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Every type of knowledge we develop at the university can be related to reality

and helps to transform this reality.
Jon Sobrino, S.J.
at Santa Clara University
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Eastside Project Partnerships

Community placements:
- provide a supervisor to be available as a community teacher on site when students are there

- offer an orientation during the second week of the quarter

- set up students in tasks where 80% of their time will be spent interacting face-to-face with
people (usually 2 hrs/wk for 8 wks/qtr)

- introduce students to a particular population: /a base (i.c., people who are struggling with issues
of poverty, discrimination, marginalization)

- distribute and discuss mid-quarter assessments with students

- communicate with Eastside Project staff members who facilitate, support,
and trouble-shoot as necessary

Santa Clara students:
- read, sign, and honor the Consent Form:
- respect the dignity of everyone with whom they interact on ESP placements
- respect privacy and site-defined norms for confidentiality and culturaily
appropriate behavior
- engage actively as learners at placement sites, carrying that learning back into
the classroom as questions and insights
- work to make connections between placement and classroom learning
- attend the orientation meeting (and mid-quarter meeting if there is one)
- participate at placements for their full eight week commitment
- may use Eastside Project cars, following established procedures
- return the signed record of placement attendance to their faculty member
- thoughtfully complete and discuss mid-quarter assessments
- alert their faculty member or Eastside Project staff right away if things aren’t working out

Santa Clara faculty members:

- schedule time in their first class for an ESP representative to explain the program

- support student participation that honors the Consent Form

- organize their teaching 1o receive students’ questions and insights from placements

- integrate placement input in the terms of their particular academic course or discipline

- articulate their expectations of students’ placement learning in the syllabus

- distribute and discuss mid-quarter assessments with students

- communicate with Eastside Project staff members who facilitate, support, and
trouble-shoot as necessary

Eastside Project staff members:
- develop appropriate and supported placement learning experiences for students

- collaborate with faculty, when invited, on teaching strategies to promote reflection
about placement-based learning

- provide complete logistical support for the program (scheduling, coordination,
registrations fingerprinting, TB test records, assessment/feedback instruments,
Eastside Project cars, follow-up on problems and concerns)

- provide suggestions and community introductions to faculty who want to develop
departmental internship placements

- develop opportunities for continued learning for faculty and placement supervisors in
community-based education

- support selected campus/community collaboration beyond Eastside Project placements
(e.g., Misa Guadalupana, referrals that link the above three groups)

second draft, working toward consensus on core ESP behavioral objectives, November 10, 1998




To educate women and men of competence, conscience, and compassion....
Santa Clara University Strategic Plan

EASTSIDE PROJECT CONSENT FORM

As a member of Eastside Project and a representative of Santa Clara University,
| agree to conduct myself at my chosen community leamning placement;

» with respect for the dignity of everyone with whom I interact, working with
community people as legitimate and valued teachers to this university

= as an active listener, maximizing the opportunities for myself to understand
and appreciate the diverse perspectives of the new people | encounter

» as an active learner, exploring and expanding the concerns of my coursework
by remembering the concerns and experiences of people at my placement

I wili maintain their privacy and confidentiality unless 1 am given explicit permission
to do otherwise. Any written records or discussions that | share with others will
disguise people’s names and identifiable characteristics (e.g., by using
pseudonyms). | will honor the cultural norms of my placement situation by
consciously dressing and acting in ways that are considered appropriate there.

I understand | am expected to work at my Eastside Project placement for eight
consecutive weeks. If a Santa Clara University holiday or an agency in-service
falls during my regular placement hours one time during the quarter, no make-up
will be necessary. However, | am required to arrange with my placement
supervisor to make up days for any additional holidays or absences.

My interactions at my placement site will work toward an ideal of partnership and
a commitment to walk together towards building a more just and humane world.

Student’s signature Date

LAESPA\consent.doc 01/12/08




Eastside Project Strategic Plan
Final Draft for Discussion

September, 1997

This year, our emphasis at Eastside Project has been on the quality of reflection about
community-based learning experiences and their integration into the ongoing fabric of
courses and departments.

This Strategic Plan draft summarizes the oral consensus arrived at through one-on-one
dialogues with Eastside faculty members and former directors, analysis of student
evaluations, classroom discussions, placement visits, and group meetings of the
undergraduate Eastside Scholars, Faculty Associates and Community Advisory Board. Its
process has been necessarily inductive, given the recent arrivals of the staff who now
carry Eastside Project forward. At this stage, this written draft has been reviewed by
Eastside Project staff and alf former directors and revised according to their comments.

Mission Statement and Goals

Eastside Project joins the efforts of many people -- community leaders and teachers at
placement sites, academic faculty on campus, students, individuals and communities
with whom they interact, staff, graduates, and project employees. Its mission is to
create lasting partnerships through which the university can learn essential lessons by
working with communities of people who are poor, marginalized, and struggling --
starting with our neighbors in the Santa Clara Valley. Because Eastside Project is
directly responsive to and shaped by these communities, its mission cannot be stated
from a campus-centric point of view. Together, we form a network of reflective
engagement based on the pedagogical strategies of community-based education and
core Jesuit values, especially the preferential option for the poor.

Eastside Project’s strategic vision is to foster university learning by creating situations
of direct, respectful interaction with diverse constituencies who are underrepresented
on campus. That interaction resuits in new questions and content across the
curriculum, so that a concern for justice is at the heart of the university's educational
effort and not at its periphery.

Eastside Project staff serves as an academic resource to both university and
community groups, facilitating this learning process and fostering mutual
expertise in integrated education, critical thinking, and participatory research.
The following Agenda for Action moves us from emphasis on Eastside Project as
“the” bridge between Santa Clara University and “the” community and toward a
community organizing model in which Eastside Project staff understand
ourselves as helping others to design and multiply their own bridges.

Eastside Project Strategic Plan, Final Draft for Discussion 9/97, p. 1




Agenda for Action

1. Community-directed mandate.

Eastside Project’'s advisers represent the diversity of the Santa Clara Valley's many
underserved communities and they are united in their call for admission of more young
people from their neighborhoods as Santa Clara undergraduates. Their message is
clear: “For ten years we have received and taught your students; our collaborative
partnership should mean that you receive and teach more of ours.”

The strategic need is to respond to this directive in concrete and practical terms.

» We will encourage and support underrepresented young people from
“Eastside” neighborhoods to be admitted to Santa Ciara University.
(SCU Strategic Initiatives: Community of Scholars, Resources for Excellence)

This will mean recruiting high school students through contacts at Eastside placement
agencies and connecting them with groups such as Alumni for Others who can help
them to succeed in the applications process (e.g., preparing to take the SAT). Practicai
steps to be taken include collaborating with the Admissions research project (Irvine
Grant) and educating maintenance/ janitorial staff about Santa Clara’s tuition remission
program and about guaranteed admission agreements with local community colleges.

2. Social analysis.

Eastside Project placernents emphasize learning by doing: “We act ourselves into new
ways of thinking -- not the other way around.” But learning from community work is not
at all automatic; it demands critical thinking about students’ “common sense”
assumptions and biases in order to bring about a new consciousness.

The strategic need for sfudents who have completed several Eastside placements is to
analyze the complex causes of the social marginalization and injustices they have
encountered.

» We will encourage and support community members and leaders, including
placement supervisors, to exercise their teaching authority with SCU
students in the areas of social analysis and policy-making.

(SCU Strategic Initiatives: Community of Scholars, Integrated Education)

This will mean developing a “second step” series of placements, principally at agencies

who have already worked with Eastside Project, to challenge and instruct students in
policy-level planning after they have established an initial familiarity with the people

Eastside Project Strategic Plan, Final Draft for Discussion 9/897,p. 2



touched by those policies. We will continue to resist the temptation for professional
teachers to supplant the teaching authority those who are actually experiencing
injustices; poor and marginalized persons remain our primary instructors. Targeted
areas for these new placements include immigration rights, public health, and social
justice advocacy.

3. Academic ‘inreach”.

Eastside Project aims to open many two-way streets between what is known, valued
and taught on the Santa Clara campus and what is known, valued and taught in the
lives of struggling communities in the San Jose area. Qur outreach direction is already
well established -- thousands of SCU undergraduates have been sent forth to work and
learn alongside people whose creativity, insight and commitment to their families is
daily challenged by the realities of poverty and discrimination.

The strategic need at this point in the development of Eastside Project is to integrate a
more valued and consistent “inreach” of the perspectives iearned by our students into
the ongoing academic structures of the university itself. An Eastside placement without
a clear structure to support critical thinking and reflective engagement in its supporting
course is not an Eastside placement.

* We will encourage and support SCU faculty to visit Eastside placements
personally, and to design their courses, departmental sequences, and
standards for assessing learning in ways that invite input from students’
community-based learning.

(SCU Strategic Initiatives: Community of Scholars, Integrated Education)

This will mean adopting an approach that multiplies campus expertise in experiential
education through peer consultations between faculty, collegial seminars, and co-
sponsored special events. The goal is to share and expand the repertoire of strategies
for integrated education within each department, not only through the “hub” of Eastside
Project.

*  We will more actively disseminate and share the resources of the Eastside
Project office.
(SCU Strategic Initiative: Resources for Excellence)

This will mean developing a repertoire and a lending library of community-based
teaching strategies for faculty that applies over muitiple levels, sizes of classes, and
disciplines. We will cooperate with Orradre and Heafey libraries to make the Eastside
Project collection of books, video, and articles more openly available campus-wide and
to develop the new Community Studies collection.

Eastside Project Strategic Plan, Final Draft for Discussion 9/97, p. 3




4. Eastside staff agenda.

Santa Ciara’s community-based learning philosophy is distinctive in that we have
promised not to use community groups “for practice” or as laboratory sites, -but to honor
them as necessary sources of knowledge for the university and valued ends in
themselves. It has long been our policy that Eastside Project is not a service-driven
community outreach program; our students go into the community as students and not
as charity volunteers.

The strategic need is for faculty, community placement Supervisors, and students to
internalize this distinctive educational philosophy and to work out its consequences; in
too many cases, the default expianation of what we are doing at Eastside Project is still
“volunteerism.”

s We wil| encourage and support Eastside Project staff to gather and share
resources in two academic areas that clearly move us beyond volunteerism:
teaching criticaj thinking and assessing what is learned through Eastside
placements. ‘

tools for helping students, faculty and placement supervisors to integrate campus
learning with community-based learning. Simplified questionnaires will give students
and facuilty immediate, Course-specific feedback at mid-quarter and immediate,
placement-specific feedback at the end of each quarter. In this way, student-placement
relationships will more closely parallel student-professor relationships. Eastside
Project will continue to facilitate dialogues between faculty and placements and to
monitor the assessment process.,

Eastside Project Strategic Plan, Finaj Draft for Discussion 9/97, p. 4




This will mean establishing the existing five years of students’ quarterly evaiuations as
a working database for research and eliciting faculty thinking about Eastside Project in
a systematic fashion (i.e., scripted interviews with a sample of faculty inciuding
Eastside practitioners, previous practitioners, and non-participants). We will work with
placement supervisors to develop a quarterly means of feedback that serves their
agency needs.

5. Networking.

Eastside Project embodies Santa Clara's conviction that those who are struggling with
poverty and marginalization are best able to educate the university about the demands
that must be met for justice to be realized in our world. Students return from their
placements with new questions and insights - not only about “what is” but also “what
should be.” This is the foundation of their education for leadership in the Jesuit
tradition.

»  We will affiliate with the new Bannan Institute for Jesuit Education in its
efforts to examine the connections between faith, intellect, and justice.
(SCU Strategic Initiative; Integrated Education)

This will mean consultations, joint planning, and shared future programming. Our
particular contribution will be in the areas of education for social justice and lay
leadership development. We will urge that the Bannan Institute develop leadership in
the Jesuit tradition among those not traditionally welcomed as leaders: the poor and
marginalized, with special attention to the contributions of women.

¢ We will encourage and support students and faculty to pursue social justice
issues through the new Community Studies minor and through research
projects affiliated with Eastside Project.

(SCU Strategic Initiatives: Community of Scholars, Integrated Education)

This will mean advertising Community Studies courses at Eastside sign-ups, sharing
COST 050 materials about participatory research methods (“studying WITH
communities”), and promoting partnerships between faculty and community leaders
through collaborative projects and discussion groups. Eastside Scholars will continue
to develop as a support group for the research efforts of students, faculty, and
community leaders.

* We will continue to collaborate with campus groups such as SCCAP, Alumni
for Others, Campus Ministry, Santa Clarans for Social Justice, the Center for
Student Leadership, the Markkula Center for Applied Ethics and the
DeSaisset Museum.

(SCU Strategic Initiatives: Community of Scholars, Integrated Education)

Eastside Project Strategic Plan, Final Draft for Discussion 9/97, p. 5




*  We will establish coliegial relationships with local Colleges practicing service
learnin ' '

Year, our strategic vision extends wel! beyond those numbers. New and more
Ccomprehensive performance indicators that match the goals set forward in this strategic
plan will have to be developed to assess our progress.

Eastside Project Strategic Plan, Final Draft for Discussion 9/97, p. 6




Home Page

http:/fwww,scu.edu/SCLU/Projects/Bastside/

9

Tel. 408-554-4549
Fax 408-554-4564

lof2

Santa Clara University's Eastside Project was conceived to educate students
to the full range and depth of human experience. Through community-based
learning opportunities, it invites them to learn from the resourcefulness of
people who are poor, marginalized, and struggling against deprivation or
discrimination, so that the students' knowledge base will be tempered by
new perspectives and insights. The Eastside Project institutionalizes Santa
Clara's conviction as a Jesuit institution that those who live with the
consequences of unjust social relations have a special knowledge of what
needs to change.

Eastside Project sends students to learn by doing and not as a volunteer
labor force for not-for-profit organizations. Its mission is to create lasting
partnerships through which the University can learn essential lessons by
working with communities of people who are underserved, starting with
our neighbors in the Santa Clara Valley, Santa Clara’s philosophy of
community-based learning is distinctive in that we have promised not to use
community groups "for practice" or as a laboratory sites, but to honor them
as vital sources of knowledge for the University and as valued ends in
themselves.

Each student’s placement is linked to an academic class where students can
bring their community-based learning into dialogue with campus-based
coursework. Eastside Project initiates and supports situations of direct,
respectful interaction between students and diverse constituencies who are
underrepresented on campus. Students are challenged to raise new
questions from the perspective of the people they are meeting at their
Eastside placements, so that the Jesuit tradition of educating for social
justice can be at the heart of the University’s educational effort and not at
its periphery. This reciprocal learning process is more "academic in-reach”
than the traditional "community outreach" practiced in high school service
programs,

i e e

Placements emphasize learning by doing: "We act ourselves into new ways
of thinking -- not the other way around.” Students can choose to work at a

1/11/99 11:26 AM




Home Page

hitp://www.scu.edu/SCU/Projec

variety of appropriate community sites specified by their professors each
quarter.

These include homeless shelters, multilingual/ESL educational programs,
law clinics, convalescent hospitals, immigrant service centers, and a
parish-based intergenerational theater company.

Eastside Project has practiced Santa Clara's ideal of integrated education
since 1986. Each year, approximately 1,300 students participate in the
program out of 75 different courses campus-wide.

Please select from the following:
- Placements | History | Articles | Links -

ESP's Mission Statement and Goals

Pia Moriarty, PhD Shirley Okumura

Director Piacement Coordinator
pmoriarty@scu.edu sokumura@scu.edy

Susan Chun Laurie Laird, M.A
Administrative Assistant Teaching/Learning Coordinator
sechun@scu.edu lalaird@scu.edu

or contact us at:

Eastside Project - located at
862 Market Street. (corner of Lafayette, across from Dunne Dormitory)

Santa Clara University
500 El Camino Real Santa Clara, CA 95053
' 408-554-4549; {fax) 408-554-4564

- Placements | History | Articles | Links -

Back to Eastside Home

This site was designed by Gary Chien and Jifl Brachhausen of Godesign and is
maintained by webmaster@scu.edu Last Update 01/10/99 Copyright 1998
Santa Clara University



Eastside Project Faculty

Anthropology/Sociology Department

Luis Calero, SJ

Kichiro Iwamoto
Marilyn Fernandez

Peg Graham

Nicole Sault

George Westermark

Biology Department
Ed Plonka
Wiiliam Eisinger

Communication Department
Brian Adams

Christine Bachen

Susan Burrowes

Rob Dewis

Vanessa Greenwood

Barbara Kelley
Laurie Mason

Paul Soukup, SJ
Karen Strother-Jordan

Intro. to Sociocultural Anthro
Peasant Socicties (field trip)
Social Problems in America
Human Service

Popuiation & Resources
Adv. Sem in Anthropology: Nutrition
Health, Disease & Culture
Human Nutrition & Culture
Intro. to Sociocultural Anthro
Anthropology of Aging
Family and Kinship

Senior Project

Intro, to Sociocultural Anthro

Biology & Aging
Economic Biology

Television Writing

Intro to Comm Processes

Intro. to Comm. Processes
Intro. to Comm. Processes
Public Speaking

Technology & Communication
News Gathering & Writing 1
News Writing & Gathering 1
Presenting News: Print [ new ESP web site)
Intro. to Comm. Processes
Intercultural Communication
Public Speaking

Counseling Psychology and Education

Jim Fleming, S
Carol Giancarlo

Fannie Haughton
Steve Johnson, SM
Pia Moriarty

Urban Education & Multicult.
Abnormal Psychology
Community Health Ed.
Teaching Muiticult. Socicty
Exceptional Child

Intro. to Community Studies

Center of Performing Arts - Performance Studies, Theatre & Dance

Félix Alvarez
Robert Bozina
Nancy Wait-Kromm

Engineering
Jeff Ota

English Department
Judy Dunbar

Ron Hansen

Carol Rossi

1.: Shared\Faculty\Workshop\Pkfaclst.doc

Chicano Theatre
Music in American Cultures
Music in the Community

Robotics

Critical Comp. II: Honors
Writing in the Community
Teaching ESL

as of 1/99




Ethnic Studies Program
Ramén Chacén

Janine Fujioka
Russell Rodriguez

History Department
George Giacomini

Marketing
Tyzoon Tyebjee

Modern Languages Department

Rose Marie Beebe

Irene Bubula-Phillips
Lucile Couplan-Cashman
Francisco Jiménez

Elsa Li

Maryellen Mori
Lucia Varona

Noriko Yoneji

Political Science Department
Theodore Gonzalves

Psychology Department
Tracey Kahan

Sonny Manuel, SJ
Tom Plante

Patti Simone
Tim Urdan

Connie Vincent
Eleanor Willemsen

Religious Studies Department
Margaret McLean

Paul Fitzgerald, SJ

Ana Maria Pineda, RSM

L: Shared\Faculty\Workshop\Pkfacist.doc

Intro. to Chicano/a Studies
Racism in the US

Asian American Women
Chicano Community

US: The 19® Century
Marketing Across Cultures

Adv, Spanish 1

Elementary Spanish III
Adv. French Conversation
Adv. Spanish Conversation
Mexican American Literature
Elementary Spanish HI
Intermediate Spanish I
Intermediate Spanish 11
Intermediate Spanish 111
Advanced Japanese 111
Elementary Spanish I1
Elementary Spanish 11T
Intermediate Spanish 111
Advanced Japanese I1

Ethnic Politics

Cognitive Psychology
Perception

Adv. Topics Clinical/Abnormal
Abnormal Psychology

Adv. Topic Clinical/Abnormal
Ethics in Psychology

Psych. as a Social Science
Psychosomatic Medicine
Psychology of Aging
Developmental Psychology I
Developmental Psychology 111
Psychology of Education
Psychology of Aging
Developmental Psychology I
Developmental Psychology 11

Christian Ethics

Faith, Justice & Poverty
Hispanic Spirituality: Guadalupe
Hispanic Theology

Intro. to Hispanic Tradition
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COMMUNITY PLACEMENT (OUT-OF-CLASSROOM LEARNING EXPERIENCE.)
You are required to work at one of the approved community placements throughout the quarter
for a minimum of two hours per week. This change of scenery and social context will do wonders
to help you see yourself, the class material, and the world in a new way. Failure to meet this
requirement will result in an incomplete for the quarter and a half grade reduction of your final
grade.

The Placement Coordinator for the Eastside Project is available to assist you with placement
information, scheduling, and arranging transportation. The Eastside Project Office is located at
862 Market Street (across from Dunne Hall); telephone: 554-4549,

Sign-up times are at Benson Parlors as follows: '
Tuesday, April 1 thru Friday, April 4th 10:00 am - 6:00pm
Saturday, April 5 _ 11:00 am - 4:00pm
‘ (Soany Manael , Abnsrmal Psychology)

While the textbook used in class provides a very sterile, tourist-like view of the Spanish speaking world, the
Eastside provides an opportunity to get closer to the culture and the lives of Spanish speaking people in the
cornmunity. While our students are expected to do what the Eastside program requests, we also require that
they keep a journal in Spanish. Every week the students will write a paragraph about what they observed or
experienced that day. Based on that expericnce they should make a personal reflection, describing how they are
affected, and hopefully project their thoughts on a community or society level. (Irene Bubula-Phillips, Elem.
Spanish III)

East Side Project Participation and Journal (100 points total, 20% of final grhde)
Communication is context driven. There are tremendous opportunities to learn and grow
through participation in new and unfamiliar communication situations. Here, we learn about
our own styles of communication, about the preconceptions we bring to the communication
process, and about how culture and experience shape our communicative behaviors. An
Eastside Project placement provides an excellent opportunity for you to reflect on the issues
raised in class and make a link between these issues and the “real world.” You will be provided
with weekly questions that will guide your journal entries. You will be required to hand in
your journals twice during the course but you should be sure to write up your thoughts right
after your weekly placement. We will incorporate discussions of your thoughts and
experiences with Eastside throughout the quarter. (Ciwire €aleagne, Tntro, to Comm. Processcs )

Students are expected to engage in original research to fulfill this requirement. To
facilitate this process class participants are provided with the following options: 1) designing
and carrying out an approved individual project; 2) participating in an approved Eastzide
Project placement; 3) participating in an approved placement with another another local
agency (ex. Santa Clara County Huwman Rights Commission). All three options are expected
to require the same amount of work. The last two have the added feature of permitting in-
class and community-based learning in a region with one of the oldest and largest Chicano
communities in the nation. In other words, they promote the learning of both the theory and
practice of Chicano politics. (Jesug Martinez - Saldafa S Ethaie Polities)

Students will also participate in the Eastside Project, an academic support program through which they will
have Lhc? opportunity to use Spanish in a natural context and to learn from the life experiences of diverse
populations in the community, (Francisco fiménez, Ady. Spanish Conversation)




Examples from Scu Sy

EASTSIDE PROJECT PARTICIPATION

1. Each student will be expected to participate in the Eastside Project. ©NO
EXCEPTIONS will be made for this requirement. The sites chosen will give
students the opportunity to meet with Hispanics in the San Jose area. Your time
with them wili enrich your class study through vour observation of the site and
its reality and conversations that you @may be privileged to have with them on a
weekly basis. For example: What do you learn about the Hispanic reality
{religious, economic, political,social, cultural) as you inter-act with them.
What questions do the particular situations that ¥ou encounter at your site raise
for you? How are the cbmmunities, persons affected by these situations? Do you
find any connection between their lived realities and the course matter?

e ?‘é{,

Z. JOURFAL: You will be required to keep 2 journal of your weekly visits., Time
will be given during the course to reflect on your experience in a small group

7

J setting of 5-6 students. Your journal entries should be brief but with

substance. Each entry should bhe approximately 2 Pages in length (typed ) . It

. should consist of two parts: 1) description of session; and 2) your personal

response to the circumstances of the session; questions and issues that are

% raised for you regarding the Hispanic reality and its connection to the course

&. content, What have you learned from the Hispanics that ¥ou inter-act with on a
weekly basis? What have you learned from them about the Hispanic reality?

_ﬁ Please note: Journal entries should he kept in a Duo Tang folder. Please keep

2all entries together. Do not remove reviewsd entries,

3. EASTSIDE PROQJECT CONSENT FORM .

As part of the Eastside Project, each Participant is provided with a consent form
that delineates the raticnale for Eastside Preject and the required conduct,
attendance ang make-up policy. ‘

E‘U‘?‘ ' (7 /ra/

4. CONTACT PERSONS AT EASTSIDE QFFICE-
It is ecritical for students with Eastside Project sites to contact staff
regarding concerns, questions and other issues.

Contact:
d. Shirley Okumura 554-4641
- for questionsg regarding placement, attendance,
other concerns having to do with the site.

iy

e)clo/

b. Rosalie Ledesma 554-5013
~ qQuestions regarding content matter, quality of
teaching at site..,

(ﬂnd. Maria Pinec{q’ HisPanic T}iea{vgf\
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Examples from SCU Syllas,

Dr. Lucia Varona

Why do I use the Eastside Project in Intermediate Spanish?

Research in second language acquisition shows that the attitude a person has towards the
people speaking the language being learned affects the way a second language is acquired. In
addition, in the intermediate level, it is convenient that students get acquainted with different
Spanish speaking styles in order to understand not only the role that grammar plays in a foreign
language but also the sociolinguistics involved in human relations.

L

-ZWW ??45)[%_ (Feject 1

While, the textbook used in our classes provides a the grammatical aspect of language, the
Eastside Project provides an opportunity to learn from the life of Spanish speaking people not
represented in the text books. Moreover, this program helps students see that poverty,
homelessness, and unplanned aging are not the exclusivity of immigrants but rather serious

problems we find in our society today.

How are we going to use the Eastside Project in our Cultural Project in Intermediate
Spanish? : , .

The Eastside Project will be used as another resource to the content of the class as much
as the textbook. We will use the Eastside Project experience in communicative exercises, group
discussions, and as the topic of the Final Oral Presentation to the class. Therefore, the
grammatical content of the class will be translated to real life first only describing what surrounds
us but later expressing our feelings, doubts, emotions, narrating, or describing what has happened

- in the students’ weekly experience in the community, and finally creating something tangible for
the person or the program where each student has been working during the quarter.

. What do I expect from every student in relation to the Eastside Project?

o T expect that every student mll find a program where they will have to work directly with a
Spanish speaking person. This person may be the recipient of the program, the instructor, or
the administrator. The point is that the student will have to use Spanish every time he/she

vigits the site,

o While the student is expected to do what the Eastside program requests, I also require that
every student keep a journal in Spanish in which the student will reflect upon the foilowing

questions: : :



' Etamples from Scu

® The first two weeks every student must describe the program she/he is attending, the
. person or people with whom he/she is working, ' "

® The third and fourth week, students must make a connection between their lives and
the life of the person (people) with whom he/she is working. During this phase, it is
important to find similarities and differences between their lives. It 15 possible that
differences will come a lot easier than similazities. Nevertheless, students must find
similarities as well. , o Y

* The fifth and sixth week in the program, students must reflect upon concrete things
they are learning from this experience. During this time it is important to see what has
every student learned about the Spanish language, and also about themselves and the
world. '

* The seventh and eighth week, every student need to start thinking about a concrete
thing that they can do for the person or the program with whom they have been
working. It is possible that by this time, students will have found many things they
would like to change in the program, or perhaps they have found small things that
might help the person with whom they are working to improve his/her life. During this
time, students must focus on doing whatever they found they could do. In their
journal, I expect to find what they are doing, why they are doing it, and how they feel
about it. '

AT THE END OF THE QUARTER

WRITTEN REPORT

Every student will write a report based on the following phases. This report must be

written in Spanish and will count as your COMPOSITION IV.

Descriptive Phase: What, who, when, where, how? When answering these questions,
 students should make a reference to the Hispanic group that the people with whom they
worked belonged. Most students will be working with Hispanics living in the United States, .
however, it will be necessary to find out how long they have lived in the United States and
how they have been able to keep their language. In this part of the report, students will
comment on linguistic issues such as code switching, code mixing, and regionalisms they have
observed in their participant(s). Students must keep in mind that many times the people with
whom they will be working may or may not know very much about their cultural background.

Personal Interpretive Phase: How similar or different are our lives? How did I feel? How
can I relate what happened in the Eastside program with previous experiences in my own life?

Critical Multicultural Phase: Why are things, like the ones we observed in our Eastside
programs happening? What does langnage have to do with this? How does this affect us as a
community of human beings regardless of our eulture? Who benefits from this situation?
How? and Why?
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e Creative/Transformative Phase: What can we do to change this reality? What would I
change and at which level (personal or social) to improve this situation? What could we do as
a group to help the agency with whom we were working? -

ORAL PRESENTATION:

Every student will find three or more students to form a group with whom they will share
what they have learned from the community. This information rmght come from their personal
journals and written report.

Every group will have 20 minutes to present to the class. Students are encouraged to use
audiovisual aids for their presentation. They are also encouraged to be as creative as they can,
bringing to this presentation all types of art expressions they think they can mcorporate THE
ORAL PRESENTATION MUST BE IN SPANISH

' TIIE STUDENTS’ ROLE AS AUDIENCE OF THE PRESENTATIONS
Srudents presentmg are strongly encouraged to mvolve the rest of the class in thelr

presentation. Every student in the audience must prepare two questions for the presenters
concerning the group’s experiences.

GRADING OF THE CULTURAL PROJECT

8 Journal €ntries ...............ccoiiieiiireaenn e 8
20-minute oral presentation.......... ST 5
Two questions to the presenters....... e 2
Written report will be Comp. IV (5 points)
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PSYC 131: COGNITIVE PSYCHOLOGY l

TOPIC PAPER: You will choose from one of two options:

OPTION_I-THEQRETICAL/RESEARCH:
Discuss recent research in Cognitive Psychology on a topic of your choice (run your topic idea -
by me first). Theoretical/research papers will be based on 8-10 background articles from '
primary sources, selected by the student, along with a minimum of 3 secondary sources (from
rextbooks, chapters, or review articles). Topic papers will be 10-12 type-written pages and will
use APA format.

~

OPTION 2-EXPERIENTIAL/APPLIED/THEORETICAL:

(a) Experiential: participate in one of the selected Eastside placements; (b) Applied: observe
"how" the principles of some aspect of cognitive psychology are important to the activities of
the individuals or groups involved in your Eastside placement (e.g., principles of memory,
atteation, language, problem solving, imagery, pattern recognition, decision making/reasoning);
(c) Theoretical: in your 10-12 page paper, you will discuss the applied aspects of your placement

experience with respect to current coguitive theories related to your topic.

 NOTE: If you would like to work with a "partner” on the paper, I would be willing to
_ entertain this.option IF: you and your partner develop an action plan for the paper that
_clearly describes how you will actively collaborate in all phase of the project [Discuss this

with me before beginning any planning].

paper o)é)‘zéhs +M4//Aa: — mcéy >

PSYC 131: COGNITIVE PSYCHOLOGY Dr. Kahan
Winter, 1996 '

Guidelines for OPTION 2 PAPER
EXPERIENTIAL / APPLIED / THEORETICAL
[Topic + Initial References DUE Tuesday, Febrnary 4]
[final paper due: Tuesday, March 11]

PART I: EXPERIENTIAL

For the first few weeks, "immerse” yourself in the Eastside Placement you have
selected. Get to know the people you are working with on a personal basis. Observe the
situation and how the people relate to the situation and others in the situation. Familiarize
yourself with the major activities of the placement and the challenges faced by the staff and
participants.

PART II: APPLIED

Once you are well "oriented" to your placement, begin to notice the cognitive abilities
that are especially important to the individuals you work with. Are there particular challenges
these people face? For example, is English a second language for them? Are they children in
the process of acquiring language? Are they elderly people experiencing declining memory
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abilities? Keep a placement "journal” for the pext few weeks. In this journal, record your
observations and experiences as they relate to the cognitive abilities and challenges you

witness (be as specific as possible!). As soon as you feel ready,

ability to focus your paper around:
Suggested Major Topics =
Pattern Recognition
Attention :
Short Term Memory
Models of Memory
Mnemonic Techniques

Sensory Memory
Consciousness ,
Long Term Memory
Imagery Processes
Language

'Eia.mpic.s Lrom SCY
f

choose a particular cognitive

prplasmind paper oF

Reading Concept Formation
Problem Solving Cognitive Development
Reascning

Comprehension and Memory for Text

PART III: THEORETICAL
Locate and review background readings related to the topic you have chosen.
Minimum Sources: _
* 4.5 secondary sources (chapter, textbook)
* 4.5 primary sources (e.g., review or empirical articles)

note: Journal articles must be more than 5 pages long to "qualify"
The reference list is typed on a separate page; in APA format)

Students may elect to perform 14 hours of service in the Eastside Proi i

T : ject and submit a summ. aper of five
pages double-spaced d_escnb_mg their observations of the biology of aging. This would replace:lm:y ttﬁz ll}f) page final
paper. Studepts selecting this option must notify instructor by April 8, Once selected this option cannot be
changed. Project must be completed by June 3. (Ed Plonka, Biology of Aging)

One final paper: The final paper (not to exceed 15 pages, typed, double-spaced, and well-written) will be based
on the student’s volunteer work experiences as well as the theories, relevant research, and class-room
discussions. The journal submissions and writing assignments will help the students prepare for the final paper.
The topic chosen should be derived from the student’s volunteer experience. Time will be devoted to methods
of integrating the lessons learned from velunteer experiences, theories, and research. Students are required to
submit a final paper outline for feedback on or before date. A brief outline of the points to be covered in the
final paper will be distributed in advance. (Marilyn Fernandez, Human Services)

Syilat
1
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Topic Paper-2

FORMAT REQUIREMENTS:
Note: You will turn in TWO copies of your paper.

Format: [Use APA format for a Review article; see the APA Publication Manual (1994) 4th
edition, section 1.04 and pp. 271-272]

*Title page [including your name, title of paper, and

institutional affiliation, page number, running head]

*100-150 word abstract

*Reference list [Use APA format]

*Minimum pages= 8, maximum pages= 12 of text (excluding title page, abstract,

and reference section); typed, double spaced, page numbers, running head

*Note: use 1" margins (rather than 1 1/2")

Content:
*Specific topic is up to you! Choose a topic from the list of major topics above;
select a specific topic from those suggested in the enclosed list, or select a specific
topic of your own [run it by me before you launch in, however!] :

* In your actual paper, you will DISCUSS your experiences at the placement with
reference to recent theories related to your chosen topic. After summarizing at least two
theories you wish to contrast, discuss how your observations at the placement are consistent
or inconsistent with each theory. What does each theory do a good job of explaining from
your placement observations? What does each theory have a hard time explaining from your
placement observations? '

*Include an introductory, overview paragraph describing the PURPOSE of the
paper. Also, at the end, include a CONCLUDING paragraph.

*Argue a point or position in your paper [i.e., take a "stance"]

Note: The paper you submit for this assignment must be your original work, in all respects.
In addition, the research for this paper should be original, that is, the paper (or parts thereof)
should not have been submitted for credit in another course. Violation of this requirement
constitutes plagiarism and would result in a minimum of no-credit for the paper.
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Required community learning experience: In order to increase awareness of ethics in daily life and
the role of conscience, relationality and experience in the ethical task, it is expected that each student
will participate in an Eastside Project community placement (or the equivalent). The goal is the
development of the student’s reasoned reflection skills and the engagement by the student of the world
beyond the classroom. Arrangements for Eastside Project sites are made through the Eastside Project
Office. Each student is to inform the instructor of his/her site on January 14th. (Note: Students who
wish to fulfill this assignment through an alternative community program must provide the instructor
with a written description of the program and get the permission of the instructor by Jan. 14th.) Your
signed Community Service Sheet (or a copy) or the approved equivalent must be submitted to the
instructor on March 11th at 2:15 pm in order to receive credit for participation in this portion of the
course and for the final reflection paper. Failure to do so may result in a failing grade for “class
participation” and on the reflection paper due March 11th. ({ Margarei’ MeLean Christian Ethis)

Options for community Based Learning and Active Participation: Both options involve experiential learning
and both options are linked to themes of the course: Language, Culture, and Identity, including Difference, and
Community. These choices help you develop awareness of 2 number of related issues, among them
interpersonal and intercultural communication, the role of language in communication, cultural identity and
dislocation, the problem of stercotypes, respect for self and for others, economic and other histerical problems
involved in immigration, economic, education, and environmental justice issues, including those involved in
migrant farm work, and of our search for common ground, for what can join us in building a just and humane
society, and thus creating community. {Judy Dunbar, Composition II: Honors)

We are all members of this rich and varied urban community yet, too often, our “learning world” becomes
limited to the SCU Campus. Students in this course will be exposed to useful academic resources and
irreplaceable community insights. They will be given an opportunity to become active members of our urban
community, study theories, of urban practice, and reflect on both....Each student in this course is strongly
encouraged to participate in a weekly two-hour academicaily-based community placement. Most placements
will be set up through the staff at the Eastside project. The details of each placement will be negotiated between
the student and the instructor of this course following the advice and guidance of the Eastside project staff and
the staff at the community agency involved. (Jim Fleming, SJ, Urban Education)

Eastside Project Placement: Each student will be required to participate at an Eastside placement site to be
selected from a list approved by the professor as a location related to community health. Participation in an
Eastside placement is worth 5 % of the total grade for the course. (Carol Giancarlo, Community Health Ed.)

The methodology will rely upon an hermeneutic of communal
inveolvement and personal appropriation. There will be three
venues for learning; classroom presentations and discussions, at-
home reading and reflection, and community-based learning experi-
ences will nourish personal reflection and schelarly synthesis.
This will find expression in two minor and two major writing
assignments. The textual sources for our explorations will be
biblical, theological, and spiritual, within the contours of the
Judeo-Christian tradition.

Placement at an Eastside Project or SCCAP service program
promising direct contact with poor or disadvantaged people is
essential to the course. The poor and the marginalized will be
your teachers and your texts as well. Obviously, they are to be

respected and treasured. (fui Fitzgerald, 5T, Faibh, Sustice, a nd Pcder‘t"\{)
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Eastside Placement and Journal :

Although communication is the means by which we learn about ourselves and the social
world in which we live, many of the complexities of communication processes are second-
nature to us and, therefore, surprisingly difficult to study. One goal of your participation in the
East-side placement is to communicate and observe communication in a context that is new and
unfamiliar to you. This context makes complex rituals and practices more interesting, more
transparent, easier to observe and interpret. An Eastside placement (and a journal for
reflecting on your obsersvations and experiences) is a valuable requirement of this course
because it provides an excellent opportunity for you to reflect on the questions that will be
raised in the class. Attached to the syllabus are a list of questions to guide you in preparing
your journal entries, questions that will help you apply the class material to your placement.
You will be required to hand-in your journals twice during the course, but you should be
certain to write-up your thoughts weekly, while the experiences and your impressions are
fresh in your mind.

EASTSIDE JOURNAIL GUIDELINES

The purpose of the Eastside requirement is to provide you an opportunity to reflect on the
process of communication and the rules and rituals that become apparent when we are placed
in new situations. Journal entries should be made after each visit to your placement and
should be no less than one and one-half double spaced typed pages (this is just a guideline -
you can certainly hand write them and take more time, but this should act as a minimum). Do
not anguish about putting your observations into fancy, academic language, but do be explicit
about how course concepts can be applied to your observations and experiences. Questions to
consider in your journal entries:

First entry:

1. Think about what preconceptions you bring about the people you will be working with.
Where did you learn those preconceptions? How were they communicated to you? How did they
influence the way you interacted with the individuals at your placement on your first visit?

Other entries:

2. What role has non-verbal communication played in your visit? Are there certain things that
you believe are not being expressed verbally (due to shyness, not really knowing one another),
but which you are picking up on non-verbally? Are you aware of your own non-verbal :
communication? {You can discuss one particular incident or a regular behavior that you have -
observed.)

3. We have discussed how subjective human communication is and that the process is one of
constant negotiation. Consider an example of a moment or situation at the placement where you
seemed to be cross-communicating with someone ("you thought that she meant that you
meant..."). What might explain the different expressions of the same idea? How did you
ultimately figure it out {or did you?)?

4. If the director of the agency at which yvou worked asked you to do create a public service
announcement to raise money for their organization, what would you tell them must be taken
into consideration about the receivers? Who (or what) would you use as the source of your
message? )

5. Consider the way you communicate verbally when you are at the placement. Are there
certain rules to the conversations you have? Are they different from other conversations?
why? What can you learn about the people you are working with by the way they use
language? What do you think they can learn about you?
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6. Consider the stages of relationships that Ruben sets out in Chapter 10. Can you apply these to
a relationship you have developed in the placement? How did it evolve? Do any of the factors
he lists as influencing patterns of a relationship apply? Do you recognize any of the relational
patterns that he describes in this chapter in your own relationships at the placement?

7. Are there evident groups at your placement? How do they define themselves? What role do
you think they play? Who appears to wield authority and how is that communicated?

8. If possible, observe media use at your placement {or talk to someone about how they use the
media). What functions does it serve for these individuals? Do they have favorite medja?
Shows? Which are they and why? :

9. Your placement has been designed to serve a particular population. Now given that
population, what is your own sense of how they are portrayed by our mass media? Are they?
In what way? Do you believe this could be an important source of information for the larger
population? How could others use these media in the socialization process and what might be
the result?

10. Talk to some of the people at the placement or people who work at the placement. If they
{™ould create a television show, film, magazine, book.... about themselves or the people they work
‘@ith, what would it be like? What would they try to communicate? How would it be different

from what is out there right now?

Final entry:

11. Consider what role communication has played in your experience. How has it helped you to
learn about the people you work with and yourself? Are you more aware of yourself as a
communicator? Has your ideas about the people at the placement changed? How and why? Has
this been a helpful way to study communication for you? '

You are not restricted to these questions (better questions may occur to you) and need not
answer these in number order — address them as they help you organize and interpret your
observations and experiences. Not all questions are relevant to each placement site, which is
why there are more questions than there are weeks at the placement. Some questions may be
combined if you wish. Don't hesitate to ask me for advice if you are puzzled about how to
respond to these questions as the quarter progresses.

‘Students will submit 2 journat assignments (that will be review3ed but not graded) on dates
specified in the syllabus. Students will also have to submit their sign-in sheets from their volunteer
placements along with their final paper.

Research Assignments ’ . ‘ -
(1) Log Book You are required to participate in the East Side project by spending the mimmum

\j§
§ of one hour/week (for 8 weeks) at the Alzheimer Activity Center in San Jose. You will keep a log
\

book of your activities and observations at this placement. Your log book will be colIEcteld
p&riodically‘throughout the course. The log book is worth 20% of your final grade and will be

graded on your effort, insight and ability to relate class material with your oblscrvations. ‘
{fatti Simone , Psychelogy of Aging)

You will be given eight questions for the quarter. These questions should provide
. M opportunity for you to reflect on your Eastside Project experience and apply the
concepts that we are working with in class. I expect to see thorough reflection every
time you answer a question. I want to see that you are engaging the concepts from our
“ course. Go out on a limb. Try out your ideas and theories. Demonstrate that you are
enmeshed in the richness of the concepts of the week. This is your opportunity to roll
up your sleeves and wrestle with the notion of communication theory.
' {Claire C‘.almgnc} ‘Il’\'l'-f ¢ tc Copnm. Prac'ez;ses')
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DEVELOPING A COURSE WITH A
COMMUNITY SERVICE COMPONENT

“There is a lot of work for everyone in this course...few shudents consider the course without some
anticipation of substantial effort. It pays off. No course has generated the sense of achievement
and worthwhile endeavor among students like this one.”

~ Patrick Henry, Ph.D, Assistant Professor of Sociology, Eckerd College

We often create divisions between “curricular work” and “extracurricular activities.”
To suggest that one can lean from the combination of action and analysis is to
challenge traditions in education. We are often told that we should maintain an “aca-
dernic distance” from the subject under study. We are instructed to leave the job of
teaching to “professionals.” The development of community service components for
courses challenges other paradigms, such as the roles of professor and student. Cana
biology professor be expected to teach about hunger in urban communities? What if the
textbook doesn’t correspond with what we experience in our communities? Drawing
experience into education raises questions about how and what we are taught.

ogy in the Community.” In this course, senior psychology majors apply their
psychological training by working a minimum of ten hours per week in a comr
munity agency. Community agencies include mental heaith centers, state
hospitals and the local aicohol and drug abuse commission.

@ g At Wofford College {SC), the Psychology department offers the course “Psychol-

B What are the elements of courses with community service components?
Courses with community service components are taught in a variety of disciplines, with
differing focal points and formats. One element of these courses is community service
placements in community agencies or organizations. These placements may be weekly
commitments of a semester or longer, or one-time community service projects. They may
be optional or mandatory, and may involve group or individual projects.

The inclusion of community service in a course does not mean an exclusion of academic
study. Traditional classroom tools including lectures, discussion, reading, writing, oral
presentations, and other assignments are essential to an understanding of the experience.
Itis through these analytical methods that the areas of identity, experience and context
can be addressed. (See “Common Concepts”, at the beginning of this chapter.) It is the
expression of learning, derived from experience, that is evaluated. The community
service experience remains as a route to learning more about housing policy or children’s
literature, not as an activity for credit.

Community service components are more than “additions” to courses; integrating
community service into a course transforms the course material and the way in which it
is taught. Community service experiences often require facilitation and an adaptation of
standard teaching methods. Keep in mind that the kinds of questions and issues that
arise with a community service component will differ from those in courses that do not
involve direct experience. Flexibility and creativity are essential.

“At times | stand In

of some of th
youths—their determing
tion, their decency, t
goodheértedness, the
sawy. | also notié
many of them a need
discussionandreflectior
a time to stop and cg
sider what they would ik
to be doing, what
are doing, and what the
are having difficulty
ing.”

~ Robert Co

Chapter 5
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as: Business, Socioicgy, Economics, Mathematics, Anthropology, African Ameri-
can Studies, Theater, Education, Urban Studies, Community Health, Psychology,
Linguistics, History, Architecture, Women's Studies, Theology, Chicano Studies,
Geography, English, Pubiic Policy, Political Science, Sign Language, Physical
Educatian, Public Administration, Biology, Asian American Studies, Communica-
tions, Geology, Gernontoiogy, international Relations, Philosophy, Spanish,
American Studies, Religion, and Environmental Studies.

@ g Courses with community service components have been taught in such disciplines

B Why develop a community service component?

The importance of community service components is underscored by the following list of
benefits. Itis important to remember that these are not inherent qualities of community
service components; deliberate steps must be taken to ensure that your project has
positive effects.

For a comprehensive rationale for the integration of education and action, see “Why
Education and Action” in Chapter 2: Education and Action.

Change in education

As the curriculum changes so do perceptions and definitions of education. Atsome
schools, integrating community service into courses is consistent with the educational
philosophy of the institution. In other cases your project will challenge assumptions
about what and how information should be taught.

@ At the University of Minnesota (MN), students enrolled in the course “Recre-
ation and Aging" are required to make five site visits 10 residences for senior
citizens. At each of these sites, students perform services which allow them to
explore the practical applications of their course material

Change in roles

In addition to the changes in the curriculum, integrating community service and the
curriculum often changes the roles that students, faculty, administrators, and the com-
munity play in the educational process. By seeing community members as teachers, and
faculty and students as interactive learners, new possibilities can emerge.

Balance between theory and practice

While the community is nota “laboratory,” we depenrd upon application of our theories
to greater understand our attempts to soive problems. Community service components
may enable students to understand principles of theory through actual “hands-on”
practice. And because the relationship between theory and practice is an interactive,
dynamic one, the development of theory is equally improved through tests of experience.

The Cornell University's {NY} New York City Field Study Program is operated by
@ g their College of Human Ecology. The program offers a semesteriong experience
that involves classroom instruction, internships and community fieldwork. For 3
and a half days each week students work as interns at a NYC-based organizaticn.
Internships range from business to agriculture to reai estate and youth develop-
ment. One day a week the students spend in a seminar corducted by a Comet!

30
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faculty member, and one half of a day participating in a community research
project under the supervision of College faculty members.

W Some options
Community service components of courses can take many forms. The following list
details some of the variables in designing such a course,

» These courses may have community service requirernents (a certain number of hours per week,
a one-time community service project, etc.) These may be co-, pre-, or post- requisites.

Community” was so successful that it led to a campus-wide commitment to fight
illiteracy. Students in his class served three hours a week as literacy tutors and
used the experience as the basis for their writing assignments. With a grant from
the Council for Higher Education of the United Church of Christ, Elon plans to
expand the literacy tutoring compenent to other courses in English, business,
education, social sciences and human services as part of a campus-wide commit-
ment to service and as a way to explore new ways of teaching. Parts of the grant
proposal were written by students from the original course and much of the
impiermentation of the new expansion will rest on the leadership of students.

@ g At Elon College {NC), Dr. Richard Hood's freshman writing course “Writing and

* They may have an opton to do community service in lien of other coursework,

World Hunger: the Problem and Solutions from Local-Level Perspective.” The
course strives “to understand the worldwide ecological, poiitical, and economic
framework of hunger and food production as these are experienced at the local
level.” Students in this course carry cut participant observations involving serving
in a soup kitchen or other food program.

@ g Dartmouth Ceflege (NH), offers the Anthrapology course “The Pelitical Economy of

* They may include a suggested community service option (assisted by the professor,
administrators, or students).

ages his students to become involved in community issues by attaching an
extra sheet to his syllabus. in it he states that, “community involvement can
be a iearning resaource for philosaophy and, in particular, for projects in this
course,” and lists the campus address and phone number of the community
service office,

@ g At the University of Minnesota (MN), philosophy Professor John Wailace encour-

M Taking action

Adding a community service component to a course is more than a simple addition
problem. The course and the community service commitment must always change, in
however big or small ways, to account for this combination. As noted in the “Principles
of Good Practice” (in Chapter 2: Education and Action ) “service, combined with learning,
adds value to each and transforms both.” Perhaps the most challenging aspect of com-
bining education and action is this integration.

Chapter 5
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receive a “C” grade for mastery of basic material. in order to get a “B” grade,
students have the option of completing a community service project in a variety of
local agencies and organizations. Students must write three pages of reflections
on their experience and its relationship to ecoromic systems.

@ At the University of Connecticut (CT), students enrolled in “Economics 1127

Consider your goals

In the midst of forming partnerships and developing a plan it can be easy to lose your
sense of direction. Recall your goals and reevaluate them. What are areas that need
changing? Do your goals seern reasonable in light of what you have learned through
creating partnerships? What do you want participants of the class to learn? What
questions and answers should they take away from the experience? Revise and affirm
your goals in preparation for taking action. Consider your goals for the people who will
participate in the community service component.

science department at Worcester State College (MA), offer courses in which
students provide approximately eight haurs per week of free tax assistance to
the elderly and low-income community members.

@ g The Mathematics department, the Business department, and the Computer-

Take stock

Look around you. Using the knowledge you have gained through researching education
and action on your campus and through creating partnerships, review your situation.
Map out obstacles you will face, and the areas from which you expect support.

Look at yourself. What skills and resources have you developed? What kinds of infor-

mation about education and action are at your disposal? How have your research skills
and ability to work with people improved? Continue the process of educating yourself
throughout this project.

Consequences of Adult llliteracy” spend three hours in & weekly seminar and
six hours tutoring inmates at one of several local prisons. Fifteen professors
from seven departments developed the course, The course was funced by a
grant from the Student Literacy Corps.

@ g At Connecticut College (CT), students enrolled in the course “Origins and

Find some tools or examples

In this book and others, look for examples and tools which will help you develop a
component. Find examples and success stories on your own campus. Look at other
ways of holding discussions about working in the community. Consider adopting
evaluation methods used by other courses.

at a Battered Women's Shelter.” The course addresses prevention strategies
for women, institutional responses, and alternatives for survivors. Students
are required tc provide basic peer ¢counseling, answer crisis calls, and lead
children's playgroups at a local shelter for battered women. The coursen
involves guest lectures, readings, and discussions.

@ g At Oberlin College (OH}, the Experimental College offers the course “Practicum

82

Develop_ing a Course with a Community Service Component




[P S

]

~TAKING ACTION -

Phone. Write. Fax. Modem. Visit.
Make contact with other institutions that offer courses with community service compo-
nents, such as those mentioned in this book. Speak to different people on campus and ask

them for advice and a critical evaluation of the courses.

At many campuses Peace and Sogjal Justice Studies departments offer courses

@ that bridge the Eap between theory and practice. At Fordham University (NY), the
Peace and Justice Studies program has offered such courses as “Action Research
in the Modermn Community” and *Social Justice and City Politics.” At Villanova
University {(PA), the Center far Peace and Justice Education offers traditional
courses and a three-night, nine-hour seminar called a “mini course” that allows
students to discuss contemporary issues.

Focus on course structure
Itis important to be familiar with the structure of the course which your are modifying,
Be sure to understand the goals, curriculum, method of instruction, method of evaluation,

election days. The Speech and Language department offers free testing for
childrer in Rochester area at special clinic offered twice per year. Students,
supervised by their professors, administer the tests. (Campus Compact)

@ g At Nazareth College (NY;, Spanish majers serve as interpreters at the polls on

Focus on the community service program _
Will an existing community service project or program become a component of the
course? Which community members does it inyolye? What do you and members of the

ing, community service. In the spring semester, students are prepared for a
suramer service experience of at ieast four weeks, The college director of service-
learning helps students find summer placement. During the summer, the students
keep journals to document and reflect on their experiences. In the fall semester,
students take a course which emphasizes reflection on their experiences, writing
assignments, and the development of personal philosophies of senvice. The
course focuses on the history of voluntarism, the relationship of culture 1o service,

and the causes of and solutions to social problems. (Campus Compact)

@ g Messiah College (PA) offers a3 two-semester sequence of courses on, and involy-

[ S—
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‘People have become

house builders by building -

houses, harp players by
playing the harp. We grow
to be just by daing things
that are just,”

~ Aristotle

Consider how integration will affect the course

In thinking over how the course will change, consider the topics listed below. Work with
your partners to revise the old and create the new.

* The goals of the course. Are they changed by including a community service project?

Can they still be met, or do others need to be created? How wil] expectations of
students change?

* The method of instruction, Will lecture format work? What about people who want to
discuss personal reflections? Will you need teaching assistants to lead discussion
groups? Do you want to Encourage students to work together on assignments? Con-
sider using site visits to agencies, lectures from the community, and other
instructional techniques. How could You combine different types of instruction?

* The curriculum of the course. Consider how the curriculum of the course will change.
Which readings should be added, and which are obsolete? Which

* The evaluation methods. Are the standards, method, and form of evaluation appropriate

given the changes? Work with partmers to develop evaluation standards and processes
which reflect the changed goals and practice of the course.

For further discussion of evaluation of students work in courses with community
service components, see "Making the Grade” in Chapter 6: A Closer Look.

The Joint Educational Project (JEP) at the University of Southern California
@ g (CA) is an office which works with faculty to develop community service compo-

NEnts o their courses. Qver 80 departments from many different schoois of
the University have participated. For further discussion of this Brogram see
Chapter 7: Course and Program Profiles.

Consider how integration will affect the community service placement
Combining a course and 2 community service project will also change the community

service placement, and the way the individuals perform community service., It

is impor-
tant to consider the following topics:

maodifications in the required time commitment, issues Ufconﬁdentia]ity, and method
of training and orientation may change. Work with YOur partners to redefine the work
agreement with students, faculty, administrators, and the agency.

* The agency's responsiblities to the volunteers. Volunteers are not free. How much time
will it take for the agency to accommodate new volunteers? How much time and

other resources are they willing to devote to the project? What kind of a commitment
do you want from them?
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» The method of service. 1f students are studying community issues they are bound to
consider the kinds of services they are providing. Consider the ways in which the
method of service may be affected by the ideas raised in class. What if the class finds
fault with the kinds of services they are assigned to provide? Try to create ways in
which students can offer advice to the agency and to others involved in community
service.

o Accountability. Who is in charge of the component? What is the process through which
other people can provide input? To whom are faculty, students, administrators, and
community people responsible? With your partners, develop clear systems of commu-
nication and accountability for everyone involved.

o Learning process and outcomes. The kinds of questions students ask of themselves and
others will be different than in the original course or community service project. How
will the kinds of learning be different? How will their personal reaction will be different?

» Logisitics. The best of intentions can be thwarted when there isn’t enough money to renta
van. Make a list of “nitty gritty” elements of your operation (such as funding, time com-
mitments, use of program and department resources), and work through each task with
your partners.

How might your course address guestions of experience, identity, and context?
Wiil students have an opportunity 10 discuss their experiences working as
literacy tutors? Wil they get a chance to identify which values and influences

O led them to be interested in seving their community, or what the ability to read
has meant to them? Will they be asked to investigate the causes and possible
solutions of illiteracy in their community?

take a confiict mediation workshop and then work at the San Diego Mediation
Center as part of the curricutum on naticnal and international dispute resolution.
(Haas Center for Public Service, Stanford University)

@ g At the Political Science Department of San Diego State University (CA) students

Consider roles

Changing a course alters the relationships within the classroom, a shift which can be both
refreshing and frustrating. Asa co-designer of this course and component, you may find
yourself teaching, administering, facilitating, or driving the van. The “text” may no
longer be something held in the hands of the teacher. The agency volunteer coordinator
may be called upon to make in-class presentations, or train a lot of volunteers. Talk to
people to determine what kinds of roles they feel comfortable assuming. Work with
them to develop the kinds of skills and resources they may need to assume those roles.

E For suggestions on how 10 work with people tc develop the kinds of skills and
resources they may need 10 assume different roles, see Chapter 4: Teaming Up.

@ The YMCA at Virginia Polytechnic Institute and Virginia State University (VA) has
developed a course, “Project Home Repair” in which students spend 9 hours
per week working in home repair and visitation projects in local communities,

The course is offered in five departments: Sociology, Appalacian Studies,
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Geography, Family and Child Development, Housing, Interior Design, and
Management. The suggested reading lists vary by department, and students
are responsible for attending at least 12 two-hour seminars which address
such topics as Appalachian culture, economic and policy issues in the commu-
nity, and rural gerontology. Students keep a journal, present two oral repors,
attend conferences with the department sponsor, and complete a self-
evaluation. The sponsoring agency also evaluates each student.

Strike a balance

In some courses the community service component occupies a lot of time both in actual
work and in class discussion and assignments. In others the reading and other parts of
the course are primary, the experience secondary. You will have to balance interests, for
instance, of an agency which requires a hefty time commitment, a professor who de-
mands extensive reading and writing, and a class full of biology majors who are simulta-
neously writing medical school applications. You will be required to perform a delicate
balancing act.

Mow do your ptans include concepts of cultural difference? What kinds of
) communities will you work in? Are the cultures of those communities repre-
| sented in the course syllabus? s there space for students’ discussion of
multicultural issues? of different definitions of service? See the section,
“Multicultural Education and Community Service” in Chapter 6: A Closer Look
for further discussion of this topic. See also the examples of University of
California, Los Angeles, and California State University, Hayward in this chapter.

and Asian Pacific Communities” prepares students for community work “by
exploring contemporary issues facing Asian Pacific communrities and various
field studies technigues, such as conducting interviews, data collection ang
anaiysis, social surveys, and participant observation.” Students work in smatl
groups to write term papers on Asian-American communities of their choice.
The term paper includes a demographic analysis, a survey of community
organizations and institutions, and an assessment of the community's sacic-
economic or cultural needs.

@ g At the University of California at Los Angetes (CA}, the course "Fieid Studies

Keep it simple

You may want to begin by making community service an option for the course, or
working with only a few people in the class for one term. In any case, don't bite off more
than you can chew; you may do more harm than good to your partners. If you feel
you're getting in over your head, stop, take stock of your position, and re-strategize.

After your praoject is completed, consider your personal goais. Find your
=) personal mission statement and refamitiarize yourself with your initial goals.
I Consider writing an evaluation of your experience based on your personal goal
statement. Consider the following questions:
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Did | fuifill my personal objectives? why or why not?

How did my relationships with my partners change during this project?
How do my current goals compare to my originat goals?

What did | learn about myseif?

What did | learn about education? ahout action? about combining educa-
tion and action?

Baily, Abraham. “Developing a Curriculum for a Credit Course on
Volunteerism.” Synergist, Spring 1975, Vol. 4, No. 1.

Fisher, Gerilyn and Reuben, Elaine. ed. The Women's Studies Service
Learning Handbook: From the Classroom to the Community. University
of Maryland, College Park: The National Women's Studies Association,
1981.

Nugent, Tory. Setting a New Course. National Student Campaign Against
Hunger and Homelessness, 1890.

Stanton, Timothy. Integrating Public Service with Academic Study: the
Facuity Role. Providence, Rl: Campus Compact, 1990.
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PRINCIPLES OF GOOD PRACTICE
IN COMBINING SERVICE AND LEARNING

_I-he following section is excerpted, with permission, from the Johnson Foundation’s
1989 special report, “Principles of Good Practice in Combining Service and Leamning,”
a compilation of advice from hundreds of organizations and practitioners who saw the
need for a common set of guidelines. Copies of the report are available from the Johnson
Foundation, Racine, W1, 53401-0547, {(414) 681-3344,

The Principles of Good Practice in Combining Service and Learning represent twenty years of
accumulated wisdom in uniting education and action. They should be used both as
guidelines and as a springboard for further discussion. As general principles, they must
be adapted to suit your specific situation. Consider these principles both as they relate to
your current community service programs and while you plan. Are these principles
consistent with the operations of your community service program? Do they address
what you see as important issues in uniting education and action? Try to develop your
own principles of good practice for combining education and action.

B Preamble

We are a nation founded upon active citizenship and participation in community life. We have
always believed that individuals can and should serve. It is crucial that service toward the
common good be combined with reflective learning to assure that service programs of high quality
can be created and sustained over time, and to help individuals appreciate how service can be a
significant and ongoing part of life. Service, combined with learning, adds value to each and
transforms both. Those who serve and those who are served are thus able to develop the informed
judgment, imagination and skills that lead to a greater capacity to contribute to the common good.
The Principles that follow are a statement of what we believe are essential components of good
practice. We invite you to use Hrem in the context of your particular needs and purposes.

W The principles |

1. An effective program engages people in responsible and challenging actions for the
common good.

Participants in programs combining service and learning should engage in tasks that
they and society recognize as important. These actions should require reaching beyond
one’s range of previous knowledge or experience. Active participation - not merely
being a spectator or visitor - requires accountability for one’s actions, involves the right to
take risks, and gives participants the opportunity to experience the consequences of those
actions for others and for themselves.

2. An effective program provides structured opportunities for people to reflect critically
on their service experience.

The service experience alone does not insure that either significant learning or effective
service will occur. Itis important that programs build in structured opportunities for
participants to think about their experience and what they have learned. Through
discussions with others and individual reflection on moral questions and relevant issues,
participants can develop a better sense of social responsibility, advocacy and active
citizenship. This reflective component allows for personal growth and is most useful
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when it is intentional, continuous throughout the experience, and when opportunity for
feedback is provided. Ideally, feedback will come from those persons being served as
well as from peers and program leaders.

3. An effective program articulates clear service and learning goals for everyone
involved.

From the outset of the project, participants and service recipients alike must have a clear
sense of: 1) what is to be accomplished and 2) what is to be learned. These service and
learning goals must be agreed upon through negotiations with all parties and in the
context of the traditions and cultures of the local community. These goals should reflect
the creative and imaginative input of those providing the service as well as those receiv-
ing it. Attention to this important factor of mutuality in the service-learning exchange
protects the “service” from becoming patronizing charity.

4. An effective program allows for those with needs to define those needs.

The actual recipients of service, as well as the community groups and constituencies to
which they belong, must have the primary role in defining their own service needs.
Community service programs, government agencies and private organizations can also
be helpful in defining what service tasks are needed and when and how these tasks
should be performed. This collaboration to define needs will insure that service by
participants will: 1) not take jobs from the local community and 2) involve tasks that will
otherwise go undone.

5. An effective program clarifies the responsibilities of each person and organization
involved. :

Several parties are potentially involved in any service and learning program: participants
(students and teachers, volunteers of all ages), community leaders, service supervisors
and sponsoring organizations, as well as those individuals and groups receiving the
services. It is important to clarify roles and responsibilities of these parties through a
negotiation process as the program is being developed. This negotiation should include
identifying and assigning responsibility for tasks being done, while acknowledging the
values and principles important to all the parties involved.

6. An effective program matches service providers and service needs through a pro-
cess that recognizes changing circumstances.

Because people are often changed by the service and learning experience, effective
programs must build in opportunities for continuous feedback about the changing
service needs and growing service skills of those involved. Ideally, participation in the
service partnership affects personal development in areas such as intellect, ethics, cross-
cultural understanding, empathy, leadership and citizenship. In effective service and
learning programs, the relationships among groups and individuals are dynamic and
often create dilemmas. Such dilemmas may lead to unintended outcomes. They can
require recognizing and dealing with differences.

7. An effective program expects genuine, active and sustained organizational commit-
ment.

In order for a program to be effective, it must have a strong, ongoing commitment from
both the sponsoring and the recelving organizations. Ideally, this commitment will take
many forms, including reference to both service and learning in the organization’s
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mission statement. Effective programs must receive administrative support, become line
items in the organization’s budget, be allocated appropriate physical space, equipment
and transportation, and allow for scheduled release time for participants and program
leaders. In schools, the most effective service and learning programs are linked to the
curriculum and require that faculty become committed to combining service and learning
as a valid part of teaching.

8. An effective program includes training, supervision, monitoring, support, recognition
and evaluation to meet service and learning goals.

The most effective service and learning programs are sensitive to the importance of
training, supervision and monitoring of progress throughout the program. Thisisa
reciprocal responsibility and requires open communication between those offering and
those receiving the service. In partnership, sponsoring and receiving organizations
should recognize the value of service through appropriate celebrations, awards and
public acknowledgement of individual and group service. Planned, formalized and
ongoing evaluation of service and learning projects should be a part of every program
and should involve all participants.

9. An effective program insures that the time commitment for service and learning is
flexible, appropriate and in the best interests of alf involved.

In order to be useful to all parties involved, some service activities require longer partici-
pation and/or a greater time commitment than others. The length of the experience and
the amount of time required are determined by the service tasks involved and should be
negotiated by all the parties. Sometimes a program can do more harm than good if a
project is abandoned after too short a time or given too little attention. Where appropri-
ate, a carefully planned succession or combination of participants can provide the
continuity of service needed.

10. An effective program is committed to program participation by and with diverse
populations. '

A good service and learning program promotes access and removes disincentives and
barriers to participation. Those responsible for participation in a program should make
every effort to include and make welcome people from differing ethnic, racial and
religious backgrounds, as well as those of varied ages, genders, economic levels, and
those with disabilities. Less obvious, but very important, is the need for sensitivity to
other barriers, such as lack of transportation; family, work and school responsibilities;
concern for personal safety; or uncertainty about one’s ability to make a contribution.
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194 PART I: PRACTICAL ISSUES AND IDEAS: FACULTY

Infusing Service-Learning
into the Curriculum

Barry Fenstermacher

Edited for the National Center for Service-Learning, ACTION,
by Barry Fenstermacher from Dobbs Ferry, New York, as part of
“Curriculum-Related Volunteer Service,” a concise guide that
is one of 14 in a series from NCSL now available from the
National Society for Internships and Experiential Education,
3509 Haworth Drive, Suite 207, Raleigh, NC 27609.

MANY COMMUNITY SERVICE PROGRAMS in high schools and
colleges begin as extra-curricular activities designed primarily to
provide community service and good will for the schools or colleges
involved. As these program grow, coordinators often discover
ways to meet community needs on a more consistent basis. They
also become increasingly aware of the educational benefits inherent
in community service. When teachers, program coordinators, and
agency personnel cooperate to combine learning and community
service in the same activity, many new opportunitics emerge for
students, institutions, and the community.

In these days of increasing concern about educational quality,
educators want to be sure that traditional course offerings continue
to cover all required material. Some are rightly critical of innova-
tions that might lower quality or standards by reducing class time
devoted to basic skills and other essential learning. Yet, classroom
teachers and administrators have long been aware of, and commit-
ted to, certain types of experiential education that solidify and
reinforce work presented in the classroom.

A Development Process

The success of “infusing” service-learning into a high school or
college curriculum depends primarily on the ability of teachers,
service-learning coordinators, and agency staff to work coopera-

National Society for Internships and Experiential Education
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tively on the process described below. Any member of this team can
initiate the process; however, the beginning stages rely primarily on
the special abilities of teachers or other educators, while the latter
stages depend mostly on the skills of the community-based agency
staff. Keep in mind that the goal is to blend service and learning goals
and activities in such a way that the two reinforce each other and produce
a greater impact that either could produce alone.

~ 1. Examine the educational goals and objectives of the class or

academic department involved. Identify specifically what stu-
dents are required to learn: the knowledge, skills, understand-
ings, or attitudes listed as course or curriculum goals.

2. Identify one or more specific concepts, objectives, or skills, the
achieverment of which could be enhanced, reinforced, or other-
wise developed through participation in the community service
activities.

3. Write one or more learning objectives that describes the desired
outcome or impact on the students of a combined service-and-
learning experience.

4. Describe in detail the activities that service-learning students
might undertake, both in the classroom and in the community,
to achieve the objectives listed in Step 3.

5. Design an evaluation procedure to measure student achieve-
ment of these objectives. Possibilities include written or oral
exams, papers, interviews, questionnaires, observations, skill
assessments, or other indicators of learning. (Sce the chapters of
this resource book on assessing students’ learning.)

6. Select the most appropriate activities from Step 4 above; if there
are several, arrange them into a logical teaching order to fit the
course outline.

7. Find or develop community service placements that will pro-
vide students with the activities or experiences listed in Step 6.
Keep in mind the need to enable students to achieve the service
and learning goals established above.

8. Develop a detailed teaching strategy for the course that includes
both classroom and community service activities. These will
probably include corientation to community service, specific job
training, and on-site supervision.

9. Decide who will be responsible for each aspect of the overall
service-and-learning experience, Assign appropriate tasks to
the teacher, service-learning coordinator, agency personnel, on-
site supervisor, and other participants.

10. Design student contracts, reference sheets, attendance records,
supervision forms, and other materials required to define,
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monitor, and evaluate the project in both its learning and sery-
ice aspects. Distribyte these to the appropriate parties along
with instructions for their use,

Program Examples

The two examples presented here, although very different, illus-
trate how teachers, service-learning coordina tors, and agency offi-
cials can work together to create efficient and effective programs
that combine curriculum-related learning and community or public
service.

Case 1: The Department of Gerontology in a large, rescarch-
oriented university requires an “Introdaction to Gcronlolngy"
course for all first-year graduate students. Although successful in
traditional ways, the course has recently boen “Iinfused” with a
coOmmunity service requirement in order to meet one of the major
course objectives more successfully, The learning goal for the Geron-
tology students is to acquire a deeper understanding of the prob-
lems encountered by home-bound elderly citizens, The service-
learning activity through which students are to achicve this goalisa
series of weekly visits with home-bound Seniors, to provide friend-
ship and personal contact, to identify medical or other needs, and to
locate services in the community that can mect the needs of these
citizens. This course has been designed in Cooperation with the
university’s Office of Service-Learning, which also assigns and
trains visitor teams, monitors thejr activities, and provides ongoing
evaluation for use by course instructors.

Case 2: The high school art department in a medium-sized city
recently sponsored student tours of the Tocal art muscum. In the
course of these visits, Latino students cxpressed interest in leading
tours of young Lating students, with an emphasis on viewing the
excellent collection of paintings by Latino artists. They agreed to

Preparing to lead tours of younger children a year hence, however,
the high school students felt that it would enhance their project if
the identification $igns near cach painting were written in Spanish
aswell as in English. They agreed to translate the existing signsand
to add a small amount of information to them if the museum would

INFUSING SERVICE-LEARNING INTO TIIE CURRICULUM 197

pay for the sipns. This was agreed to, and the signs now benefit both
young and aduly Spanish-spoaking visitors lo the muscum, The
learning goal for the high school students was to become familigr
with the feading Spanish painters, their lives and works.  The
service-learning actipities which reinforced and extended this learn-
ing was the rescarch, writing, and. production of the signs, and the
leading of tours of Latino children.

Other Ccxamples of curriculum-related community service in-
clude:

* A high-school Ecology class learning to take and analyze
water samples from the Jocal river, offering the results to the town’s
Water Department, furnishing written reports of their findings to
industrics located on the river, preparing an article for the local
newspaper and radio stakion, and surveying community attitudeg
on related ccological issues,

* College bi-lingual students teaching English o newly-
arrived refugees.

* High school seeretarial students teaching elderly citizens to
operate duplica ting machines and to lay outa newslottor s0 they can
publish a periodical devoted to issues related to aging.

* University students helping mentally retarded citizens in a
group home to dress themsclves and to use public transportation.
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Chapter 7

COMMUNITY SERVICE WRITING IN AN
ADVANCED COMPOSITION CLASS

Karis Crawford

Background of Practical English

Practical English, as it was originally developed in the mid-1980s at the
University of Michigan, was a2 workshop simulating a business or professional
environment by means of extensive peer evaluation, student consensus on
writing assignments, and, most prominently, a corporate project devised and
executed by the class as a whole (Rabkin & Smith, 1990). Each of these elements
of the course was interlocked through a complex syllabus, with direction from
the instructor but with considerable input from the workshop members.

Peer evaluation was carried out primarily in four-student editing groups,
assigned by the instructor at the beginning of the teom with regard for balance
of gender and race. Members of each group learned to edit their own writing-
-an ultimate goal of the course—by editing the writing of their peers, with the
instructor monitoring the progressive revision of each assignment. In my
management of Practical English, student editors strengthened their grammati-
cal expertise each week from my brief interactive lectures. Material started out
simple (comma rules, common pronoun errors) anc gradually required more
critical thought (patterns of development, sentence variety, transitions).

Writing assignments were varied to simulate’ the muitiplicity of writing
modes that students might encounter in life beyond college, and students
worked on assignments of different length simultaneously. For example, I set
up ideas for letters to the editor or letters to public officials by playing a
videotape of a controversial segment from a recent television newsmagazine
progrant. Students could adopt the persona of any of the people involved in
the controversy or they could voice the concern of an isate citizen of their own
description. We did memos, press releases, process descriptions, and prospec-
tuses in a similar fashion, always reaching consensus in class on the purpose,
audience, and length of each assignment.

A key ser of four assignments centered on rotating formats: the four
members of each editing group attended an event together. Then one member
wrote a 250-word summary, one wrote a 60-second radio commercial, one
wrote a 500-word newspaper review, and one wrote a 1000-word critical
analysis. For the second event, the assignment rotated, so that afier four events
each member had cycled through all formats. As the instructor, I set the events
(Let's Go to Dinner, Lets Go to a Movie, for example), but the studenis were




free to pick their venue and accommodate their schedules. In peer editing this
set of assignments, we often regrouped the class so that all the summary wiiters
edited each other’s summaries, all the commercial writers edited each other's
commercials, and so forth (Rabkin & Smith, 1990). .

The corporate project was the term-long assignment, and the tenets of the
course required that it include everyone in the class, involve substantial writing
and speaking, and address some social need outside the classroom. This project
went beyond editing-group boundaries and was totally open to class decision;
I wrned over all debate to the students themselves. With varying levels of
commitment and of success, sections in different terms chose a wide range of
corporate projects: a booklet of interviews with senior citizens, a muiticultural
fair for elementary students, a newsletter for Michigan troops stationed with
Operation Desert Storm, a drug-abuse education program for middle-school
youth. Between the corporate project and the series of overlapping assignments
throughout the term, each student produced finished prose of about 25 to 30
pages, not including mandated drafts,

Fraught a number of highly successful sections of Practical English in this
form between 1988 and 1992, attracting primarily seniors. These students,
drawn from many depariments, needed to fulfill an upper-level writing
requirement and wanted to gain skills for the workplace. Clearly, Practical
English, even in its original form, accomplished many of the goals of service-
learning by empowering students to direct their own education and by basing
that education in the world outside the university. The course was very popular
and became known on campus as an excellent path 1o writing improvement,

Problems with Practical English

Frequently during these years of Practical English some members of each
class would propose specific community service as a corporate project only 1o
be voted down by students intent on producing an independent creation. For
instance, a proposal to write 4 booklet on handicap accessibility needed by the
campus Services for Students with Disabilities lost narrowly one term. In
another term a student’s idea of leading touss and writing brochures for a local
muscum was defeated, As successive classes of Practical English opted for
innovative projects, finding a totally new one became more difficult for
students.

In addition, although the course received high marks in standardized
evahiations (consistently above 75th percentile), students regularly made two
complaints. First, the fundraising imposed by the costs of printing and
distributing written materials or producing programs was burdensome. Almost
all students had participated in fundraising for extracurricular organizations on
campus and wanted their advanced composition course to be directed more
toward writing. Second, the inevitable haggling over the choice and execution
of a project conducted by up to 40 people could get exasperating, In lively
classroom interchanges, I always pointed out the utlity of such group
experience for the workplace. Students accepted this argument but still
repeatedly found the level of uncertainty and of bickering too high.

The Role of the Office of Community Service Learning

In 1992, when I was seeking alternatives for a corporate project, the work
of the Office of Community Service Learning at the University of Michigan came
to my attention. Though this office knew of no individual local agency needing
the writing skills of the 30 to 40 students in a section of Practical English, the
staff were able to formulate a list of 12 community service agencies that had
writing needs and from which small groups within a Practical English section
could choose. These agencies, all near campus or on the city bus line, included
the county child care network, a tutoring program, two teen crisis centers, a
shelter for battered women, the state Department of Social Services, the local
chapter of the American Red Cross, a network for Jow-income youth, a prisoner
reintegration agency, an anti-racist education office, and an agency for women
re-cnlering the job force in midlife.

The Office of Community Service Learning provided a brief description of
the written work needed at each agency as well as the name and number of
a person who had agreed to serve as liaison. These established agencies, it
should be noted, deal with clear-cut social needs in the community and are not
significantly oriented toward student internships in writing. But because
students would not be doing their writing assignments at the agency sites, less
agency supervision would be required than with some other forms of service-
learning. The situation was nearly ideal for a first run ar community service
learning for an advanced writing course.

A Study of the Effects of Service-Learning

In the first term that  tried community service learning, T was reaching two
sections of Practical English and decided 1o investigate whether writing as
service-learning enhanced the level of academic engagement amongst my
students. The syllabi of the two sections I studied were identical in content
except that the control section did a standard self-initiated independent
corporate project and the experimental section was broken up into small groups
to write for nonprofit agencies, There were 32 students in the control group and
30 in the experimental group.

In both sections the students followed the curriculum described above.
They completed the demanding series of classroom assignments, including
writing memos, letters, critical analyses, reviews, summaries, press releases, and
other forms commonly used in business and professional life. Also in both
sections, students participated in class sessions on techniques for writing
improvement and worked with four-person editing groups for intensive
revision and peer evaluation.

In the controf section | asked each student to come up with a proposal for
& whole-class corporate project. Students then narrowed down proposals in
their editing groups and eventually settled on one class project: a booklet on
campus life targeted at first-year students, Unable to agree on one subject for
this booklet, the class decided to be all-inclusive, dividing themselves up into
committees by interest to research and write segments on restaurants and ni ght
spots in town, housing possibilities, computer and library resources, campus
organizations, medical and dental services, and museums and theaters.




For the experimental section the four-person editing group also served as
the community project group, and each editing group wrote a proposat bidding
on the agency the members preferred. The class then decided to run a lottery
to see which editing group would be assigned to which agency. There was
some shifting and tracling, but at the end of class each editing group had a
community project from the list. The agencies required several different kinds
of writing, including brochures, newsletters, grant proposals, and letters to
potential donors.

The structure was well suited for outcomes comparison. Students in both
sections had the same instructor, the same syllabus of assignments, and the
same method of determining grades—primarily by student peer evaluation. The
student demographics of the two sections were very similar. The only difference
between the sections was the nature of the outside writing project.

Results of the Study

With the assistance of the University's Center for Research on Learning and
Teaching and the Office of Community Service Learning, 1 modified the
standard machine-read questionnaire used for course evaluation so that it
focused more on service-learning issues. I found that student ratings of the
course and of the instructor were nearly identical in the two sections (both about
90th percentile) but that, statistically, the students who did service-learning
writing projects had significantly higher ratings for the following items:

Class meetings are stimulating and informative

I create my own learning experiences in connection with the course
I {earned to tailor my writing to demands of external groups

I can now apply academic learning to real world situations

Written assignments make students think

1 reconsidered many of my former attitudes

I developed greater awareness of societal problems

I became interested in community projects related to the course

It is noteworthy that the median scores for 18 of the 20 items favored the
community service writing group. :

Another measure of the effectiveness of the service-learning writing
projects was the grades, which were assigned mainly on the basis of peer
assessment. The average grade for the two sections was virtually the same—
just below B+, Service-learning students' learning about writing did not suffer
because they happened to be involved in writing for community agencies.

In written evaluations the majority of students were enthusiastic about

service-learning:

‘I was glad that Prof. Crawford saw the importance of
implementing community service learning as a part of English
329. I bave since become quite involved in other aspects of
volunteerism at the agency.”

“The community profect wes good for leadership skills, insight
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"Please continue the community service projects. Some may do
this afier the term ends.”

“Stuclents are constantly being asked to use their minds rather
than letting the professor do their thinking for them.”

“The community project belped us utilize ourcollective writing
skills arid styles,”

Problems with Community Service Writing

' The experimental section, though generally satisfied by their service-
learning, also had frustrations;

* One of the eight editing groups reported having great difficulty getting
in touch with the contact persons at the community agency. A month
into the term, they asked for permission to work on an alternate service-
learning project: editing an endangered species update brochure that
a group member knew about. The class and  approved, and this editing
group's booklet of interviews with professionals around the counay in
natural resources was submitted to the University of Michigan’s School
of Natural Resources.

* Asecond group never was able to gather adequate material for a social
service agency brochure because of the director’s very busy schedule.
This group finally did a mock-up based on what information they had,
leaving space for the agency to add information. We discussed in class
the consequences of poor communication and the lack of perfection in
many work situations. ’

* Another editing group’s contact person at a health agency gave the
students instructions for writing flyers only to discover that her
supervisor would not 2approve the format of the completed work. Two-
thirds of the way through the term, this editing group had to start again,
but they did rewrite the flyers 1o the agency supervisor's satisfaction.

*» The group that worked with an anti-racist center on campus found that
some of the political views expressed by the center were more radical
than their own. The material they submitted was edited by staff at the
center, but the final brochure was acceptable to both the center and the
students. The students learned that even well-written material can be
altered by the boss, and they defined the line that they would not cross
in maintaining their personal beliefs,

* Two groups complained that there was unequal distribution of work.
This problem, which is endemic to any multi-learner classroom project
that encourages independence, was discussed in class and in my office.




{ encouraged students to confront the issue squarely in their groups, and
1 assured them that T knew who was slacking and who was working,
My undocumentable impression is that slacking occurs less in small-
group community service learning than in a whole-class corporaie
project.

o After the term, 1 discovered that two groups (which had created
attractive brochures for a child care network and a teen crisis center,
respectively) had failed to submit their final product to the community
agency, even though they had submitted copies to me for course credit.
I had to do some fast phoning and delivering (o ensufe that future
service-learners would be welcome at these sites.

Refining the Service-Learning Guidelines

I was delighted by the student response to setvice-learning and believed
that the problems were solvable with some minor adjustments. Because I saw
service-learning as a highly effective means of teaching advanced writing and
of preparing students for their lifetime roles in society, 1 made writing for
nonprofit agencies 2 standard feature of my Practical English course, totally
replacing the corporate project model. I learned several lessons from my first
try at service-learming:

1. Flexibility in agency assignment makes everyone happier.

Since the most successful service-learning projects that came out of the
comparison erm were generated by editing groups that inclucled a student who
was previously a volunteer for that agency, 1 now allow students to group
thermselves as they choose for community service writing. 1 set the number of
students at any one agency between two and six and present the list of
preapproved agencies, giving a summary of the mission and writing needs of
each. I also open up discussion about other agencies for which students may
already do volunteer work, and then allow some class time for small-group
meetings and for organizing groups by name on the blackboard. One student
last term, for instance, knew that the county Council on Aging needed resource
list updates. Another student had a relative at an international relief agency that
needed volunteers to write grant proposals.

This process of choosing agencies may take part of two or even three class
sessions, but 1 find that it is worth the time. When I allow students to group
themselves by interest, there is much more enthusinsm about doing a good job.
I still assign students to four-person groups for editing, but the community
project groups are not identical with these (though they certainly may overlap).
Smudents have, therefore, an assigned set of peers for editing of weekly
assignments phus a seif-selected set of peers for the community project. They
can get writing feecdback from both sets, as well as from the instructor—an

arrangement that simulates in many ways the diverse groupings they might

encounter in the workplace.

2. Accountability is essential.

1 now hand out the following questions (Sigmon, 1990) to fix in students’
minds the responsibilities borne by each partner in community service learning:
2. Who initiates the task to be addressed?
b. Who defines the task?
¢. Who approves the methods used in doing the task?
d. Who monitors the daily or weekly task activities?
" To whom is the server responsible in the community or agency?
Who determines when the task is completed satisfactorily?
_Who benefits if the task is done well?
“Who decicles that a server doing a task should be withdrawn from the
work?
. i Who owns the final product of a server's work with the community or
agency?

a7}
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In our class there could be one of seven answerts to each of these questions:

« The service-learner (student in Practical English)
= The faculty member

» Office of Community Service Learning

« Staff members at the chosen community agency
« The director of the chosen community agency

« Those served by the agency; the community

» Other

In discussing these ¢uestions and answers in class, students need to be
reminded that service-learning goes two wiys: the agency gets writing done
and students learn how to do that writing, When students themselves in their
community project groups decide on accountability, they feel more bound to
complete their service. They also move away from the notion that the agency
contact is supposed to guide them each step of the way.

3. Progress reports keep studernis on irack and keep them thinking.

In the comparison term, the first time T used service-learning, [ did require
occasional oral reports in class plus a written midierm report and a final portfolio
of all materials produced from both the control and the experimental sections.
As many experienced service-learning educators have found, however, the
roftective element is what promotes leaming und, eventually, civic responsibil-
ity in service-learning programs (Newmann, 1989). Students need to talk and
write about ‘the mission of each agency and about how the student work
contributes. I now require a detailed timeline for community project work as
soon as exch group has made an initial contact. The student groups, in
consultation with the agency, determine their parameters, From seeing the
timelines, 1 can suggest refinements in content of length of the writing
proposed. We then have mandatory weekly oral reports in class, a written
midterm progress report, and a final portfolio.

When [ presented in class the problem of final community projects not
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adopted the plan they came up with. Each group prepares a lettér to its agency,
giving my phone number and asking if the writing agreed upon has been
completed satisfactorily and submitted; T then muil these Jetters to the agencies
near the end of the term. Students’ grade reports are withheld if I receive u call
from the agency that the written work was incomplete or unsatisfactory.

An Instructor’s View of Community Service Writing

Service-learning has reinvigorated my teaching of Practical English. I was
convinced long ago of the value of assigning writing that replicates the writing
students would have to produce in business or professional life; the previous
corporate-project model accomplished this. But when students write materials
that will actually be used by the agency they are working with, they are much
more careful than they are with a booklet of limited distribution or a skit with
a limited audience. They find themselves seriously considering issues of tone
or reading level as these relate to the language chosen for a brochure or letter.
They attend more to grammar and mechanics of presentation. They also have,
for their job-hunting portfolios, impressive materials that are in circulation. In
the Winter Term of 1993, for example, my Practical English students procucedt:

* A donation brochure for the tocul chapter of the American Red Cross

* A volunteer recruitent pamphilet for a shelter for battered women

* A series of donation letters for a crack cocaine rehabilitation center for

women and their children

A publicity campaign for a children’s hospital

A history of a center for troubled teens

A grant proposal for a hunger relief agency

A legislative newsletter for the county child care network

A series of brochures on community resources for the local Council on

Aging

* A volunteer recruitment pamphlet for the state Department of Social
Services

Studlents who have been accustomed to having the rules of each term.
paperspelled out for them suddenly find themselves figuring out, collaboratively,
how to condense seven pamphlets on different types of donations into one
simple pamphlet or how to organize information on current legislation at the
national, state, and local levels into a comprehensible series of articles for a
newsletter. Although the previous corporate-project model for Practical English
sometimes also required such initiative, service-learning projects have the
added accountability factor: what the students decide must be acceptable to the
agency, not just to the students themselves or to the instructor., § insist that they
try a draft before coming to me for help, and, indeed, most students relish the
independence and the chance to integrate skills from other courses—market-
ing, sociology, ant, journalism, organizational behavior,

The vast computer resources of the University of Michigan allow my
students to produce high-quality brochures, newsletters, and flyers that some
nonprofit community agencies could never afford otherwise. Agencies are
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of prototype letters, for example, can be created on disks that an agency’s
computer accepts, so that the writing can be accessed long after the service-
learning term ends.

Although situations have varied, most agencies have invested a minimal
amount of time each term (two to five hours) explaining their needs to students
and have received, I believe, a reasonable amount of writing work from
students in return. As agencies build up a trust of Practical English students from
several terms of service-leaming contact, liaison should be easier.

Service-learning students become aware of the load that nonprofit
community agencies bear. They perceive quickly that they cannot expect the
agency contact to coddle them through their assignment. They sometimes get
deadlines shifted from under them or requirements changed. These are the
situations that students will find in the workplace. Despite the inevitable
frustrations, one of my service-learning students found his experience writing
letters for a women’s shelter so rewarding that he now wants to start a
movement on campus to make a service-learning course or project mandatory
for graduation. We'll see what comes of that idea. Meanwhile, my sections of
Practical English have become even more practical.




Book Review

by M. Katie Egart

Successful Service-Learning Programs
New Models of Excellence in Higher Education

edited by Edward Zlotkowski

Bolton, MA: Anker Publishing Company, Inc. 1998. Pp. 231. $35.95 ISBN 1-882982-16-9

-This collection of program portraits by ad-
ministrators of service-learning programs
in higher education is a well-written survey
of strong institutionally supported service-
learning programs. Ed Zlotkowski, Found-
ing Director of the Bentley Cellege Serv-
ice-Leaming Project, selected ten programs
which include a diverse range of institu-
tions including two small liberal arts col-
leges {Augshburg College, Bates College),
a pre-professional school (Bentley), a his-
torically Black institution (North Carolina
Central University), two religicusly affili-
ated schools (Providence College, Santa
Clara University), a community college
(Brevard Community College), two re-
search oriented urban institutions (Univer-
sity of Pennsyivania, Portland State Uni-
versity). and a state institution (University
of Utah). Though titled “successful pro-
grams.” the criteria for rating a program a
success is not clear. What appears to be
cominon anong these programs is the high
level of conimitment from the institution to
support service-learning. The editor states
that “institutional relevance, academic in-
tegrity. and adequate faculty support” (p.
11} are the key measures tc successful in-
stitutionalization of service-learning pro-
grams. Though these are clearly some of
the critical elements of a successful serv-
ice-lezaming program. I would hesitate to
“deem a program successful based only on
these factors. This perspective is “academe-
centric.” if you will, as it leaves out com-
munity and student input (how are the stu-
dents/community involved in the design,
administration, and evaluation of the pro-
gram?) and educationa! outcomes for both
the communities and the students. Is it the
same thing to say that a program is institu-
tionalized successfully and that it is a suc-
cess educationally? One would hope they
are the same, but this aspect of success is
not addressed directly. Zlotkowski sees
service-learning as the most promising path
to educational renewal, a renewal charac-

terized by a radical shift in the way that
education is practiced and in the way
knowledge is acquired and used. Given this
view, the programs selected for inclusion
here demonstrate, at least, that these pat-
ticular schools have shaken off institutional
paralysis, and to a great extent, have em-
braced this shift in an educationally inte-
grated way. Yet, the veices of the commu-
nities that surround these institutions are
silent: a practice all too common in the de-
sign and implementation of service-learn-
ing programs. In this book we hear about
communilies, but not fron them.

With that said, these service-learning
programs nevertheless form an impressive
group with significant community partner-
ships. Each chapter. written by directors or
principals in each respective program, de-
scribes the history of the institutionalization
of their program as well as its current struc-
ture in interesting detail. The emphasis is
on the specifics: funding, organization,
budget, faculty involvement, course offer-
ings, and staffing. The large and useful ap-
pendix even provides examples of admin-
istrative forms used by some of the schools.
What is clearly a common characteristic is
the absolute commitment of the highest lev-
els of administration to service-learning —
a commitment that inclades adequate fund-
ing. None of these programs would exist in
their present strong forrn without it, How-
ever, even of these exemplary programs,
only one school, Portland State University,
has actually revised faculty promotion and
tenure policies to incorporate (and reward)
service-learning teachers. The complete
documentation of their policies is also in-
¢luded in the appendix. This could be most
usefu] for schools who are ready to make
this kind of institutional commitment.

Of particular interest in the program
descriptions is the historical path leading to
the current version of service-leaming pro-
grams in each chapter. The institutional pri-
orities which shaped these programs serve

as a good illustration of the competing defi-
nitions and directions in philosophies in the
field today. The Augsburg College pro-
gram, as described by Garry Hesser, Direc-
tor of the Community Service Learning
Program, emerged from a historical com-
mitment to experiential learning and com-
munity engagement in the sixties. This lad
to embracing cooperative education in the
seventies and eighties, and then 1o a focus
on service-learning in the last decade. Like-
wise, Beverly Jones, the Direcior of the
Community Service-Learning Program at
North Carolina State, points out that her
institution’s pregram is a return to its ear-
lier commitment to community service,
bom in the Civil Rights movement of the
fifties and sixties, abandoned in the early
days of desegregation. In contrast. Bates
College’s Center for Service-Learning only
recently formed with the purpose of balanc-
ing the traditional liberal arts “world of the
mind” with the trend in our culture to be
more pragmatic, to enable students o “ex-
perience the direct relevance of ideas to the
real world,” according to James Carignan,
Dean of the College (p. 45). Bentley Col-
lege developed a service-learning program
in the interest of educational reform, taking
up the challenge of Ernest Boyer’s 1994
Chronicle of Higher Education’s opinion
piece calling for the “New American Col-
lege” where “classrooms and laboratories
would be extended to include health clin-
ics, youth centers, schools, and government
offices.” (p. 1) Zlotkowski notes that at
Bentley, the student body as business stu-
dents, corne in with a priority of “making
money” over socially oriented values more
comumnon at liberal arts institutions. His goal
is to begin to close the gap “between those
who manage wealth and those who nurture
people.” (p. 80) Amy Driscoll, the Direc-
tor of Community/University Partnerships
at Portland State University, highlights
their metropolitan setting as a “text” for
fuifiliing their urban mission. The merging
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of curricular innovation and community
partnerships matched twin commitments to
educational reform and community service.

The notion of salving problems in the
urban area to which the institution is inex-
tricably connected, is the extremely prag-
matic focus of Penn’s Center for Commu-
nity Partnerships, as well as the Brevard
Community College Service-Leaming Pro-
gram. These schools recognize that the
school and the community are mutually

dependent on each other. Lee Benson, Pro- .

fessor of History, and Ira Harkavy, Direc-
tor of the Center for Community Partnes-
ships at the University of Pennsylvania,
recall Dewey’s exhortation that “advances
in knowledge occur through a focus on the
central problems of society.” (p. 124) Asa
community college, the Brevard Center for
Service-Learning’s mission specifically
responds to Principles of Good Practices of
Service-Learning put forth by Robert
Sigmon and states that the center will
“make these reciprocally beneficial (for stu-
dent and community) service-learning op-
portunities available to as many students as
possible.” {p. 84) Roger Henry, the Director
of the Center, emphasizes that, unlike most
four year institutions, the advantage of hav-
ing a student body that lives in the commu-
nity in which it serves, adds a unique,
grounding aspect to the entire program.
Richard Battistoni, the Director of the
Feinstein Institute for Public Service at
Frovidence College, frankly admits that it
was money, in the form of an endowment,
that was the instigator of the Center which,
in a sense, “forced’ that institution to find
a way to integrate comrnunity service into
the academic curriculum, though it built
easily on a foundation of engaged faculty
and students as well as a strong historical
comnitment to community service. A fea-
ture of this prograrn, as described, is that the
definitién of service is not assumed. Stu-
dents here are encouraged to interrogate the
meaning of service as a critical piece of the
program. Service-learning at Providence
College has not only become the center-
piece of their liberal arts curriculum but the
program has become a well-known model
of service-learning attracting nationally
known leaders in the field, producing texts,
and defining a major and minor in commu-
nity service. An endowment also gave birth
to the Lowell Bennion Community Service
Center at the University of Utah, the only
example in the book of a program based in

the student affairs side of the hall. As one
would expect, this program emphasizes the
development of student leadership. Irene
Fisher, Director of the Lowell-Bennion
Community Service Center, contributes
much to the discussion of where service-
learning should be located in the university
and how fruitfully 1o engage faculty when
the program is located in a non-academic
area. The appendix includes their “WOW”
document {“whether or why to institution-
alize service-learning within academic de-
partments” p. 223). This document focuses
on the educational goals of “active citizen-
ship™ and “socially responsive knowledge.”
For the many schools who have a strong
community service program in Student Af-
fairs, this document would be helpful in
making the case for stronger ties to the aca-
demic program.

Based in a spiritual tradition, the Santa
Clara Unjversity’s Eastside Project was
inspired by the Jesuit calling to promote
justice in working with the poor and dis-
enfranchised. A ceatral tenet of the
Eastside Project is community empower-
ment, through active participation in shap-
ing the service-learning program itseif.
This program, from the first, saw the uni-
versity and the community as partners,
collaborating to learn and teach each other.
William J. Wood, 8.1., former director of
the Eastside Project, states that the program
was specifically designed to “create a part-
nership between Santa Clara University
and the community of voiceless and pow-
eriess people who are excluded from
society’s benefits ... [they] envision ...
graduates who will serve as a leaven in the
evolution of a critical mass of those who,
whatever their profession or statius in
society, will have the compassion, con-
science, and competence to act in solidar-
ity with the poor and most neglected mem-
bers of society as critically thinking agents
of change commitied to the fashioning of
a more humane and just world.” (p. 192)
This program is a strong illustration of the
social justice goals included in some phi-
losophies of service-leamning.

These diverse programs each arose
from a particular philosophical brand of
service-learning: as educational reform, as
engaged citizenship, as practical applica-
tion of theory, as a form of experiential
education, as student leadership develop-
ment, as an academically connected com-
munity service program, and as an oppor-

tunity to promote social justice.

A phrase that Beverly Jones of North
Carolina State University used in describ-
ing the background of their program caught
my attention. She explains that a basic idea
in African- American notions of community
service is the idea that “indjvidual identity
is communal.” (p. 110) This seems to be
in direct opposition to the explicit and im-
plicit honering of the individual, apart from
community, that is the dominant medel in
most of our higher educational institutions
in this country, How would introducing this
notion influence how we teach and leam
in community settings? How can service-
learning programs engage faculty, students,
and community members in exploring what
is meant by “individual identity is commu-
nal?” There are creative ideas about devel-
oping community which come from non-

dominant cultures that could contribute to’

the evolving definitions of the field of serv-
ice-learning. I look for these voices in the
literature, but they are hard to find.

It is necessary to go beyond the narrow
confines of service-learning literature to
search out and investigate the literature of
these cultural (and educational) “outsiders”
if we truly want to reform education, seck
justice, and solve problems within and
across cormmunities through service-learn-
ing. For instance, if we are a coming from
a social justice model, whose communities
do we look at? Those who have fought for
Jjustice like civil rights, women’s, gay, and
disabled communities? If we are focusing

on democratic citizenship, we could be -

looking at local comumunity organizing ef-
forts around education, the environment, or
urban renewal. In terms of developing the
concepts of compassion and altruism,
world wisdom traditions have much to of-
fer: Catholic liberation theology, Dorothy
Day’s Catholic Worker movement, and the
practice of Engaged Buddhism, all have a
body of literature focused on developing
compassion leading to liberation, here on

qs

earth. One of the great benefits of experi- -

ential education of all types, but of service-
learning in particular, is that the teachers
and texts are out there, in the community,
allowing individual learners to engage ina
literal relationship with learning. Students,
faculty, and administrators would do well,
it seems, to acknowledge and privilege
community voices in the actual direction
and management of their programs. |
—continued on page 26
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—continued from page 17

Perhaps it may be too s00n t0 declare these relatively young
programs successes, for as Amy Driscoll of Portland State Uni-
versity comments, “It is not a finished story. There is potential
for both successes and failures ahead. There are vntried ap-
proaches and unforeseen problems in the process, and there are
both certain and uncertain outcomes.” (p. 151) However, they do
represent strong forces in the movement toward community con-
nected teaching and learning. The programs described in this book
should help those of us in higher education — faculty, adminis-
wrators, and student leaders — understand the diverse focuses and
formulations of service-jearning programs, as well as how they
can be fully embraced academically.

Karie Egart is the Coerdinator of the Miami University Honors
Program’s Urban Leadership Inrernship in Oxford, Ohie in which
students combine professional internships with service.
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