did you share this with your instructor?
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1: No. Because we never talked about our volunteer work. I thought it would interfere
with class. I put it in my diary.

A: And when your teacher read your journal, did he comment on this or any other
entries?

1: No. We handed in the journals during the last week of class, and we never heard
anything about them after that.

A: Susan, in what ways do you feel that experiences like this gave you a better
understanding of your classwork?

1: Well, when we got to the part where we learned about some of the countries, I actually
had met students whose families came from those countries.(Susan's eyes opened wide)
Yeah, you know there is a connection between what I was learning and the volunteer
work I was doing. There was. Gosh, I never realized it.

A: How did your coursework, since it was Latin American history, relate to the various
Hispanic groups that exist here in our own community? (Susan looked puzzled,so I
decided to rephrase the question) Service-learning is concerned with making classwork
practical and meaningful to show relationships to everyday life in our community. Did
the fact that there is a large and diverse Hispanic population in Broward County come
into discussion in your class?

1: Umh, I kinda think I remember the professor asking if anyone in the class was from
Latin America. Two or three students raised their hands.

A: And how did the instructor make use of these students?

1: Oh, I just think he made a joke of it. Like they must be taking the class for an easy
grade since they should know their own histories.

A: How did the service experience affect your educational goals, your career plans?

1: Well, I thought about becoming a teacher, an elementary teacher, but I wasn't sure.
The volunteer work made me see that I really like being with kids, and that's what I want
to do. It helped me make up my mind.

A: That's good, Susan. Now, could we talk about how service-learning helped you learn
more about yourself, your personal strengths and weaknesses if you feel it did.

1: Well, it made me see that I had the ability to relate well to children who weren't my
own. That I could enjoy helping them learn. One day I was in a classroom when the

teacher was called out, and one little boy started to act up.
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A: What do you mean by "act up?"

1: He got out of his seat, it was during quiet reading time, and he started to pull books out
of other students' hands. I walked over to him and firmly took his arm and asked him to
come with me. I sat him by me and had him start reading so that I could hear him. I told
him that he reads well. He just kind of looked at me and then smiled. I told the teacher
after class what happened and she told me that I handled it well. That made me feel great.
I felt like, "Hey, I can deal with these kids."

A: So, you learned something valuable about yourself.

1: Yeah. What a good feeling. I couldn't wait to get home and share that with my
husband. He always says that I'm easy with kids, my own and others. He says I let them
walk all over me. I really want to be a teacher. Now, I have to do well in my classes,
don't I?

A: You have a clear goal now.

1: Yeah, I do.

A: Susan, in what ways have your connections to or awareness of your community and its

problems changed as a result of your service-learning experience?

1: (pause and rapid eye movement) Gosh, I'm trying to think about that. Oh, I know. One
thing, I've gotten active with the school's PTA regarding having a nurse in the schools.
From working in the clinic I saw that sometimes a student is really sick and there's no
trained nurse there. I plan to help with a petition at our school. Also, the class sizes are so
big. It's hard for a teacher to deal with so many students at one time. It's a big problem.
We're planning on trying to do something about that. Years ago, I took a few practical
nurse classes. That'll really help me in the classroom.

Interview #3

Monday, November 23,1998
my office, 2-113
8:30 a.m.-9:12 a.m.

A: Susan, since we last talked, can you think of anything you'd like to add to or delete
from what we've talked about so far?

1: Wow. (a long pause) I don't think so. ( a nervous laugh) I think I meant everything I
said.

A: What are your reflections on your service-learning experience?
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1: My reflections. You mean now that I think about it?

A: ( a positive shake of the head)

1: I guess that it meant more to me than I originally thought.

A: Can you explain your comment?

1: Well, I wish that we had made this more a part of the class. I mean to talk about it with
the other students. I'm interested now in what they did, what kind of experiences they
had. I have no idea what others did. I wish I had shared my Latin America project with
the class, you know with those who did service-learning. I guess I did take more of an
interest in class after I did that project with the kids. I never thought of it before. I guess it
did help me put pieces together.

A: Considering your experience, what would you say to a student who has just been
given the opportunity to do service-learning?

1: I would say that it's a valuable experience. I would use myself as an example. It helped
me see my goals. It's fun to help others and learn something about yourself. I see now
that it can make you more serious about studying. People have to get involved. Look how
it made me aware of the need for nurses in the schools. I knew about class sizes from TV
and articles in magazines, but now I experienced it first hand. It's a lot different from just
hearing about it or reading about it. You know, it meant a lot to my kids too. Working in
the school they attend. I think they were proud of the fact.

A: Any final thoughts, Susan?

1: I'm more determined than ever to finish college and become a teacher. I see now the
need to be involved in my community. There are problems, and I have to volunteer to
help solve them. I can pass this on to my children and, hopefully, my students some day.
I've seen that I can make a difference. I wish I had the chance to share this with the
people in my class. You know, only six or seven of us did service-learning. The others
had no idea what we were doing. (laugh) Well, none of us knew, those doing service,
what anyone else was doing. Service-learning should have been made more a part of the
class. We could have shared so much. Maybe service should be a requirement in some
college courses. I don't know if you can force anyone to do it, but maybe it should be
stressed more. It's very important. But, students have to make their own decisions
whether to do it. (pause) That's it. I can't think of anything else.

A: Thank you, Susan, for taking time to share these experiences with me. I'll be in touch
with you as soon as I transcribe our conversations so that we can revisit them and discuss

them.
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Interview Session #2

Sample from Transcript

Ellen (referred to as #4)
Interviewer (referred to as A)
Friday, October 23,1998
1:30 p.m.- 2:50 p.m.
Office- Building 02-113
BCC Central

Ellen arrived five minutes ahead of time. Immediately, she started talking about a

problem with math that was annoying her. I let her talk for approximately six minutes and

then turned to her service-learning experience.

A: Ellen, how did service-learning tie in with your class work?

4: (Ellen repeats the question in a low voice almost to herself) It seemed to me that
everything that we did in class, I mean the writings and the group work, discussions was
all related, or made to relate to our service work. All the papers that we wrote were based
on what we were doing out in the community. Like one paper I wrote that was a
description paper. Well, I described the people I was working with. There was one priest
that was heading the program, Father Sean; I grew very close to him because of his
personality and his charisma, so it was great fun describing him. The instructor loved
what I wrote. (A laugh) I mean nobody ever liked the way I wrote. That was good, really
good.

A: So your instructor really made a connection between class work and your service-
learning work in the community.

4: Oh, definitely. Even the students who didn't do service-learning were caught up in
what we were doing. It really made the classwork interesting. I didn't mind correcting, or
editing my papers because they were so meaningful to me. So much better than, let's see,
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like writing a paper on describing a building on campus. Who cares about a building on
campus? How can you write an interesting paper on something you don't care about?
Yeah, everything we learned in English was connected somehow to our community
experience.
A: Let's talk a little about your service-learning experience. What you did and whatever
else you want to say about it.

4: My work dealt with a hunger program at a church in Hollywood. I helped raise money
at a church fair, I led a food collection drive and helped with the pantry, I helped get
parishoners involved, and I helped some of the children of homeless people with their
homework. I spent more hours doing this than I was required to do, but it became part of
my life. It meant a lot to me. I was able to put human faces on these homeless people.
Before that experience, the homeless were like one big glob to me; now I saw them as
individuals. Most of them didn't want to be in that situation. The kids,especially, seemed
really affected by being homeless. They were quiet and sad. It really got to me. I can
imagine what it was like for them when other kids went home after school, and they had
no home to go to.(Wipes away tears) God, it's hard to talk about. But, I wrote papers
about it, and I discussed it in my group, and I talked about it to the whole class during
open discussion. You know, two kids in class even came up to me and asked if more help
was needed at the church. I said, "Sure." I don't remember ever seeing them there
though.

A: How did you use your journal?

4: We were shown how to keep a reflective journal by the instructor and Justine from the
service-learning office. We used the journal entries to refresh our minds when we had to
write papers and for our discussion groups. The instructor checked our journals, but I
think it was more for English, you know, how we were using grammar and punctuation
and spelling, but he did comment on what we wrote, as well.

A: You mean the content?

4: Yeah, that's what I mean.

A: In what ways do you feel service-learning helped you do better in class than you
would have done otherwise?

4: Oh well. It made a big difference. Like I said, it made the course interesting. I was
eager to do the work, write the papers and take part in discussion. I'm sure I did better

because of it. I'm sure of that. No doubt in my mind.
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A: How did the service-learning experience help you decide on a career goal, if it did?

4: Before that I knew that I wanted to go to college, but I wasn't really sure what I
wanted to do with an education, but after talking to the instructor about my illnesses,
what I told you about the last time, he mentioned various careers for me to look in to.
One was counseling. After a while, I decided that I would like to counsel disabled
students at this level, the community college. Not many people really understand us. I
don't think a person can imagine what it's like, so they tend to treat us like those poor
things, smile at us and talk softly. We're not brain-damaged; we're disabled. Treat us like
humans.

A: So, for this reason you feel that you could more realistically work with disabled
students?

4: Sure. I'm one of them. I understand them, and I also know when they're looking for
sympathy, out to take the system for all it's worth. Pull the wool over people's eyes.

A: It sounds to me like you understand yourself really well.

4: I have a confidence in myself now that I never had before.

A: Do you credit service-learning for this?

4: I credit the way the instructor taught the course. He made me feel good about being
me. Through my writing I learned a lot about who I am, and what I believe. He reinforced
that by the comments he made on my papers. I guess service-learning was the tool. If not
for that instructor and service-learning, I'm not sure I would still be here. I like service-
learning, but it takes the right kind of instructor. I mean, I look at some of my instructors
here (Ellen shakes her head slowly and negatively) they'd never be able to do it. They
don't have any personality. Not the kind to do service-learning.
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Appendix F

Friday, October 20,1998
2nd Interview Session with Nestor
Office - Building 02-113

5 p.m. - 6:40 p.m.

My goal today is to get into the service- It's raining quite hard, so Nestor was
learning process that Nestor experienced approximately ten minutes late. I had
in class and out in the field. This session, called him last night to remind him, and
I hope, will give me the rich data that he said he had it written down, but I was
I'm after. still concerned. He is soaking wet, so I

sent him to the men's room to dry off as
much as possible.

This is the second interview, but I still
feel like I need an ice-breaker with him.
He shows very little emotion.
Nestor still insists that what he did had
nothing to do with his class work. He
doesn't call it service-learning. He
doesn't use the term at all. This has me
concerned.

He sits very still and straight almost like
he's being interrogated. Maybe too many
spy dramas. I ask him if he's comfort-
able. He insists he is. I'm going to stop
the interview for a few minutes and talk
to him about his out-of-school interests.
He's interested in soccer. When we
talked about it, he began to lighten up,
moved in his seat, and crossed his legs.
As soon as we started talking about
service-learning, Nestor uncrossed his
legs, moved back in his seat, and sat
straight again. Why???
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I've decided to ask him in a round-about
way if talking about service-learning
bothers him.

It does! He's not familiar with the
concept of service-learning and he
admits to feeling uncomfortable. Since
it's evident that he didn't have a service-
learning experience, he's uncomfortable
with the terminology. Finally, we're
getting somewhere. This is like detective
work.

Now that Nestor has opened up about his
discomfort with service-learning, I feel
more comfortable about how to
approach him in relation to this topic.

Today, Nestor shared some solid data
that will be useful.

According to the O.V.A.L. Office,
Nestor has had a valid service-learning
experience. I've got to find out why they
believe this. What are they basing it on ?

I saw Nestor's journal. It's a few pages
of handwritten notes, and there is no
reflection evident. What's going on
here?

Where do I dig and how far do I dig
without stepping on toes? This doesn't
involve ethics in dealing with
participants but with the institution, the
college and the people in charge of
service-learning. Bureaucracy. I've got
to figure out how to go about this very
diplomatically.
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Unbelievable, but Nestor is sharing with
me outcomes that could be identified
with a service-learning experience.
Social justice, career goals, awareness of
community problems.

It annoys me to think that if the student
services office and the instructor had
really implemented service-learning,
Nestor could have benefitted so much
more. Darn it!
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Appendix G

BROWAR) COMMUNITY COLLEGE
OFFICE OF TIll

ASSOCIAITC VICe. Ptu.:SinofNT FlOt STiIOfNT A FAI(IN

)owNT(wN CENTrit, M1xAI 212

TIt.It:: 954761. 7495 rosowtdb rowdrd cc fl us

FAX: 954.761 .7579

To: 3CC Faculty

From: Judith Berson, Ed.D

Datc: August 10, 1998

Subject: BCC Servicc-Learning On-line

I am pleased to announce the creation of a new tool to assist BCC faculty and

students in Icaming about scrvice-learning. You can access BCC's service-learning wcb

site through fs.broward.cc.f.us/dtc/saarticles.lhtml. Once there, be sure to bookmark

the site so you can return easily. You can also access it by going through the BCC home

page at www.broward.cc.fl.us going into College Information, then Student Services
(under Students) and then Service-Learning.

There is a Student Affairs contact person on each campus to assist faculty and
students in arranging community service and volunteer activities. Please feel free to call:

Central Liz Atchison, Student Life 475.2325
North Heidi Schwartz, Career Center 973.2355
South Charlie Lyle, Student Life 968.8973
DTC Lamar Spaulding, Student Life Coordinator 761.7321

In order to assist us in providing current information, I am requesting that you complete
the questions at the bottom of this page. Please list all courses that you are teaching this
Fall that will include a service component.

Future plans include modifying course descriptions in the college catalog to indicate
courses that include service-learning options.

Your Name Dept Campus

Phone Fax E-mail

List all of your courses that will include a service-learning option (feel free to use reverse):

Course Number Course Name

Return completed form to:

Dr. Judith Berson, DTC, 225 East Las Olas Blvd. Room 212, Ft. Laud, FL 33301
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B ROVWARD
COMMUNITY
COLLEGE
Opening doors to a brighter future

Student Aiffairs
BCC Service-Learning Online

Service-Learning at BCC

Articles by Dr. Judith S. Berson

Community College: Service-Learning Information

National Campus Compact

Florida Campus Compact

Service-Learning on the Internet

Home / Professional Resources / Schedule j/ Capus Maps / Libraries

<!C / / This is a little e automated
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About BCC

College Mission

The mission of Broward Community College is to provide all segments of the community with academic
and technical educational opportunities through both traditional and progressive programs. Of primary
importance in delivering these educational programs is the commitment to quality instruction delivered by
a dedicated faculty engaged in continued professional growth.

As it fulfills its mission, the College is committed to responding to the cultural diversity of Broward
County as the area expands. In support of its open-door policy, the College provides a variety of delivery
systems and instructional modes to enable students to prepare for the future in accordance with their own
individual abilities, needs, and interests. The College is also committed to providing special academic
support services to the disabled. In its role as an institution of higher education and in its efforts to be a
premiere teaching institution, Broward Community College is dedicated to fhilling the following major
functions:

1. To serve as an entry-point for baccalaureate degree programs by providing the first two years of a
four year curriculum through a program of general education that stesseshistorical, social, ethical,
and global perspectives; communication and computation skills, the sciences, an appreciation of the
humanities, and physical fitness.

2. To prepare individuals for employment through a variety of specific programs in the general areas -
of business and management, the health sciences, the engineering ans1 industrial technologies, and
public service.

3. To provide economic development and continuing education activities to meet the needs of
business, industry, the professions, and government. To enhance employee skills while also serving
individuals seeking to maintain their competencies, upgrade their skills, change occupations, or
enrich their lives through lifelong learning programs.

4. To provide college-preparatory instruction for those students who need to enhance their basic
academic skills prior to attempting college-level work.

5. To serve as a cultural center for Broward County by providing a wide variety of quality visual and
performing arts programs and activities which educate, entertain, enrich lives, and elevate the
human sprint.

6. To provide international and intercultural educational experiences to help students develop
perspectives that will enable them to function effectively in a multicultural environment and in an
interdependent world. To pursue linkages with educational institutions and agencies in other
countries in order to provide for an academic interchange and to assist each other in achieving
educational objectives for the improvement of higher education on a global scale.

7. To provide current students a full range of student development and academic support services
which are proactively available both on the College campuses and in the Broward County
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community.To provide the opportunity for students to contribute to the well-being of others
through student service learning programs that are part of their higher education experience.

8. To engage in programs and activities that will expand the opportunity for higher education to
prospective students throughout the entire Broward County community. Such programs may be
offered in conjunction with the School Board of Broward County, the State University System, the

city/county government, and various community agencies.

! EhCC Ho ioi

E D If elrnaster
Sanford Langbart
Broward Community College
Last update: Nov 16. 1998
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Broward

SStdemt ifairs
Service-Learning at BCC

STUDENT COMMUNITY SERVICE ACTIVITIES

A Broward Community College student majoring in social work spent working with
homeless children who have suffered physical, sexual and verbal abuse from those they
trusted. He worked hard to show the youngsters that they could begin to trust adults
once again. The student was participating in Students Offering Service (S.O.S.), a
program designed to increase the retention of BCCs multi-ethnic, multi-national student
body.

For the past several years, BCC has worked toward institutionalizing student community
service through the implementation of various programs like S.O.S. Other such programs
include Challenge to Youth, which pairs BCC student mentors with first-time juvenile
offenders; Transitional Insights, which matches BCC students of high academic standing
with learning disabled high school seniors who want to go to college; and Volunteers In
Action, a volunteer program that places more than 200 BCC students in community
service positions with various social service agencies.

Campus organizations such as PTK, F-Troop, DECA and others also involve students in
volunteer service activities. Through these programs, BCC has established links in the
community, fostering support for each new volunteer effort. an important link has been
established with Volunteer Broward, a United Way member agency that recruits and
refers volunteers to more than 400 non-profit agencies in Broward County. The BCC
mission statement now includes a section on service-learning: "to provide the opportunity
for students to contribute to the well-being of others through student service-learning
programs that are a part of their higher education experience."

Our next step was to establish Community Connection, dedicated to assisting interested
faculty to incorporate service-learning components into their course work by providing
training opportunities and developing this faculty manual. A well-managed
service-learning experience allows student to more accurately identify social problems,
empathize with the agencies' clientele, and effectively satisfy the demand for community
service. The College is implementing a co-curricular transcript to assist students in
documenting their out-of-class experience.

BCC's President, Willis Holcombe, is a member of Campus Compact, a consortium of
colleges committed to service-learning programs. His membership validates BCCs
commitment to the concept of providing student community service experiences for its
students.

For additional information contact:
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Dr Judith S Berson
Assoc. Vice President for Student Affairs

Broward Community College
225 E. Las Olas Boulevard
Ft. Lauderdale, FL 33301
954.761.7495 FAX: 954.761.7579

What is Community Service?

When people hear the term "community service," a number of images may come to mind.
Some have come to associate community service with the work citizens convicted of
crimes are forced to do by judges or parole officers, to pay off their debt to society.
Others may picture recently graduated law or medical students sent off to needful areas to
work off professional school loan debts. These pictures convey a "forced" and somewhat
negative image of "community service," one distinct from the image of "volunteerism" or
"philanthropy."

As those in the growing community service movement use the term, however, community
service refers to unpaid work that everyone can do to improve the quality of life of those
being served, of those serving, and ultimately of the community as a whole. The purpose
of community service is not only to help others in need, but to engender in those who
serve a sense of social responsibility and commitment to the communities in which they
live. While those of us who promote community service may share with the volunteer
movement the desire to strengthen altruism, philanthropy, and individual self-reliance, our
primary concern is with attacking the problem of civic apathy and lack of attention to the
public or common good while also performing activities that serve community needs.

What is Service-Leaming?

Service-Learning refers to the integration of community service into an organized setting
where the servers reflect upon the meaning of their service. The idea behind

service-learning is that by combining the service with a reflective educational structure,
powerful benefits that go beyond what either service or learning can offer separately will
be created. More specifically, by combining service and learning, individuals who perform
the services will be able to see the connection between their work and the underlying
values and issues behind the social problem being addressed. Where servers use
experience in the community as a basis for critical reflection, they can better examine.
democratic communities and the role of the citizens in them. They can develop a habit of
critical reflection on their experiences enabling them to learn more throughout life.
Combining service and learning can cause citizens from different backgrounds or settings
to come together to do common work, and through reflection, learn more about each
other and respect each other's cultural differences.
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September 23, 1998

Dear BCC Faculty Member:

It is with great enthusiasm that we introduce you to Service-Learning and co-curricular credit through The
O.V.A.L. Office, (The Office of Volunteerism and Leadership), a Student Life program, here at Broward
Community College.

As you may already know, The O.V.A.L. Office serves as the college-wide clearinghouse for volunteer
and Service-Learning programs. Service-Learning is one of many programs that help promote BCC's
national reputation as a leading urban, comprehensive community college serving the diverse higher
education needs of Broward County.

Service-Learning refers to the integration of community service into course curriculum. Students relate
the meaning of their service to parallel classroom learning through journalizing or group reflection. The
idea behind service-learning is that by combining the service with a reflective educational structure,
powerful benefits that go beyond what either service or learning can offer separately will be created.

We are elated to announce that BCC is one of the first community colleges in Florida to establish an
optional co-curricular transcript program, that includes a student's extracurricular activities, such as
Service-Learning, on their college transcript. This program was created to assist students seeking
admission to another university, as well as, those searching for jobs.

We are eager to hear your comments regarding Service-Learning and the information included with this
letter. We know that you will be as excited as we are about this program and we look forward to speaking
with you personally.

Sincerely,

Liz Atchison
Student Life Coordinator
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The O.V.A.L. Office
Office of Voluntccrism And Leadership

Service Learning
Broward Community College

1. Are you aware of the concept of service-learning?

2. Do you currently utilize service-learning in your courses?

3. Would you be willing to incorporate service-learning in your class?

4. How would you like to incorporate service-learning in your class?

5. Do you know how to incorporate service-learning into your ,rading system?

6. Do you know other instructors who integrate service-learning and academic
study?
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Types of Service-Learning Experiences

One-time and Short-Term Service-Learning Experiences
A way to introduce students to service is through well-planned and implemented one-
time and short-tern experiences. Students take their first steps into the communities

around their campus through such activities as spending an afternoon in a neighborhood
cleanup project, volunteering to distribute food or clothing at a local shelterscrving food
to older adults, participating in a cancer phone-a-thon, ctc. Carefully planned reflection
ship be included in preservicc, in-service and post-service activities to raise students'

level of awareness about service, increase potential for learning and create positive
experiences that lead to further involvement in service-learning.

Ongoing Cocurricular Service-Learning
Fraternity and sorority philanthropic activities, campus ministries, and other student
organizations regularly participate in service. Service-learning outside the classroom often
occurs haphazardly, and the quality of learning is suspect due to the little or no structured
reflection.

Service-Learning in the Curriculum
Courses that include service-learning encourage students to ask the larger questions that
lie beyond the bounds of most traditional courses. Not only does service-learning have
the potential to help students learn the content in a particular discipline, it also asks
students to consider the context of a discipline and how its knowledge base is used in
practice. This-experience works best when it is used to meet course objectives. If
service is an add-on that is not designed to advance the objectives of a course or does not
help students learn course content, it degrades the academic integrity of the course.

Intensive Service-Learning Experiences
Service is considered intensive when students dedicate themselves to an experience for a
significant portion of their time, more than ten hours a week, for a sustained period of
time. Through this process, students begin to see how classroom theory applies to -

real-world issues and to recognize the interdisciplinary nature of problems and solutions.
These experiences often lead students into a lifelong commitment to socially responsibkc
citizenship. Examples might include study abroad, AmeriCorps, Break Away alternative
breaks, independent studies, and internships.

Integrating Service-Learning Experience into Postcollege Choices
People live richer lives when they areable to view career, relationship, location and
lifestyle as a coherent whole. Commitment to social justice is a way of life that all'
individuals can choose rather than a separate activity to be done around the edges of
other commitments. Examples might include AmeriCorps, the Peace Conm Hb-hhtat for
Humanity. World Teach, Tcach for America,
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REFLECTION

Reflection is a key component of community service and it

provides the critical connection between service work and aca-
demics. It is the medium by which learning takes place. Re-
flection provides the opportunity for students to process what
they have done and to think critically about their experience.

METHODS OF REFLECTION
Reflection can occur through many methods such as writing,
speaking, listening, reading, etc.

Suggested forms of reflection:
Journal Writing - record elements of the service experience
Directed Writing - respond to specific question areas about the service
Directed Readings - students read specific materials related to the service
Class Discussions - discussions which require processing of the service work
Ethical Case Studies -work through case studies in a discussion group
Student Portfolios - collections of service related items
Story Telling - sharing stories about the service experience
Class Presentations - poster displays/debates
Experiential Research Paper - research larger issue related to service work
Electronic Mail Discussions - use technology to expand service opportunities

REFLECTION FOCUS AREAS

It is important that Reflection focus on three areas:

Focus on Self - What did the student actually do and how did it make them feel?
Who am I?; What are my values?
How will this experience change the way that I act or think in the future?

Focus on Others - How did the service help others and why is that important?
What did I learn about the people that benefited from this service work?
How did my actions impact others?; What more needs to be done in this service area?

Focus on the Big Picture - How does service affect the larger community?
How is the issue/agency that benefited from the service work impacted by elements in

politics or society?
What will the future be like for this service area?

What can be done?; How can I affect future change?
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SERVICE - LEARNING
SEMESTER OUTLINE

BEFORE SEMESTER BEGINS

4 THE O.V.A.L. OFFICE WILL CONTACT FACULTY INVITING THEM TO
PARTICIPATE

4 MEETINGS WILL BE SCHEDULED TO CONFIRM INVOLVEMENT

0 INTRODUCE TRAINING MANUAL
0 OUTLINE SPECIFIC SUBJECT (COURSE).
0 DISCUSS SPECIFIC TYPES OF VOLUNTEER PROJECTS

* FACULTY MAKES COMMiTMENT

0 INCORPORATES SERVICE LEARNING INTO THEIR SYLLABUS

8FIRST TWO WEEKS OF CLASS

4 PROFESSOR INTRODUCES SERVICE-LEARNING TO STUDENTS
0 EMPOWERS STUDENTSCOMMITMENT TO VOLUNTEER WORK
0 EMPHASIZES FULFILLMENT

* THE O.V.AL. OFFICE PRESENTS SERVICE LEARNING TO CLASS
0 BRINGS VOLUNTEER OPPORTUNITIES TO STUDENTS
0 INCORPORATES SERVICE-LEARNING APPLICATIONS
0 DISCUSSES PROCESS
0 INTRODUCES THEM TO ALL PAPERWORK

MID SEMESTER

4 CONFIRM THAT ALL STUDENTS ARE PERFORMING VOLUNTEER WORK
0 TAKE CLASS ROSTER TO THE O.V.A.L OFFICE
0 ENCOURAGE DIALOGUE WITH STUDENTS REGARDING THEIR

EXPERIENCES

LAST TWO WEEKS OF CLASS

* STUDENT/AGENCY EVALUATIONS SHOULD BE PASSED OUT AND
COMPLETED

0 TIME SHEETS WILL BE TURNED IN TO FACULTY

0 JOURNALS WI1 BE SUBMITTED ALONG WITH ALL FORMS
0 INCORPORATE STUDENTS PERSONAL EXPERIENCES INTO YOUR

CLASSROOM ACTIVITIES
0 ALL FORMS AND JOURNALS WILL BE TURNED INTO THE O.V.AL.

OFFICE AT COMPLETION OF SEMESTER

Any questions. concerns and problems should be direcded to The 0. VA.L Ofice on
your campus.
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The O.V.A.L. Office
Introduces

Service-Learning

What is Service-Learning?

Service-Learning refers to the integration of community service in an organized setting

where the servers reflect upon the meaning of their service. The idea behind service-

learning is that by combining the service with a reflective education structure, powerful

benefits that go beyond what either service or learning can offer separately will be created.

By combining service and learning individuals who perform the services will be able to

make a connection between their course study, work and the underlying values and issues

behind the social problem being addressed. Where servers use the experience in the

community as a basis for critical reflection and leadership. Students can better examine

democratic communities and the role of the citizens in them. They can develop a habit of

critical reflection on their experiences enabling them to learn more throughout life.

Service and learning bring citizens from different backgrounds or settings together to do

common work, and through reflection, learn more about each other and respect each

other's cultural differences.
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Broward Community College

Central Campus
3501 SW Davie Road
Davie, Florida 33314

Volunteerism/Service Learning - Student Referral

Dear Volunteer Coordinator

At BCC we are committed to providing our students opportunities to supplement textbook
learning through the hands-on experience of volunteerism and/or service-learning. Your support
helps make a wide variety of resources available to our students.

The student presenting this letter, , has

expressed a desire to volunteer with your agency. If you feel he/she meets the needs of your
agency and you would like to accept him/her as a volunteer, please complete the section below
and return this form to our office.

If I can be of assistance, please feel free to contact me at (954) 475-6756. Thank you again for
your support.

Cordially,

Liz Atchison, Coordinator
Student Life Department

Agency information

Agency name

Address

Phone number

Number of hours needed per week

Name of supervisor- please pant Supervisor's signature

Please return completed form to the Student Life Ofice, Building 19, Room 108
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THE O.V.A.L. OFFICE
OFFICE OF VOLUNTEEIUSM AND LEADERSDIr

BRO WARD COMMUNrTY COLLEGE

VOLUNTEER
SERVICE INTEREST FORM

DATE: CAMPUS:

NAME: SSA:

ADDRESS: MAJOR-

PHONE:

BEEPER-

IS THIS FOR SERVICE-LEARNING CREDIT? YES NO
IF YES, PROFESSORS NAME COURSE #

I. List any special skills: (i.e. bi-ingual, computer literate, musical instruments)

2. List any previous volunteer experience and where:

3. Would you be interested in being an "ON CALL VOLUNTEER-?

4. List hours available for volunteering or list class and/or vork schedules on back of this forr.

PLEASE CIRCLE AREAS OF INTEREST:

Animat Rights Disability Services Disr--er Relief
EducationTutodng Elderly Services Environmental Issues
Health Services Hunger and Homelessness Cultural/Arts
Abuse Prevention Disease/AIDS Prevention Substance Abuse
Women's Services/Pregnancy Religious Services Social/Civic Issues
Special Events Youth Programs Other
Volunteering on campus

I understand that public relations is an important part of the wrack of volunteers at Broward Community
College and I agre to allow Broward Community College to use any photographs taken of me while
performing volunteer services for Broward Community College, for use in public relations efforts.

Signature Date

Please return this comptded form to The 0.VA.L Office on your campus
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BROWARD COMMUNITY COLLEGE

STUDENT VOLUNTEER VERIFICATION AND TIME SHEET

PIcasc maintain this time sheet as verification for volunteer hours. This sheet, irnmaintained properly, will serve as the proof neessary to confirm your voluntecrism for your
srvicc-cearning credit and/or co-curriculthr trnnscript credit.

STUDENT NAME SOCIAL SECURITY # PHONE#

AGENCY NAME AGENCY SUPERVISOR PHONE#
& ADDRIISS

ENDING DATE SUPERVISORS
TOTAL HOURS SIGNATURE .

DA ME tIvtF. IN TI NIL OUT 0 Or HOURS SERVICE PROVIDED AUTHORIZATION



TflE O.V.A.L. OFFICE
OFFICE OF VOLUNTEERISM AND LEADERSHIP

BROWARD COMMUNITY COLLEGE

AGENCY INTRODUCTION
&

CONFIRMATION LETTER

Date:

Attention Service Agency:

is cumnntly enrolled at Broward Community College, majoring in
and interested in volunteering with your ganization.

This student is responding to our office of volunteerism and Volunteer Broward dirmt ry listings. We hope
his/her abilities and interests match your volunteer needs. Upon accepting this student voluntoer, we ask that you
sign the bottom of this letter and have the student return it to us.

BCC's office of voluntoerism and leadership is committed to providing students an opportunity to gain real-life
experience to supplement textbook learning. We hope our students will be an asset to your agency.

PLEASE HA VE THE STUDENT RETURN THIS COMPLETED FORM TO THE O.V.AL OFFICE
COORDINATOR ON THE CAMPUS HE/SHE ATTENDS OR MAIL DIRECTLY TO:

TONI PARYN
BRO WARD COMMUNITY COLLEGE

THEO.VA.L. OFFICE
3501 SW DAVIE ROAD

DA VIE, FLORIDA 33316

will be volunteering at
rYudent M--e) $gamcy P m)

beginning on Agency Phone _

tDdte)

(Supervsor's Printed Nae) (Supervisor's Signature)
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THE O.V.A.L. OFFICE
OFFICE OF VOLUNTEERISM AND LLADERSHIP

BROWARD COMMUNITY COLLEGE

STUDENT SERVICE EVALUATION

The O.V.A.L Office at BCC is interested in the efforts of BCC student volunteers. In oner to better serve

both our students and our community, we need to assess the impact of our students on an individual basis.
Please take a moment to complete this evaluation.

AGENCY NAME*

ADDRESS:

EVALUATOR'S NAME:

TITLE:_ PHONE:

VOLUNTEER'S NAME

NUMBER OF HOURS VOLUNTEERED:

PLEASE CIRCLE THE RESPONSE THAT BEST REFLECTS YOUR SENTIMENTS:
(1 is RARELY and 6 is ALWAYS)

1) The volunteer is punctual.
rurdy 1 2 3 4 5 6 always

2) The volunteer is considerate and polite.
r arry 1 2 3 4 5 6 always

3) The volunteer is reliable, consistent and accomplishes assigned tasks.
rady 1 2 3 4 5 6 always

4) Please rate the importance of the volunteer's contribution to your agency.
1 2 3 4 5 6

of Lnc prqmt na O(V- iamyuio

5) This volunteer has been wixking with:
(please include job description, continue on back if necessary)

Return completed form to : The O.V.A.L. Office
3501 Southwest Davie Road
Davic, Florida 33314
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Stufdent Affairs
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This study explored the effects of a service-learning experience on student success. Students
carolled in six paired community college courses In various disciplines participated in a
quasi-experimental study that explored the effects of a service-learning experience on
success as measured by class attendance, course completion, final course grade, and
end-of-term evaluation data. The results indicated that, overall, students who participated
in the sections with a 20-hour service-lcarning requirement achieved higher Opal course
grades and reported greater satisfaction with the course.

In the Talmud. the Rabbis teach us that "Good deeds are better than wise sayings." Today we would say "actions
speak louder than words" or, to be more hip. "walking your talk" beats just talking. While there is no doubt that the -
primary role of higher education is academic, the goal of educators is also to develop graduates who are fully
functioning members of society. It is often out-of-class activities that produce our most valuable citizens and
community leaders. As the information age dramatically changes our definition of the nature of work, educators
face a dual challenge of preparing students to be productive in today's highly competitive marketplace while
imparting the values necessary to sustain us as a society (Harkavy, 1995; Rifkin, 1996).

introduction

Colleges and universities across the nation are embracing volunteerism and student community service programs
as antidotes to a society suffering from disengagement, disinterest, and disenchantment However, in this era of
accountability and educational reform. "doing good" for good's sake is not enough. To obtain needed funding,
educational institutions are mandated to document specific student outcomes, thus students must also "do well."
Beyond stepped up attempts at self-assessment and program evaluation, college administrators and faculty are
continually searching for new ways to help students learn and graduate. Empirical evidence is needed to measure
the effect of service experiences on student success.

Today, for millions of Americans, community colleges are often the only means to access higher education. Though
applauded by many as the premier providers of affordable educational services, these open door "people's
colleges" are frequently criticized for becoming revolving doors. Research indicates that high school graduates who
intend to pursue higher education are less likely to succeed if they begin their studies at a two-year institution
(Pascarella & Terenzini, 1991). Innovative programs, processes and teaching methods are continually explored and
tested by community college leaders striving to create true leaming organizations (Bumphus, 1996). One exciting
motivational strategy is the introduction of community service into the curriculum through service-learning (Enos &
Troppe, 1996), an educational practice that links education and social responsbility through active learning. Since
its entry into college and university campuses in the 1960s, service-learning has provided a linkage between
community service and classroom instruction, using reflection to develop critical thinking skills and a sense of civic
responsibility (Kendall, 1990).

Service-learning is multifaceted. One aspect is as a course-related pedagogical method utilizing experiential
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education to teach citizenship, academic subjects, skills, and values. The lessons are drawn from a servce
experience that meets community needs combined with critical reflection on the service to gain further
understanding of the course content, a broader appreciation of the discipline, and an enhanced sense of civic
responsibility. Students work in a wide range of projects, e.g.. assisting in community agencies, participating in
environmental projects, tutoring, mentoring, or providing services to at-risk populations.

Alexander Astin (1991), a well known researcher who has monitored the values of incoming first year college
students since the 1970s, found students of the 1980s to be "markedly more materialistic and more concerned with
having power and status" (p. 57). Colleges and universities cannot afford the luxury of insulating themselves from
such social issues as homelessness, illiteracy, teen pregnancy, dropouts, substance abuse, juvenile offenders, and
the elderly (Harkavy, 1995). A vital means by which colleges support such teaming is by imbedding such
experiences directly into the curriculum (Bringle & Hatcher, 1996). Professors throughout the country have been
introducing service components into their courses. There is general agreement among advocates of public service
as a fundamental mission of higher education, that academic programs and service must be combined (Hirsch,
1996; Bradfield & Myers, 1996). According to Kupiec (1992), the strategy of refocusing academic programs to help
to "solve concrete, immediate real world problems... [will) advance higher education and human welfare" (p.3).

Service-leaming appeals to people for a variety of reasons. In a speech at a conference on leaming communities,
noted educator K. Patricia Cross (1997) stated that "some are attracted to Dewey's experiential notions of teaming
while doing; some like the disciplinary integration that is required in addressing real problems; some regard
reflection on experience as critically important to deeper leaming; some lie the community involvement that is
required-not only participation in the college service-learning community, but participation in a wider non-university
community as well; some are attracted by the experience with diversity that students get when they participate in a
community that is usually very different from any university community; some lice the moral dimension of social
responsbility. some like the affective aspects of compassion and empathy that are presumably developed through
service-leaming."

Service4eaming is basically a form of experience-based leaming. The primary difference between experiential
education and service-learning is the focus. The former benefits the student, while the focus of the latter is two-fold
in that service-learning is reciprocally beneficial to the student as well as the community, with the emphasis on the
community (Cohen & Kinsey, 1994; Kendall, 1990; Kraft & Krug, 1994). Service-eaming can be an option in a
traditional course, a course requirement, or the focal point of a service course. Any course can be designated as a
service-learning course as long as the instructor agrees to inject a reflection component that relates the course
content with the service issue. With national attention being paid to the lofty goals that service-leaming endeavors to
achieve, it cannot be viewed as "merely a faddish add-on to an already overburdened curricular reform agenda"
(Battistoni, 1995, p. 34).

Nevertheless, student community service in general and service-learning in particular are often viewed as
extracurricular or co-curricular activities. In light of the fiscal belt tightening that prevails in this country today, funding
for service-leaming initiatives is often eclipsed by academic program needs. If service-leaming is to become
accepted by faculty and academic administrators as an integral part of the curriculum, data are essential to make
the case that service-learning has an effect on academic success.-

Most studies do not address today's student, especially today's community college student. The community college
student of today is typically older, commutes, attends classes part-time, has family responsibilities, works at least 20
hours a week, and is racially or ethnically diverse (Kuh and Vesper, 1991; Pascarella and Terenzini, 1991). For
these students, academic goals often compete for time spent with their families, work, and community activities.

. Methodology

This study of the relationship between a service-leaming experience and academic success was guided by Tinto's
Student Integration Model (Tinto, 1987). Tinto (1987) theorized that student intentions and commitments when they
enter higher education are subsequently modified through a series of "interactions between the individual and the
structures and members of the academic and social systems of the institution" (Pascarella & Terenzini, 1991, p.
51). He contends that student retention, and ultimately student success, is a direct result of "satisfying and
rewarding encounters with the formal and informal academic and social systems of the institution" (and is]
"presumed to lead to greater integration" Pascarella & Terenzini, 1991, p. 51). Tinto's model has been used
successfully to study many student outcomes in addition to college attrition, e.g. academic skill acquisition, personal
change, major changes, and his theory of departure (Pascarella & Terenzini, 1991). However, since much of Tinto's
work has focused on students at four-year institutions, it is important to determine whether the same concepts and
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approaches that are applied to traditional students attending traditional institutions can adequately describe the
student experiences at community colleges. Tinto's model provides an explicit theoretical structure which "offers
significant opportunities both to researchers who wish to study the college-to-student change process and to
administrators who seek to design academic and social programs and experiences intended to promote students'
educational growth" (Pascarella and Terenzini, 1991, p. 53).

Pascarella and Terenzini suggest that, since "some of our most cherished notions about the determinants of inpact
may have little relevance to these (community college] students" (p.632), investigations into college effects on
students should be refocused on the vast numbers of students who, although usually classified as "nontraditional,"
are "rapidly becoming the majority participants in the American postsecondary system" (p.632). Knight (1994)
agrees that more studies are needed on community college students where their "backgrounds and goals and the
type and scope of student involvement opportunities may be unlike those for senior institutions" (p. 3-4).

Prior Research

Although there is growing interest in studying the effect of service-learning activities on student development (Luce,
1988), there are still important issues that need to be addressed. The limited number of replicable studies and
empirical evidence on the impact of service experiences (Miller, 1994) is even more critical for community colleges
where, according to a 1995 survey, 75% of community colleges are either actively involved in or interested In
offering service-learning on their campuses.

There are a variety of issues to examine when assessing service-leaming outcomes. Typically, proponents suggest
that two central questions be addressed:

"1) What is the effect of service-learning on the intellectual, moral, and citizenship development of participants? and
2) What is the effect of service-leaming on the advancement of social institutions and democracy?" (Giles, Honnet
& Migliore, 1991).

Whereas previous studies examined the effect of a service-learning experience on student perception of their
personal growth (Miller, 1994), social attitudes (Markus et al., 1993), moral reasoning (Boss, 1994), and cognitive,
moral and ego development (Batchelder & Root, 1994), this study examined student academic success. It
attempted to answer several critical questions, namely. "What effect does participation in service-learning have on
students in terms of final course grade, class attendance or course completion?" "is there a significant improvement
in student knowledge or skills as a result of their participation?" "Did students expend more effort and display
greater satisfaction with the course and the instructor because of the service-leaming requirement?" "What were
the issues and opportunities for faculty who added the service-learning requirement to their course?"

Markus et al. (1993) conducted one of the few studies that attempted to isolate the effects of service-learning on
academic achievement. The researchers used a randomized control group design to compare sections of political
science classes with and without a service-leaming component By randomly assigning the community service
activities, they controlled for student achievement levels. However, as in many similar studies, the students in the-
control group were required to write longer term papers based on library research than students who participated in
the service activities (Markus et al., 1993). Nevertheless, the results indicated higher scores on mid-term and final
examinations, a significant increase in favorable course evaluations, and the students who performed community
service demonstrated more positive attitudes toward service and the community.

Methodology

The study consisted of 286 students enrolled in six paired courses taught by five instructors (one instructor taught
two paired courses). One section of each pair (the control group) was taught using traditional subject matter and
course materials and the other section of each pair (the treatment group) was required to participate in a 20-hour
service-learning activity in addition to the regular course curriculum. The courses in the study included American
History, Sociology, College Preparatory English, and introduction to English Composition.

A quasi-experimental nonequivalent control group design was used to examine the effects of the service-leaming
experience on the students. The students self-selected the section they enrolled in, without any knowledge of the
experiment. The results of this enrollment process appears to be essentially random (see Table 1). When
service-learning is offered as a course option and student participation is voluntary, it is difficult to know whether
gains are a result of the student's initiative and motivation, or are truly an effect of the treatment Two traditional
measures of student success and persistence are grades and attendance. Thus, this study involved collecting data
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on class attendance patterns, final grades, withdrawals, and course completion rates.

The students did not know about the service requirement in advance and both groups of students were assessed by
the instructors using the same exams and assignments. Instructors provided data on student attendance.
Withdrawals, final course grade, and course completion data were obtained from official college records. A
post-term survey was administered to the students to assess their attitudes about the course material, satisfaction
with the course and perceived level of effort they exerted In the course. In addition to the student data, participating
faculty were assessed using a focus group, a beginning-of-term survey, an end-of-term survey, and personal
interviews to examine faculty attitudes about the course sections and their experience.

Most of the studies that have been done on the effects of service-leaming on academic outcomes were conducted
in selective four-year universities where the majority of students were recent high school graduates, attended
full-time, and resided on campus. Therefore, there is limited research on the effects of service-learning on
non-traditional students attending community colleges, or on students enrolled in college preparatory courses.

Results

The study involved data collection using college records, faculty records, and survey-type instruments. One
instrument provided for the assessment by faculty of their expectations about the outcomes of the experiment,
another assessed faculty reflections at the end of the term, and the third instrument assessed students' attitudes
toward the course, the instructor, their perceived level of effort, and the grading system.

The results of the study indicated that, overall, students who participated in a class in which service-leaming was a
requirement achieved higher final course grades and reported greater satisfaction with the course, the instructor,
the reading assignments, and the grading system (see Table 2). In addition, the faculty members reported that, in
the treatment sections, class discussions were more stimulating, the sections seemed more vital in terms of student
involvement, the students seemed more challenged academically, more motivated to leam, and seemed to exert
more effort in the course.

This confirms Pascarella and Chapman's conclusions (1983) based on applying Tinto's model to non-residential
college students, that "commitment to the institution...is defined largely by successful and personally-satig
interactions with the academic rather than the social systems of the institution" (p.95).

In addition to the fact that the mean final course grades were .26 higher for the students in the treatment group,
there was also a significant difference in the level of student satisfaction as reported in the end-of-term student
questionnaire. In 15 out of 17 end-of-term evaluation criteria, students in the treatment group gave higher ratings to
statements concerning satisfaction with the course, the instructor, and their grades in the course. The difference
was significant in all three of the criteria related to grades (p < .05). Students in the treatment group were more
likely to report that their grade was "a fair assessment" of their performance, that the grading system was "clearly
defined," and that the exams "covered important aspects of the course."

Data were also collected from the seven participating faculty members to determine motivations and reactions to
their participation in the study. Two questionnaires were administered and one-on-one intervrews were conducted
with each of the participating faculty members. Although the faculty reported that they would offer service-leaming
as an option in future courses, they did not agree that they would elect to make it a requirement.

Conclusion

Employers are demanding more from our graduates than skill in the disciplines. More and more they are seeking
workers who can communicate effectively and have developed skills in problem-solving, critical thinking, and
reflection. To prepare our students to meet the coming challenges, student affairs and academic affairs
professionals must find ways to collaborate. Service-learning is one of the best strategies for bridging the gap
between these two vital areas in order to enhance student success.

It is generally accepted that service participation has a positive effect on students' ethical and social values,
leadership ability, social skills, self-esteem, concern for others, racial understanding, commitment to continued
service, and critical decision-making ability (Kendrick, 1996). However, service-learning is viewed as a philosophy of
education as well as a program type. As an educational philosophy, data are needed to substantiate the academic
benefits to students in addition to ethical, social, and personal development benefits. In this regard, research on
experiential education and learning styles is of some use. This study lends credence to the theory that
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service-learning experiences lead to higher levels of involvement and performance. At commuter institutions grades
tend to be in direct relation to a student's commitment whereas attendance and course completion is subject to
external influences not always under the student's control. Further research is necessary to be able to substantiate
the causal links.
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