




















many cases, students receive credit for
enrichment of their language skills. In
other cases, they receive credit in Latin
American studies or health studies. For
example, Brown University, Providence,
Rhode Island, incorporated Amigos par-
ticipation into a seminar on public health
care needs in Latin America.

Recruitment and Training

In 35 communities across the country,
local chapter officials and former Amigos
participants go to the local schools to
recruit students. Students in other com-
munities who hear about Amigos and
wish to participate can do so as maver-
icks, meaning that they do not have an
official sponsoring chapter, and must
make separate arrangements for training
and financing.

Once chapters have recruited students,
they must begin the dually strenuous
process of training and fundraising.
Between those two activities, Amigos
participants can count on the program
being a pervasive part of their lives for the
better part of a year.

Training is extremely important be-
cause Amigos volunteers, usually oper-
ating in pairs, function in comparative
isolation. Contact with the outside world
might consist only of weekly visits from
the project’s field coordinator. Quite
often, no one else in the area speaks
English. The need for confidence and
self-sufficiency necessitates serious
orientation. Starting in the fall, local
chapters provide at least 125 hours of
training, a substantial portion of which is
Spanish lessons. Students who slip be-
hind in their Spanish have to get extra
tutoring, since the attainment of fluency
is a prerequisite for participation. The
intensive language training has proved a
boon for many students since it not only
prepares them for Amigos but earns them
a language credit in school.

In addition to Spanish, Amigos training
includes lessons in geography and his-
tory, cultural orientation, and medical
techniques. Vaccinations used to be the
core of Amigos service, and all students
still learn to do them. Because the coun-
tries asked for other health services,
however, chapters now also teach stu-
dents to do eye exams, dental exams, and
brucellosis tests.

The content of the training varies to
some degree from one chapter to the next,
depending on the availability of experts
who can add depth and detail. The
Albuquerque chapter, for instance, adds a
training segment on veterinary medicine
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because some former Amigos in Albu-
querque participated in a veterinary
program in Honduras and are available to
help. Albuquerque also has elected to
show its students a film on childbirth
because they might see—even assist
with—a birth while in Latin America.

Some chapters include lectures on
medically related topics of special impor-
tance to Latin American medicine, such
as immunology and parasitology.

In each chapter, Amigos trainers—
doctors, dentists, nurses, and veterinar-
ians—are drawn from the local commu-
nity. In the San Antonio chapter, a
captain in the Army Medical Corps
supplied the medical training. Certified
Spanish teachers usually supply language
instruction.

In some cases Amigos
participants are totally on their
own, working in facilities that
are makeshift or virtually
nonexistent. At other times, they
work in close association with
local personnel . . .

In addition to tapping the professional
population, the chapters make extensive
use of former Amigos volunteers to assist
in the training. Amigos also relies heavily
on its past participants to serve in Latin
America as field coordinators. A former
volunteer can serve first as an unpaid
member of the field staff and then, the
next year, as a paid member. Consequent-
ly, most of the field coordinators are
students.

Fundraising

The cost of sending an Amigos partici-
pant to Latin America is high—about
$1,700, almost half of which is transpor-
tation costs. Responsibility for raising the
money falls on the local chapters—its
officers (who are volunteers), the stu-
dents, and their parents. In each chapter,
the students are expected to raise a por-
tion of the money (usually about $500)
themselves, independently of the
chapter’s fundraising apparatus. Some
chapters discourage students from simply
getting the money from their parents.
Scholarships are available, although they
are contingent on the amount of money
that the chapter can raise. According to
some chapter presidents, it is not un-
common for dedicated students to work
long hours after school in ordet to raise
their share of the money.

In addition to raising their own share of
the costs, students work in the chapter’s
collective fundraising efforts. According
to the president of the Albuquerque chap-
ter, ‘‘Fundraising is an incredible lesson
in human relations,’’ and a good intro-
duction to the constant coping that will be
a part of their daily lives in Latin
America. The students, with parents and
chapter officers, work the concessions at
college football games, sponsor garage
sales, have Spanish dinners, deliver
flowers, and even do door-to-door can-
vassing for contributions. In the
Albuquerque chapter, students attend
local churches and deliver brief addresses
during the service. Afterward they stand
at the door and accept contributions. Last
year Albuquerque derived most of its
required funds from the church visits..

In the Field

In April, students receive assignments for
the specific countries and types of proj-
ects to which they will be going. At that
time, their training becomes specialized.
For a month they study whatever proce-
dures and background information they
require for the service they will be pro-
viding. As stated earlier, the host
countries specify what kind of services
they want the Amigos participants to sup-
ply. The organization counts on being
formally invited back to the host countries
each year. The countries in which volun-
teers most often work are Bolivia,
Dominican Republic, Ecuador, Guate-
mala, Honduras, Nicaragua, and
Paraguay.

When the students arrive in Latin
America, the field staff (all former volun-
teers) have already made connections in
towns and villages, either through the
country’s national health service or
independently. By contacting the village
mayor or the local priest, the field co-
ordinators make arrangements for the
arrival of students, for the family with
which they will live, and for the service
they will provide.

Collaboration of local health officials
with Amigos personnel varies tremen-
dously in scope. In some cases Amigos
participants are totally on their own,
working in facilities that are makeshift or
virtually nonexistent. At other times, they
work in close association with local
personnel and are monitored closely by
health officials. .

Evaluation

Both high school and college students
give positive evaluations of the Amigos






A two-year study of 20 high school experiential education
programs assesses their impact and identifies key
characteristics of effective programs.

by Diane Hedin and Dan Conrad

n the 1970’s, experiential education
I became an increasingly significant
feature of the rhetoric and practice
of American education. All of the major
commissions and panels (see References)
that studied secondary education and
adolescence recommended that schools
extend the depth and breadth of experi-
ence available to adolescents. For ex-
. ample, the most recent study of high
schools by the Carnegie Council on
Policy Studies in Higher Education rec-
ommends that juniors and seniors attend
classes three days a week and devote the
other two to education-related work or
community service.

While strong endorsements of experi-
ence-based education by leading educa-
tors and social scientists abound,
relatively little hard evidence of the
impact of such programs on students
appears. Little effort has been made to
test systematically the assumptions under-
lying the endorsements or to investigate
empirically which specific forms or for-
mats of experiential programs may be the
most effective in realizing the hypothe-
sized benefits.

The Evaluation of Experiential Learn-
ing Project (EELP) was undertaken to do
just that—to assess the impact of experi-
ential education programs on the social,
psychological, and intellectual develop-
ment of secondary school students and to
use this data to identify empirically the
program variables that are most effective
in facilitating such development.

Though the follow-up portion of the
study will not be done until 1981 and
some of the available data have not been
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analyzed fully, EELP’s findings show
that experiential education increases stu-
dents’ social, psychological, and intellec-
tual development more than traditional
education does. Research also indicates
that the most effective programs give
students substantial autonomy, include a
reflection component, last at least one
semester, and involve students in the
community four or five days a week.
Furthermore, service-learning programs
scored higher than the three other types of
experiential programs studied in several
important developmental aspects.

Initiated by the Commission on Educa-
tional Issues and cosponsored by the
National Association of Secondary
School Principals, National Association
of Independent Schools, and the National
Catholic Education Association, EELP
evaluated 30 experiential learning pro-
grams in independent, public, and paro-
chial schools around the country. The
Center for Youth Development and Re-
search, University of Minnesota, con-
ducted the research.

Approximately 4,000 students ranging
in age from 12 to 19 participated. They
were urban and rural, poor and affluent.

For purposes of the study, experiential
programs are defined as ‘‘educational
programs offered as an integral part of the
general school curriculum, but taking
place outside of the conventional class-
room, where students are in new roles
featuring significant tasks with real con-
sequences, and where the emphasis is on
learning by doing with associated reflec-
tion.”” The kinds of program activities
include volunteer service, political and

social action, outdoor adventure, intern-
ships in government and business, and
research in the community. The study
encompasses virtually all forms of what is
termed experiential education in second-
ary education, with the notable exception
of work-related or vocational programs
and the Experience Based Career Educa-
tion Program (EBCE), which have been
extensively evaluated elsewhere.

At the heart of the project is its panel of
practitioners, teachers, and administrators
directing programs in 20 diverse school
systems from Beverly Hills, California,
to Newark, New Jersey. With the assist-
ance of educational evaluators, the panel
members were responsible for defining
the issues to be studied, for helping select
and develop instruments for implement-
ing the design, for helping interpret the
data collected—and for keeping the
whole study practical, understandable,
and applicable to everyday life in schools.

Selecting the Issues

The first step of the research process was
to survey the directors of the 30 experi-
ential programs. The survey asked what
they most confidently believed to be their
programs’ actual effects on students,

Diane Hedin and Dan Conrad are co-
directors of the Evaluation of Experien-
tial Learning Project at the Center for
Youth Development and Research, Uni-
versity of Minnesota, St. Paul. She is an
associate professor. He directs the
Community Involvement Program at
Eisenhower High School, Hopkins,
Minnesota.


















The other measure used to assess stu-
dents’ interest in and reaction to com-
munity participation was a semantic
differential on ‘‘being active in the
community.”’ It was hypothesized that
direct participation would lead students to
value such activity more highly and in-
crease the likelihood of their participation
in the future. The results confirmed this
hypothesis.

While both students in experiential
programs and in the comparison groups
started out valuing community participa-
tion about equally, by the end of the
program the experimental groups had a
higher evaluation of it and the comparison
groups a lower one.

Perhaps the most commonly cited cri-
tique of adolescent socialization is the
inability of many youth to make a smooth
transition from school 10 work. This is
thought to occur because youth lack op-
portunities to learn about and explore a
variety of possible careers; to acquire the
basic work habits of orderliness, punc-
tuality, and attention to work; and to
develop the desire to be productive in the
workplace.

An oft-expressed goal of experiential
learning is to increase a young person’s
knowledge about the myriad of career
options. To learn whether this goal was
achieved, EELP administered the Career
Exploration Scale. Of all the measures of
student growth and achievement, this
scale showed the most consistent and
positive increases, with 27 of the 28
programs increasing, 19 of them signifi-
cantly so. The comparison groups also
showed an increase, but a much smaller
one. Analysis of the subscales revealed
that greater increase for students in ex-
periential programs was largely because
of greater gains on items relating to
exploratory activities and not on factual
information gathered about careers.

It is also noteworthy that both the
community service and community study
programs—even though they had almost
no organized and explicit focus on
careers—produced approximately as
much change (a substantial increase) as
those whose major goal was career
development.

Intellectual Development

Theorists of learning and intellectual
development from Aristotle through
Dewey to James Coleman have stressed
the necessary relation of experience and
education. Experience serves both as the
source of knowledge and as a process of
knowing. Education is of, by, and for
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experience. The study examined this re-
lation by looking both at academic learn-
ing and intellectual development.

Because the programs’ academic goals
varied widely, it was not practical to test
academic learning through any general
test of facts or concepts. Instead, EELP
asked students how much they felt they
had learned in their experiential program
compared to what they had learned in an
average class in school. Nearly 80 percent
of the students said they had learned more
or much more in their experiential
program. Only 9 percent reported learn-
ing less.

Student responses on the Problem
Solving Inventory were scored according
to the number of alternatives suggested,
the degree to which they took responsi-
bility for solving the dilemma, the degree
to which they justified a decision ac-
cording to its consequences, and the level

Among the general
program characteristics, the
strongest factor influencing

change, particularly on social
attitudes and complexity of
thought, was the existence
of a seminar in which
students reflected on
their experience.

of empathy and complexity of thought
shown in the overall analysis of the prob-
lem. None of the programs showed sig-
nificant changes except in the last
category. The Complexity/Empathy
scale, which combined several develop-
mental frameworks into one in a seven-
level scale, showed significant upward
movement by students in most of the
experiential programs and no change in
the comparison groups. The movement
was from the fourth level (stereotyped
thinking, concern for rules, focus on
physical needs) to the fifth (emphasis on
friendship and belonging, on communica-
tion, and concern for emotional as well as
physical needs).

The strongest increases were found in
those programs where students were in a
helping role that related closely to the
dilemmas to be solved and were engaged
in regular seminars in which they pro-
cessed their experiences. Both of these
elements were critical. Since these were
common features of the service-learning
programs, most consistent gains on this
measure were found in this program type.

Program Variables

The second major focus of the study was
to identify the program variables that
were most effective in facilitating devel-
opment in students. The clearest finding
is that no single factor or set of factors
guarantees effectiveness. Within every
program, some students gained a great
deal and others did not. Though the anal-
ysis is not complete, preliminary conclu-
sions are that the strongest predictor of
change proved to be the degree to which
students perceived themselves as having
the freedom to develop and use their own
ideas, make important decisions, explore
their own interests, make an important
contribution, and assume adult responsi-
bility. In short, the most powerful ex-
periences were those in which students
participated with substantial autonomy in
activities that made a difference.

A corollary finding was that the factors
that most influenced growth were not the
same as those that influenced how posi-
tively students rated a program. For
students, the key issues were how inter-
esting they found the experiences and
whether they felt appreciated.

Taken together, these findings reflect
Dewey’s point that what is *‘satisfying’’
is not necessarily ‘‘satisfactory.”” While it
is important that an experience be in-
teresting enough to engage students, that
is not sufficient. The experience must
also challenge them and stretch their
capacities.

Among the general program character-
istics, the strongest factor influencing
change, particularly on social attitudes
and complexity of thought, was the exist-
ence of a seminar in which students
reflected on their experiences.

The most effective programs were
those lasting at least a full semester (18
weeks) and involving students in the
community four or five days each week.

The overall conclusion of this study,
then, is that experiential education pro-
grams can promote social, psychological,
and intellectual development more effec-
tively than classroom-based programs.

The authors now anticipate the pub-
lication of three documents: a compre-
hensive report, a compilation of the
instruments used, and a combination of
anecdotal and statistical materials. These
will be announced in Synergist. Those
who wish to receive a notice of the avail-
ability of publications should send a
stamped, self-addressed envelope to the
authors at the Center for Youth Develop-
ment and Research.



ANANTIDOTE

TO NARCISSISM

When educators apply developmental principles, service-learning
nurtures personal growth through the commitment of self to others.

by Kenneth P. Saurman and Robert J. Nash

ne of the major purposes of ed-
0 ucation in general and service-
learning in particular is the
development of the person—an expansion
of potentialities, an enlargement and
keener understanding of the intellect,
emotions, will, and spirit. Because of
this, the most effective service-learning
educators do far more than check a list of
available placements to find appropriate
service-learning experiences for the in-
articulate high school junior who wants to
be a big brother or the eager college
sophomore who wants to counsel alco-
holics. The service-learning educator’s
repertoire should include the skills to
assess what psychological state the stu-
dent is in, what life task the student
currently is working on, which learning
style is dominant, the extent to which the
student needs to be challenged or re-
assured, and the student’s ability to make
moral commitments.
In short, service-learning philosophy
and practice ought to be grounded in
sound developmental principles.

The Narcissistic Society

According to Erik Erikson, a develop-
mental psychologist, the most desirable
moral development proceeds from an
adolescent’s ‘‘ideological experimenta-
tion’’ to a young adult’s ‘‘ethical con-
solidation.’’ This transition requires
becoming less narcissistic about what is
desirable and evolving a broader, more
flexible moral perspective. The dilemma
for educators attempting to arrange learn-
ing experiences that will provide this type
of moral development, however, is that
our culture is growing excessively ado-
lescent in its obsession with the self.
Educators, along with others, have re-
treated from their beliefs in an open,

socially conscious education; many favor
teaching the basics so that students are
better prepared for careers and higher
education. Even the nascent literature on
service-learning is being reformulated to
emphasize the need to inculcate *‘proper
and realistic attitudes toward workable
practices’” and, in the name of student
development, to promote ‘*self-actualiza-
tion and personal growth.’’ While these
objectives are plausible and worthwhile,
by themselves they are incomplete. They
are symptoms of the new narcissism.

Service-learning can be a powerful
antidote to educational malaise, and to the
antisocial mode of living. The tragedy of
so much formal education today is that it
is conformist, unimaginative, conserva-
tive, and safe. There is a glaring absence
of any educational understanding that
students must accomplish certain devel-
opmental tasks if they are to grow in
appropriate ways. And these develop-
mental tasks are grounded in the need that
all young people have to transcend them-
selves, to commit themselves to causes,
persons, and competencies greater than
their individual egos. Ironically, personal
identity is realized not through safe ed-
ucational experiences but rather through
risks that foster social commitments.

What follows is a brief overview of
selected developmental principles at both
the adolescent and young adult stages and
their theoretical implications for service-
learning.

Service-learning is not an end in itself.
It is a means whereby the leamer, by
serving others, expands personal potential
through intellectual and emotional
growth. We believe that service-learning
will be successful for students (and the
people being served) when it:
® Helps to clarify and engender a morally

and socially tenable philosophy of life;

o Cultivates useful occupational, social,
and intellectual skills;

® Encourages a taste for thoughtful anal-
ysis of a situation and an ability to
evaluate an experience for its meaning
both for the server and the served;

® Results in the broadening of a moral
commitment to help others;

® Provides students with the opportunity
to work on the developmental tasks that
cry out for resolution.

This type of learning is dramatically
antinarcissistic; it stresses wholeness,
commitment, and service to others—
qualities in sharp decline today.

Identity Development

According to such developmental theo-
rists as Erikson, George E. Vaillant, and
Jean Piaget, an adolescent from 13 to 18
has one overarching task—to achieve an
identity, to pull one’s life together in a
coherent unity. This unity must emerge
out of a dialectic between the need for
continuity and the need for experi-
mentation.

This often stormy search for identity is
helped along by a major virtue, fidelity,
which is the adolescent’s equally strong
need for a commitment, a loyalty to
something beyond the self. Fidelity car-
ries with it the negative potential of
commitment to false prophets and mere-
tricious lifestyles and goals. Fortunately,
though, fidelity often acts as a safety
brake for the adolescent who may be
caught up in a frenzy of experimentation
and lose contact with root values.

Robert J. Nash and Kenneth P. Saurman
are professors at the College of Educa-
tion and Social Services, University of
Vermont, Burlington.
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The opposite of identity, identity con-
fusion, is the inability to feel that the self
is whole and integrated. It is the painful
feeling that one does not fit in, does not
know what to do with one’s life. Identity
confusion also expresses itself in the con-
tinued frustration over bodily change and
sensation, and over what often is per-
ceived as an impossible-to-satisfy need
for intimate relationships where affection,
sex, and mutual respect are integrated.

The major lesson for service-learning
educators is that a strong and enduring
identity is best achieved through the
making of choices, and through commit-
ments outside the self. Theorists such as
Viktor Frankl, Rollo- May, and Daniel
Offer write convincingly of the adoles-
cent’s need to reach out beyond the self to
a cause and to persons greater than the
individual ego.

Adolescents need opportunities to
make choices from a wide variety of
extraclassroom options, and service to
others permits them to try out unexperi-
enced facets of the self, test out compe-
tence, and matter to others.

Putting the adolescent in learning situ-
ations where commitment and caging can
occur, unfortunately, is difficult. Not
every adolescent is ready to serve an
apprenticeship in a social service agency
or to assist the poor to improve their lives.
Most prefer activities that are fun to those
that help them to learn more about them-
selves or their future job possibilities.
Research has indicated that adolescents
have little commitment to social change
and lack concern for ideological issues,
although many express glib opinions on
the major sociopolitical issues. In gen-
eral, adolescents convey a sense of dis-
enchantment with large-scale social
problems.

Service-learning educators must make
an effort to identify service-learning ex-
periences that meet a wide array of de-
velopmental needs. The most desirable
service-learning experience is that which
is matched to the leamner’s developmental
stage, life task, and learning style. It
should draw on the student’s strengths
while challenging the student to over-
come weaknesses.

For example, take the case of an ado-
lescent who is struggling to overcome a
sense of doubt about personal worth, who
learns best in a small, nonthreatening
group with much give and take, and who
desperately needs to cultivate some
marketable skills. The most advantageous
service-learning experience might be one
providing an opportunity for some group
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interaction, a chance to learn and try out
some practical skills with generous feed-
back from competent elders, and a situa-
tion in which the student occasionally
must take a position on a controversial
issue. A youth service agency or a public
interest research group might be a good
placement.

Developmental Tasks

From 18 to 22 young adults need to form
and sustain mutually rewarding relation-
ships and to grow in intellectually and
morally autonomous ways. Two life-
cycle theorists, Roger L. Gould and
Daniel Levinson, believe that the young
adult needs to separate from the family of
origin, form a worthy dream of adult life,
enter an occupation, develop a relation-
ship with a mentor, and establish an inti-

mate loving relationship. The young

The major lesson for
service-learning educators
is that a strong and enduring
identity is best achieved through
the making of choices, and
through commitment outside
the self.

adult, then, is most concerned with find-
ing interpersonal and social adequacy as
an expression of an individual adequacy
achieved during adolescence.

Unfortunately, formal education has
done little in helping the young adult to
form and live out the dream—to enlarge
it, analyze it, test it through choices and
experiences, and reformulate it often.
Likewise, young adults need mentors,
older persons who act as teachers, ad-
visers, sponsors, and exemplars.

Young adults also need to transform
their interests into remunerated work.
They need to be wary of extremes:
making a too-early intense occupational
commitment and remaining undecided for
too long. During the formative occupa-
tional phase young adults must see al-
ternatives, try out various skills, and
work where the recipient of the services
prizes the novice’s efforts. Finally,
according to Levinson and Vaillant, per-
haps the major young adult task is to
become capable of having adult peer re-
lationships with both men and women.

Any service-learning experience that
expands and redirects the young adult’s
commitments will help complete these
tasks. One major task is to remove the
family from the center of life. Service-

learning experiences can expose young
adults to careers and values different from
those of the parents. The exposure to
career options, community values, and
philosophical differences can extend and
enrich academic learning.

Participation in service-learning activi-
ties can help young adults to form their
dreams, choose their occupations, find
mentors, and establish intimate relation-
ships. Service-learning settings can
enable youth to take their share of re-
sponsibility and to be treated as worthy
persons among other persons, provide
ample opportunities to express mature
levels of caring and concern, encourage
the trying out of alternative lifestyles or
the forming of political philosophies
serious enough to warrant the taking of
risks, and offer exposure to role models.
All help prepare the student for the trans-
formation from adolescence to adulthood
and the concomitant discontinuity that
exists between those two worlds.

Moral Development

Moral/ethical developmentalists like
William Perry and Lawrence Kohlberg
have researched college students’ pro-
gression from making simplistic and ab-
solutistic moral judgments to becoming
more flexible, autonomous, and inte-
grated in their moral/ethical thinking.
They underscore the necessity for young
adults to make commitments to commu-
nities if mature moral awareness is ever to
be gained.

Perry has a multistage theory of intel-
lectual development that describes the
interplay between intellectual, value, and
identity structures for each individual.
This model describes developmental
processes as forms of thought and styles
of establishing values, making choices,
and affirming life commitments. Thus,
levels of thinking progress in complexity
toward a merger of both knowledge and
values.

At the highest stage of intellectual de-
velopment, the student develops a sense
of identity and purpose through personal
commitment. Perry’s scheme defines
three special categories of development:
dualistic, relativistic, and committed. His
model identifies nine stages of develop-
ment, ranging from a basic right and
wrong dualism to the development of
personal commitment. Thus, the learner
moves from a perception of the world in
absolute terms to commitment and re-
sponsibility in a contextual, pluralistic,
relativistic world.

Kohlberg identifies three basic stages



of moral development: preconventional,
conventional, and postconventional. He
calls his approach to moral education
cognitive-developmental—cognitive be-
cause it recognizes that moral education
(like intellectual education) has its basis
in stimulating the active thinking of the
person about moral issues and develop-
mental because it sees the person devel-
oping as he or she moves through various
stages of moral awareness. .

At the preconventional level, the indi-
vidual responds to societal labels (such as
good and bad), and actions receive labels
according to their consequences (rewards
or punishment). At the conventional
level, conformity and loyalty in actively
maintaining and supporting the present
social order result in an orientation
towards established authority. At the
postconventional level of morality, moral
values are defined apart from the author-
ity of other persons or groups, personal
values are universalistic, and moral de-
cisions are defined by a person’s con-
science according to higher ethical
principles. Kohlberg sees the individual
as acting autonomously at this level be-
cause behavior reflects a respect for the
dignity of all human beings.

Much service-learning is rooted in
moral choice and moral dilemmas. If
developmentalists are correct in asserting
that moral development can happen only
if persons face moral issues in their
everyday experiences, then service-
learners are in the higher stages of
Kohlberg’s and Perry’s moral reasoning
and moral/ethical development.

In their constant interaction within
various community projects, students can
be provoked to examine previously un-
questioned beliefs and, as a result, en-
large their consideration of moral issues.
Interaction is one of the basic principles
of moral development theory: Awareness
and growth are a product of the interplay
between person and environment.

Kohlberg’s research on moral develop-
ment tempts us to advance the hypothesis
that service-learning students will pro-
gress in moral development more quickly
than other students. Needless to add, this
is more likely to occur if service-learning
educators are aware of the moral com-
ponent of all service-learning, and if they
can serve as moral provocateurs able to
question, nudge, and clarify with dispas-
sion. A student who tends to see political
or moral issues in a community in simple
black and white terms should be pushed
to understand the underlying complexity
of such issues. For example, in the case

of a planned parenthood controversy, this
might necessitate an understanding of
community norms, religious beliefs, and
political practices.

Since moral development is rooted in a
sequence of cognitive-developmental
processes, H. A. Witkin’s research on
cognitive styling can also be helpful. At
the least it is highly suggestive. Witkin
identifies learners as field-dependent or
field-independent.

Field-dependent learners reflect a glob-
al view toward learning and are sensitive
to, and dependent upon, others for their
learning. They tend to come from cultural
settings that are conformist, with an em-
phasis on social control, strict definitions
of role, and obedience to parental author-
ity. These field-dependent learners tend
to be other-directed, exhibiting sensitivity
in social situations and highly developed

In their constant
interaction within various
community projects, students can
be provoked to examine
previously unquestioned beliefs
and, as a result, enlarge their
consideration of moral issues.

social skills. They tend to major in coun-
seling, teaching, and social service fields.
They rely on clear instructional directions
and well-defined structures, are timid
about assuming responsibility for their
learning, and enjoy external rewards,
such as praise.

Witkin’s field-independent learners
take a more analytical approach to learn-
ing. They hail from family backgrounds
that are more loosely structured, with
emphasis on self-control and independ-
ence. Within the family, autonomy is
encouraged, and violations of parental
authority tend to be more highly toler-
ated. These field-independent learners
most often major in engineering, sci-
ences, and mathematics. As learners,
they are self-sufficient, independent, and
inner-directed. Compared to field-
dependent learners, they are more willing
to assume responsibility for their own
learning, they learn independently, and
they are less influenced by external
rewards.

Our own experience with service-
learners at a state university suggests that
they favor concrete and active learning
styles and have stronger field-dependent
than field-independent orientations. They
demand structure in their leaming (even

while they seek out nontraditional learn-
ing settings), and they need explicit
teaching direction and external rewards.
This would suggest that, to the extent
these typologies hold for service-learners,
they are inclined to be less comfortable in
formalistic classrooms than field-
independent learners are; it also suggests
that without strong supervision, firm
support systems, and constant super-
visory caring and feedback on their per-
formance, service-learners will not be
reaping the full benefits of their leamnings.

However motivated and morally ad-

vanced service-learning students may be,
their experience will not reach its full
potential unless the hallmarks of success-
ful experiential learning are present.
These are:
® A clear definition of purpose (with
strict guidelines for completion of learn-
ing goals);
® Quality supervision and followthrough;
e Time and space to reflect on what
learning has occurred both during and
after the service experience;
e Highly developed evaluation systems
to provide post-learning analysis and
personal summary responses for the
individual.

For high school and college students,
academic achievement and personal de-
velopment can be enhanced by properly
matching the instructional approach to be
used both in the field and on campus to
the level of the student’s moral and in-
tellectual development. Supervisors of
service-learning must ensure that both the
design and the structure of the student’s
learning experience are integrated into a
consideration of the student’s stage of
intellectual development. Because indi-
viduals desire challenges throughout their
educational experience, it is equally im-
portant that educators not only capitalize
on the strengths and capacities students
display but also provide students with the
stimulation and inducements to continue
their development.

The pioneering work of Perry,
Kohlberg, and Witkin strongly suggests
that success for service-learners will de-
pend on educators’ awareness of the
stages of moral and intellectual growth
students have achieved. It is also impor-
tant to remember that the level of an
individual’s cognition will influence the
level of moral reasoning. And if it is true
that service-learners tend to reflect con-
crete and active styles of learning, then
they must be nudged toward more ab-
straction and conceptualization in their
doing and thinking. Kohlberg has insisted
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VIEWS

FROM THE TOP

Four college presidents explain why institutions cannot
separate meeting the needs of the students and of the community.

Recently Synergist invited the presidents of several colleges to
‘“‘express their views on their institutions’ obligation and capac-
ity to improve the lot of the least privileged members of the
surrounding community and to enable students to function as
capable, caring citizens.”’

Though each of the colleges responding is in a different part
of the country, attracts a different share of the student popula-
tion, and plays a different role in its community, all the pres-

idents share the conviction that their institutions’ obligation to
the students and the community cannot be separated.

On the following pages are the views of Rev. Theodore M.
Hesburgh, Notre Dame (Indiana) University; Seymour Eskow,
Rockland Community College, Suffern, New York; W. Clyde
Williams, Miles College, Birmingham; and John B. Davis, Jr.,
Macalester College, St. Paul.

Rev. Theodore M. Hesburgh, president, Notre Dame (Indiana) University

hen I reflected upon Notre
Dame’s obligations to respond
to the needs of our surrounding

community, I thought of the statement of
Dr. Albert Schweitzer that I often share
with our students:

I do not know where you are going or
what you will do in life, but I do know
this: that you will never fulfill your
potential or be really happy as human
persons until you have learned how to
serve others, especially in their human
needs, wherever you go, whatever you
do.

It is my conviction that the University
of Notre Dame was founded with a sim-
ilar vision for serving the world commu-
nity. We believe that our Judeo-Christian
heritage challenges us to remember that
love of God and love of humankind can-
not be separated.

I realize that the needs in South Bend-
Mishawaka have changed radically since
1842 when Notre Dame was founded
there, and especially during the past 27
years when I have been president of the
University. We at Notre Dame try to in-
still in our students a sensitivity to the
needs of their campus community, of the
local community, of the national commu-
nity, and throughout our interdependent

world. I am convinced that all of the
learning that takes place at this University
is useless unless it is somehow linked to a
lifelong response of service to one’s
neighbor. I am very skeptical about
students who want to postpone their
service involvement until graduation. In
no way can they be educated to be
humane unless there is some continued
contact with the voice and pain of those in
need and poverty.

I am convinced
that all of the learning
that takes place at this
University is useless
unless it is somehow linked
to a lifelong response
of service to one’s
neighbor.

We feel that our obligation and capac-
ity to respond to the needs of the sur-
rounding community must be seen in the
overall context of our mission as a
university. It is our moral responsibility
to educate all levels of the university to
these needs and to encourage creative

responses by faculty, administration, and
students.

There are multiple ways by which we
try to enable our students to function as
capable and caring citizens. We stress in
our literature to incoming students the
importance of this aspect of our Univer-
sity. We attempt through the trained staff
in the residence halls, the liturgical
celebrations, and the opportunities for
caring relationships both on and off the
campus to challenge and facilitate the
maturing process of students as they
discover various aspects of caring.

We hope to provide a milieu at Notre
Dame where undergraduate students can
become competent and compassionate
lifelong learners and citizens. Compe-
tence is critical to enable students to avoid
the worst aspects of being naive do-
gooders. We hope all of the college
programs for our undergraduates provide
an education that enables students to
analyze the structural causes and effects
often leading to poverty, injustices, and
the death of hope. We hope that the life-
long process of developing the compe-
tence of their minds might be integrated
with their compassionate responses of the
heart. Compassion means that the stu-
dents have the capacity to suffer with
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those who suffer whatever they suffer—
physical pain, injustice, loneliness,
spiritual desolation, ignorance, blindness,
and all the rest.

The compassionate learner does not
condemn, does not patronize, does not
look down from on high. But compassion
does not come naturally. Nor can the
University give a Ph.D. in compassion. A
Christian university has the obligation to
point out that compassion is a gift from
God, and that the suffering encountered
by Jesus Christ in His attempt to serve
helps to continually purify one’s motives.
All the social service in the world is
sterile and antiseptic and inhumane with-
out compassion. All the education and
professional training in the world is less
effective if compassion does not enable it
to get beyond the problem directly to the
person who is suffering. And if one can
study all the subjects that our Christian
colleges and universities offer and emerge
without compassion for the personal suf-
fering all around us in the world today,
then we really have not lived up to the
ideal that brought these institutions into
being, the great dreams of their founders.

In the rest of this statement, I will con-
centrate on some of the specific ways we
provide service-learning opportunities for
our undergraduates to achieve this goal.
(The programs in the Law School with
prisoners, migrant workers, etc., and
those of other faculty and graduate pro-
grams will not be considered here. )

During the 1960°s, many student
groups interested in providing service in
the South Bend community developed on
the campus. They developed programs
serving the retarded, tutoring in the
schools, and visiting some local nursing
homes. Concurrently certain programs
sent many students during the summer to
Latin America as part of our desire to
have more opportunities for intercultural
service involvement.

During the 1970°s, we have seen the

need to institutionalize our service-
learning opportunities through an Office
for Volunteer Services and a few specific
programs in various colleges at the Uni-
versity. Now 18 different volunteer
groups are coordinated out of the office.
We estimate that about 1,000 of the 6,900
undergraduates have been involved in
these service projects each year during the
past 10 years,

During the past four years, the Office
has been able to clarify with the persons
on site the precise needs of the groups
who have asked for service. The match-
ing of community needs with students’
desires and limited time to serve is a
continual tension for us. Students are
encouraged to take courses that comple-
ment their service involvement or that can
respond to some of the questions emerg-
ing in their involvement. Recently we
have discovered the need to provide more
workshops and reflection groups that
enable students to see the relationship of
direct service {one to one) and social
action (justice-related issues).

The University provides courses that
directly relate to the service involvement
of students in the local community. Since
1971, we have had a course in the Depart-
ment of Theology called Theology and
Community Service. This course enables
students to reflect in an interdisciplinary
way on the meaning of care and Christian
compassion, suffering, death and dying,
and the psychodynamics of senior citizens
living in nursing homes. More than 400
students have participated in this course
during this decade, and 800 senior citi-
zens have been their teachers.

The Psychology Department has pro-
vided a variety of courses in the areas of
aging and retardation, with opportunities
for students to combine service inter-
actions in the local community with theo-
retical and academic reflections in the
classroom.

The Sociology and Anthropelogy De-

partment has provided courses related to
criminal justice issues in student service
projects in the Family and Children’s
Center, the county jail, the state prison,
and Big Brothers/Big Sisters. Some pre-
medical students work in the emergency
room of the hospital. Government and
economics majors take advantage of
work-study and other programs coordi-
nated by our Institute for Urban Studies.
Seniors in accounting (CBA) help lower
income groups fill out their tax forms as
part of a course. We encourage these
professors and others to collaborate with
community persons so that the needs of
both groups are met.

We have a real challenge in the 1980°s.
During the past three years, our Center
for Experiential Learning has been ex-
ploring and evaluating innovative ways of
reflecting on service relationships. New
links with faculty, residence hall per-
sonnel, and community resource persons
are being developed. With the increased
academic pressures and gradual decrease
in numbers of students in service projects,
we lock forward to learning other meth-
ods from Synergist and NCSL in the
future. We must avoid the temptation to
use the local community only for career
exploration and learning for ourselves.
We hope our local community continues
to challenge us to share authentic re-
sponses of competence and compassion.

In summary, it is our hope to make the
campus a caring place where students will
reach out to one another. This needs to be
extended beyond self-interest to the local
community and to our national and inter-
national responsibilities. We hope that we
will graduate students with a sincere com-
mitment to work for social justice on both
the local and global scale. If we lose
touch with this mandate as a university,
we will have lost our soul in the midst of
striving for excellence in other areas of
our responsibility as a Catholic univer-
Sity.

Seymour Eskow, president, Rockland Community College, Suffern, New York

lec Dickson, the creator of
AEngIand’s Voluntary Service
Overseas and Community Serv-

ice Volunteers, wrote recently:

Until now, ‘service’ has been seen
as a separate entity, either quite dis-
tinct from study, or—if included in the
curriculum—a special subject in its
own right. . . . When helping is

viewed as a hobby, outside the main-
strean of education on the one hand or
of urgent human needs on the other,
inevitably the concept of service itself
and the nature of the tasks undertaken
assumes only peripheral significance.
And so the few who are drawn, by
family background or personal inclina-
tion . . . to participate . . . remain a

small minority group. What they do

lack. both intellectually and socially, is

a cutting cdge.

Many years earlier Arthur Morgan,
who helped make the Tennessee Valley
Authority a center for community educa-
tion and Antioch College a center for
community development, made a similar
statement. He said that education, like a



pair of shears, must have two blades: the
blade of experience, bringing students to
the community to work and serve in ways
that absorb and shape them, and the blade
of learning, an organized and disciplined
study of bodies of knowledge with careful
observation and analysis of what they are
experiencing. Most importantly, a con-
necting point must bring the two blades
together to produce the cutting edge. The
problem of pedagogy is devising ways to
connect study and experience so that the
disciplines illuminate and inform experi-
ence and experience lends meaning and
energy to the disciplines.

" The designs of our campuses and cur-
ricula suggest that we continue to isolate
town from gown, study from action; on
most campuses the wall between the stu-
dents and the community is high. Pre-
scriptions for curricular reform, such as
Harvard’s revival of the idea of general
education, search for relevance in the
relating of the disciplines to each other
rather than to the common life. Unheard
or ignored are voices like those of James
Coleman and his associates in Youth:
Transition to Adulthood declaring that we
have created an environment for youth
that is ‘*knowledge rich and action
poor,’’ that young people have no oppor-
tunity to learn the skills of adulthood by
engaging in meaningful work and service.
Education remains one bladed.

Until recently such agencies as Peace
Corps and VISTA, which have taught us
all how much people learn when they
serve, have resisted collaboration with
higher education. The conventional wis-
dom had been that the contribution of self
is diminished if the volunteer is also a
student of that service.

Suppose, then, that academe and agen-
cies were willing to bring the blades of
service and learning together, to create a
new social and intellectual instrument by
uniting their commitments and skills. Can
we invent together programs that fuse
study and service for two, four, or six
years? How much of the time of the stu-
dent volunteer will be spent on the cam-
pus and how much in the community, or
in places where the Peace Corps works?
Can we imagine Peace Corps and VISTA
staff and returned volunteers as adjunct
faculty, and college faculty as recruiters
and trainers for the Peace Corps and
VISTA? And would all of this joining
together forge a new instrument of
power—or dull two sharp blades?

Old proposals and modest new initia-
tives suggest themselves quickly. For
example, graduates of two-year college

programs in agriculture, technology, and
nursing have the skills developing coun-
tries often want, but little incentive to use
them in the Peace Corps. If the two-year
volunteer service, along with an accom-
panying program of study, allowed the
student volunteer to return with a bach-
elor’s degree, the volunteer and the
developing country might be the richer.
Suppose we created new two-year,
four-year, and graduate curricula that
began with intensive language and culture
study and skill development, proceeded
to a year or two of voluntary service and
continuing study, and finished with a
semester or a year of campus-based re-
flection, study, and action. Such oppor-
tunities to live the liberal arts, it seems to
me, might bring to higher education and
our service programs thousands of Amer-

What we need
urgently is a Pedagogy
of Experience, one that
will allow students to
learn in their neighborhoods
and anywhere in the world, that
is as shaped and as rigorous
as the Pedagogy of
the Word . . .

icans who now search elsewhere for the
vigorous engagement in the world and
opportunities to examine their lives that
neither campus nor volunteer service now
provide.

At the heart of the matter is pedagogy.
We cannot in good conscience award aca-
demic credit and degrees for service and
experience any more than we award them
for reading Hamlet. Our present peda-
gogy is a Pedagogy of the Word: the lec-
ture, the discussion, reading, and writing.
It gives the student intellectual tools with
which to read Hamlet and then asks for
evidence of learning in the form of reports
and examinations. It envisions the cam-
pus as a community of students and
scholars who shut themselves away from
the confusions of the world to read, talk,
and contemplate.

What we need urgently is a Pedagogy
of Experience, one that will allow stu-
dents to learn in their neighborhoods and
anywhere in the world, that is as shaped
and as rigorous as the Pedagogy of the
Word, that helps to design the experi-
ences students will have and the work that
they will do to turn that experience into
evidence of learning.

Much of that pedagogy now exists, and
research and development continues.
Empire State College, Saratoga Springs,
is among the many doing fundamental
work on a learning contract between a
mentor and student. They agree on what
the student will read and write and do to
develop and record knowledge and com-
petence so that the student can leave the
campus to live the academic program.
The Council for the Advancement of
Experiential Learning has developed an
impressive body of techniques for assess-
ing the learning a person has acquired
through experience, and more and more
colleges are offering students opportuni-
ties to have their experience translated
into credits and degrees.

Meanwhile, as the pedagogy emerges,
colleges throughout the country are ex-
ploring the possibilities of integrating
service and learning. At Rockland Com-
munity College an imaginative faculty
now has some 1,500 students with learn-
ing contracts. Art students are working
with agency officials and political leaders
to beautify public buildings; sociology
and political science students are working
with government agencies and citizen
groups; recreation leadership students
teach youngsters athletic skills; and
psychology students work with the elder-
ly, the handicapped, and slow learners.

Career programs, such as nursing and
human services, have incorporated work
and service into the curriculum for many
years; our new College of Public Service,
assisted by a development grant from the
Fund for the Improvement of Postsecond-
ary Education, is a two-year program in
the arts and sciences that features a
community service practicum giving stu-
dents two years of service experience as
they study.

In two programs, in Ghana and Israel,
our students go abroad to work and serve
and to build a program of study around
the experience.

Mary Osbomne, a student who served in
a psychiatric center and a hospital, rated
her service-learning experience as ‘‘the
most valuable to the human growth
(learning) process’ and ‘‘the essence of
education’’ because it enables students
*‘to peek behind the image and look at the
systems that govern our society and to
meet the people that can’t live within it
and the ones that can . . . to have beside
you in education caring and support while
gaining experience and knowledge about
yourself and others."’

Education can have a cutting edge.
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W. Clyde Williams, president, Miles College, Birmingham

istorically, Miles College "has
H been regarded as a community

college in that its curricular
offerings and supportive programs have
been directed in large part by the com-
munities that produce many of its clien-
tele. Because Miles has systematically
given attention to these needs, it has con-
sistently contributed to the prosperity of
the larger community of which it is a part.

Although it is not the design of this
commentary to give a historical account-
ing of Miles College, it is pertinent that
the reader is aware of circumstances that
brought about the genesis of Miles.

Briefly, Miles College is a traditionally
black, private, four-year liberal arts col-
lege located in Fairfield, Alabama, a sub-
urb on the edge of the city of Birmingham
and very much a part of the metropolitan
Birmingham community. Miles was
founded 75 years ago by the members of
the Colored Methodist Episcopal Church
(changed to Christian Methodist Episco-
pal Church in 1952). The purpose of the
College at that time was to provide equal
opportunity and growth for young black
people who had been excluded from such
opportunities as a result of discrimination
and racial inequities.

As demonstrated through the forces of
its inception, and in a more demonstrative
manner that the needs of present day
society demand, Miles still feels the pulse
of the community and uses the varied re-
sources of the College to introduce, sup-
port, and sponsor programs and activities
that assist and build community potential.

For too long colleges and universities
have been separated and isolated from the
“‘real’’ world. Academic institutions can
no longer afford to isolate themselves
from other learning forces within the
community. Inasmuch as education is a
process through which all persons must
engage themselves throughout their life-
time, all institutional forces must be used
in educating all persons in the commu-
nity. Additionally, widespread demands
of public groups that educational institu-
tions (as all other institutions) be held
accountable for their results make it
mandatory that colleges and universities
analyze their traditional roles. An in-
depth analysis of present status of the
institution will provide documentation
needed to design and implement pro-
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grams that will address the problems,
needs, and interests of the community.
Accountable education cannot be separate
from community.

If students within the institutions are to
develop skills and competencies to equip
them for living in the world beyond the
institution, they must come face to face
with the social, political, and economic
problems that will confront their
generation.

Colleges and universities ofttimes
reflect themselves as sheltered commu-
nities. They are not very realistic when
compared with the communities in which
the students will spend the major portion
of their lives. Steps must be taken to

If students within
the institutions are
to develop skills and
competencies to equip
them for living in the
world beyond the
institution, they must
come face to face with
the social, political,
and economic problems
that will confront
their generation.

broaden the students’ role in the type of
community in which they will live. Stu-
dents, as well as the staff within the
institution, must understand the commu-
nity service concept and be willing to
serve people. Students gain self-confi-
dence through the utilization of their
natural talents and skills. Also, the use of
staff abilities and skills can accelerate the
institution’s efforts to be responsive to
community needs. Therefore, the student,
the staff, and the community benefit
when they engage in community-based
experiences. Such a cooperative arrange-
ment makes possible human interaction in
solving problems of concern to all.

One of the first and most important
steps in facilitating a service-learning
program is that community needs are
identified and that all planning fulfills
these needs. The community’s aware-
ness, understanding, and support are most
crucial to any service-learning program.

The many successes that Miles College
has experienced with community pro-
grams can be attributed to its willingness
to work with the community and to ex-
pand and refine programs over the years
in response to changing social conditions
and the nature of modern society.

In addition to its involvement in intra-
institutional and interinstitutional pro-
grams, Miles College has received both
moral and financial support for many
tasks and services to the students and to
the community.

Many programs that never existed ‘in
Birmingham are the result of the Col-
lege’s efforts toward community service
and unity. These include: VISTA, Head-
start, Manpower Training, Upward
Bound, and Institutes for Teachers of
English, history, and mathematics. The
highly successful Miles College-Eutaw
Program, a portable freshman-year pro-
gram in the black belt of Greene County
(Alabama), makes education available
where it was, heretofore, virtually
nonexistent.

Other programs that Miles has been
responsible for introducing into the
metropolitan Birmingham area are: Talent
Search (The Educational Talent Search
Project), an intensive effort to identify
and encourage underprivileged young
people, mainly dropouts, to go back to
school and go on to college; the Emer-
gency School Aid Act (ESAA), a pro-
gram implemented for the study of
language and culture, designed to ease
problems of desegregation of schools; and
the Liberty National-Miles College In-
ternship, a joint venture to place business
major students at Liberty National Life
Insurance Company in order to give them
firsthand experience.

Miles College offers invaluable assis-
tance to the community through other
programs and projects such as: Teacher
Corps, Adult Basic Education Program,
Comprehensive Employment and Train-
ing Act, University Year for Action
sponsored by the National Conference of
Black Mayors, Greene County Voter
Education Project, Eutaw Community-
Based Arts Education Program, West
Alabama Folk Arts Festival, Rural Youth
Work Program, and the Basic Skills Tu-
torial Program for Elementary Children.

A review and evaluation of the numer-



ous projects at Miles College support the
contention that educational institutions
can provide effective community service
that will improve the lives of those around
them. All have benefited from Miles
College’s service-learning programs. The
institution’s involvement has helped the

metropolitan Birmingham community to
solve many of its pressing social prob-
lems. What is of most importance, how-
ever, is that Miles College has been
instrumental in helping to improve the
quality of life for many who might have
been doomed to failure.

Miles College is committed to service-
learning. It is one of the better means of
reaching and teaching more people. Aca-
demicians must bridge the gap between
the community and the academic institu-
tion. Community education is one effec-
tive mechanism for bridging that gap.

John B. Davis, Jr., president, Macalester College, St. Paul

acalester College has had a
M commitment to community
service throughout its history.
From its founding in 1874 by a great
Presbyterian humanist and educator,
Edward Duffield Neill, to the present, the
College has fostered in its students a
sense of caring and responsibility that
ensures an ongoing commitment to the
betterment of the human condition.

Three underlying principles character-
ize the Macalester approach to its
program in community involvement.

The first is the long tradition of service
that derives from our Presbyterian heri-
tage. The relationship of this tradition to
liberal education is incorporated into the
Macalester Long Range Plan:

. . a liberal arts education should
involve students in the life of our
society . . . Macalester seeks to grad-
uate men and women committed to
serving their community in ways that
are motivated and disciplined by intel-
ligence and broad understanding.
Believing such commitment to be a
spirit that is caught, the College con-
sciously encourages service to others
by drawing students’ attention to
opportunities for volunteer work in the
larger community.

The second is a developmental model
of student services that provides oppor-
tunities for growth by placing students in
learning experiences that require them to
deal with ambiguity, diversity, and
uncertainty, and therefore to grow, intel-
lectually and personally.

The third is a purposeful and highly
structured approach to service-learning
that is controlled by the faculty. Volun-
teer and internship experiences are ex-
pected to promote cognitive, analytical,
and evaluative skills as well as a sense of
mastery and personal effectiveness.

These three principles led to the estab-
lishment of the Community Involvement
Program (CIP) at Macalester. This pro-
gram provides educational and supportive

services to enable Macalester students to
effectively realize the learning and
growth potential of service-learning
opportunities.

Our college is well qualified for this
mission. We have extraordinary diversity
in our student body: Nearly every state
and 40 foreign nations are represented,
eight percent of the students are from the
American minorities, and the students
come from a broad socio-economic mix.
Macalester students are thus brought to an
understanding of cultural diversity very
early in their college experience, and
have a sensitivity for the environment
where their service-learning takes place.

It is not
enough for a
college to make a
verbal commitment
to service-learning.
The commitment
of time and
dollars, as well
as organizational
support, is
essential.

Macalester students benefit from our
location in a residential area convenient to
the city centers of both St. Paul and
Minneapolis. The metropolitan area has
the added advantage of encompassing a
state capital, a federal regional center,
and home offices of such international
corporations as 3M, Honeywell, and
General Mills. Macalester students par-
ticipate in volunteer and internship activi-
ties in a wide range of settings—state and
national government agencies, nursing
homes, fresh water biology stations, early
childhood learning centers, consumer
groups, and many others.

Service-learning at Macalester is
sequential, starting with volunteer experi-

ences and moving into part-time and full-
time internships. At each step vocational
and avocational interests are identified,
tested, and evaluated.

It is not enough for a college to make a
verbal commitment to service-learning.
The commitment of time and dollars, as
well as organizational support, is
essential.

At Macalester, our support staff is at
the heart of the enterprise. These staff
members are skilled in site identification,
supervisor and student training, learning
contracts, and evaluation. They provide
individual counseling in vocational mat-
ters as well as conduct workshops in
interviewing, site selection, management,
assertiveness, resume preparation, and
other skills that help the student integrate
his or her classroom learning with the
understanding of the world of work. CIP
counselors also coordinate faculty spon-
sorship so that service-learning is clearly
connected to the classroom.

Macalester also supports a transporta-
tion system that enables students to
participate in learning opportunities not
accessible by public transportation.

Finally, the strength and integrity of
our service-learning unit, the Community
Involvement Program, are assured by reg-
ular evaluation processes, both for
involved students and for the program
itself. Institutional reporting has been
augmented by consultant evaluations of
the program. Staff members are active in
professional organizations, both locally
and nationally, and continually are re-
fining our process.

The goals of Macalester College and of
the Community Involvement Program are
the same: to educate capable, caring
citizens. Service-learning is central to
these goals; it instructs as well as en-
courages Macalester students to intelli-
gent action. The thoughtful criticism that
is the hallmark of responsible citizenship
derives from these experiences beyond
the classrooms. [ ]
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these principles distinguish effective
community organizing from other efforts.
The issue is nuclear power. In one town,
an environmental activist forms the No
Nukes Coalition. He writes a call to ac-
tion to environmental, civic, and church
groups; prepares a detailed study on the
economics and safety aspects of nuclear
power; and holds a teach-in. Twenty
groups agree to cosponsor the teach-in,
but only 10 send any participants.

The organizer hustles a foundation
grant to hire a lawyer to intervene in a
case pending before the Public Utilities
Commission on the construction of a
nuclear plant. He urges people to write
letters to their state legislators in support
of a ban on nuclear power.

The legislature fails to respond but the
Commission is persuaded by the lawyer’s
arguments and agrees to delay construc-
tion of the plant pending further study.
The coalition claims an important victory,
but hardly anyone is around to celebrate.

In a neighboring town, a community
organizer’s research uncovers the fact that
nuclear wastes are transported through
town on a highway running through two
low-income neighborhoods. She finds out
that there have been three serious truck
accidents on the highway in the past year.

The organizer puts the information to-
gether in a simple one-page flier and
begins knocking on doors in the neighbor-
hoods, talking to people about the danger
of trucks carrying nuclear waste right by
their homes. She organizes a meeting of
concerned residents and they plot a plan
of action. The group decides to pressure
the City Council to pass an ordinance
banning the transportation of nuclear
wastes through town.

The first action is a visit by 15 mem-
bers to City Council presenting the de-
mand. After two weeks of stalling by the
City Council, the group stages a demon-
stration on the highway with big banners.
The media covers it, the group keeps
pushing individual council members, and
in four weeks the ordinance is passed.
The victory is clearly the result of group
action and buoys the group’s spirits for
moving on to the next campaign.

The examples are oversimplified but
the contrast in process and results is sig-
nificant. While the environmental activist
was more concerned with the issue itself
and took the route of traditional civic
involvement and the use of experts, the
community organizer appealed to the self-
interest of neighborhood residents, in-
volved them directly, utilized direct
action, and, above all, built the organiza-

tion. Both effected change but the com-
munity organization will continue to
achieve more lasting results.

How To Start

Winning campaigns and building success-
ful community organizations is not as
easy as the example above; there are no
10 sure steps to success. Community or-
ganizing is a combination of systematic
hard work, creative strategizing, and
flexibility in reacting to changing circum-
stances. So where does the organizer
start?

The first task is identifying and con-
tacting potential members. Most com-
munity organizations are turf based,
structured along geographic lines. Initial

. . . anissue is not
a good organizing issue
unless the people in
the neighborhood care
about it.

contacts may include ministers, union
leaders, or other influential members of
the community who can, in turn, intro-
duce the organizer to more neighborhood
people.

The best method of recruiting mem-
bers, though, is door-knocking, visiting
every house in the neighborhood to ac-
quaint people with the idea of community
organizing and what it can do, and
soliciting their views on what problems
concern the neighborhood. One of the
chief values of door-knocking is that it
allows the organizer to identify a new
core of potential leaders rather than re-
lying on self-appointed neighborhood
spokespersons who may not genuinely
reflect the concerns of their neighbors.
Like everything else in organizing, door-
knocking should be done with a clear
agenda—asking people to join or come to
a first meeting—and in an orderly
fashion—keeping records of every door
knocked and the results.

Initial issues surface through door-
knocking and by simply looking around
and keeping eyes and ears open. In sur-
veying the neighborhood, the organizer
might find rundown vacant houses or
traffic problems or inadequate garbage
collection. But an issue is not a good
organizing issue unless people in the
neighborhood care about it. Test the issue
on people; find out which ones are of
most concern to the most people.

An issue also is not a good organizing

issue unless you can do something about
it. The more specific, the better. You
can’t cure urban blight, but you can go
after the city to board up abandoned
buildings or challenge a bank to invest
more mortgage money in the neighbor-
hood.

In the beginning, most community
organizations take on small issues that are
winnable. The purpose is to build a track
record for the organization and a feeling
among the membership that collective
action gets results. With a victory like
getting a traffic light installed, the or-
ganization will have the confidence to
tackle bigger issues.

With an issue in mind, the organizer’s
next job is research. Forget the academic-
style research you learned in school; this
time you need to think like a detective,
searching out the bits of information that
will inform your strategy and tactics.
Who are the decisionmakers? What ave-
nues are available for effecting change?
What are the opposition’s most vulner-
able points? Who are your potential
allies?

A critical piece of research is identify-
ing the targets for your campaign—the
individuals with authority to deliver what
your group demands or to apply pressure
to those who do. Specificity is in order.
Both the bureaucracy and the corpora-
tions specialize in sending people through
the never-ending revolving door. Under-
standing the decisionmaking process al-
lows you to focus on specific individuals,
concentrating the organization’s attention
and anger on a specific target. The rule of
thumb is to personalize the target, make it
real for people. It is difficult to direct a
campaign at New England Telephone
Company; it is easier to confront William
Musier, the $195,000-a-yedr president of
the company.

Researching the target means knowing
as much as you can about the individual.
What corporate or charitable boards does
he sit on? What country club and church
does he go to? What has he said in the
past about your issue? All of this infor-
mation will help you determine what
actions will exert the most pressure.

The other main research objective is
looking for what organizers call handles
—the points of entry into a campaign.
Handles come in all shapes and sizes.
Sometimes it is an obscure law that gives
you a new point of access—such as the
Arkansas statute that allowed cities, and
thereby voters, to set utility rates. Some-
times it is your target’s unkept promise
that justifies your position. Sometimes it

Spring 1980/Synergist 25





















face them. Without an advocate from
here, she goes alone.’’);

e Students in the Social Action Program
of the Stone Ridge Country Day School
of the Sacred Heart, Rockville, Mary-
land, caring for the children.

Wheeler would like to have students to
assist in a multitude of other ways, in-
cluding planning menus and buying or
obtaining food; picking out the better
dresses from those contributed for the
thrift shop and setting up a designer thrift
shop; advising on starting small busi-
nesses or cottage industry; setting up
second-stage housing for residents who
have left the shelter; repairing and main-
taining the house; writing and designing
publications explaining the program;
fundraising or soliciting contributions of
goods from businesses.

Student Reactions

At any one time more than a dozen stu-
dents from almost that many schools and
colleges are likely to be working four to
20 hours a week for academic credit at the
House of Ruth. Most seem to be attracted
by the prospect of helping battered
women rather than the homeless and
destitute—the invisible (and less glam-
orous) people. Awareness changes atti-
tudes, however, and few express regret
that their experience is with a group for
which, initially, they have little empathy.
Even graduate students with some life
experience to draw upon often express
wonder at their own naivete in dealing
with the women and the social service
agencies obstensibly serving them. Stu-
dents go through a form of culture shock,
and many survive it determined to come
back as seasoned volunteers when their
formal obligation ends. Many speak with
sadness of women who have lied to them,
manipulated them, become their friends,
and then disappeared. Happy endings
cannot be taken for granted.

The experiences of two students illus-
trate the diversity of backgrounds of
students who have served successfully at
the House of Ruth and the depth of the
learning experience both had.

Last spring Julia Pistor, a senior at the
exclusive Georgetown Day High School,
had to choose a project to which she
would devote full time for six weeks. She
considered using the time to write poetry,
but she felt she needed to become ac-
quainted with people she had not en-
countered in her sheltered life in the
white, affluent part of the capital. She
went to work at the Madison Center as a
staff assistant.
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A poised, quietly self-confident young
woman, she recalls, *‘I found it very
frightening that first day. I left wishing I
wasn’t there because I felt I was inept,
that the women really resented me, did
not like me. Now I realize they were just
looking at me to see who I was. I went
back because I wanted to do it, and I
knew first days are often horrible. After
my third day I really enjoyed it."’

Among the women she remembers
most clearly: a vendor who could not
understand how it could happen that she
would not have a place to stay; a woman
who accused Dr. Maz of trying to murder
her, threatened violence, and had to be
sent to the public mental hospital; a
woman who claimed (falsely) to have lost

‘I found it very frightening that

firstday. I left wishing I wasn’t

there because I felt I was inept,
that the women really resented me,
did not like me. Now I realize they
were just looking at me to see who

I was. I went back because 1
wantedtodoit . . .”’

her Dutch passport and would speak to no
one except Julia but left suddenly without
saying goodby; a woman who found both
an apartment and a job so she could have
her son with her; a 17-year-old girl who
had nowhere to go.

Julia answered phones and the door
(both screening processes), did intakes
(filling out forms, calming the women
down, orienting them), gave workshops
on creative writing and hygiene, escorted
women to social service agencies, offered
ideas for job hunting, and listened. She
says, ‘‘The House tried to let me do
everything. I became part of the staff.”’

To her surprise and delight, she formed
some strong friendships. She ended on a
note of optimism: *‘I used to be cynical
about being upper middle class. These
women are not cynical or bitter, and I am
less so.”

A part-time graduate student in crimi-
nology at the University of Maryland,
College Park, and a full-time credit
counselor, Teresa Gilchrist grew up in the
ghetto neighborhood where one of the
three House of Ruth shelters now is
located. She wanted to contribute to her
old neighborhood and found the chance
through a women’s studies course with a
service-learning component. She thought
nothing could surprise her.

The first day there she saw a lot of

familiar faces, women that she had gone
to school with as a child. It brought tears
to her eyes to see what had happened in
their lives, to see the ‘‘thin line between
volunteers and residents.”’

Working as a counselor, she has found
herself listening to women from all walks
of life, from the very educated to those
who never got out of elementary school.
Many are simply ‘‘down on their luck.”
She found that each one had to be dealt
with in a different way. A registered
nurse whose mother was dying of cancer
‘‘needed a place to stay rather than
counseling.’’ She left when she received
word of her mother’s death. A 17-year-
old woman who was five months preg-
nant rejected advice to go to a home for
unwed mothers because she feared it
would take her baby from her.

Counseling sometimes required her to
expand her knowledge, as when a young
mother just released from the public
mental hospital asked her help in finding
out how to get custody of her infant son
again.

Gilchrist gives the House of Ruth high
marks as both a service and learning
experience, though she thinks that some
of the volunteers get more from the home-
less than they are able to give.

Starting Similar Shelters

The staff members of the House of Ruth
are quick to point out that the nation’s
capital is not the only place where shelters
are needed. The problem affects urban
and rural areas, prosperous and impover-
ished communities. Often government
funds are not forthcoming, at least in the
beginning. The House of Ruth has estab-
lished sufficient community support that
it now receives limited funding from the
District’s Department of Human Re-
sources and rents the Madison Center,
once an elementary school, from the city
for $1 a year.

Dr. Maz believes her tactics can be
successful in many other places. She is
working with groups in several cities and
welcomes students (and others) who wish
to come work with the House of Ruth—
no one simply observes—to learn how it
operates. As she says in describing how
she learned to start a shelter for the home-
less and destitute, ‘‘I had been a student
and I had been a professor. I started
applying all those things I had learned
about basic psychology and sociology.’'ll

.Address inquiries to House of Ruth, 459

Massachusetts Avenue, N.W., Washing-
ton, D.C. 20001.















the fundraising effort for this particular
project and any development or fundrais-
ing activities on behalf of the parent
institution?

® Will the parent institution supply
everything necessary that is not coming
from the foundation? This might include
transportation, classroom or office space,
and bookkeeping.

® Will the demands of the proposed pro-
gram conflict with the needs of the parent
institution in any way? This consideration
needs to encompass potential scheduling
conflicts for students, teachers, or class-
room space, as well as financial obliga-
tions that the new program might have to
the parent institution, such as payment for
use of staff, facilities, or supplies.

¢ If the new program requires the pur-
chase of valuable equipment, i.e., a car or
movie projector, who ultimately will own
the equipment? Is it to be shared? What
will happen to any such equipment if the
proposed project terminates?

Basically, the foundation looks to the
parent institution to be ultimately ac-
countabie for the grant. The parent
institution looks to the program director
as being accountable to them, and ulti-
mately for the grant itself. For those
reasons, any potential ambiguities or
sources of conflict should be resolved
very early in the process.

Approaching the Foundation

When all aspects of the relationship be-
tween program and institution are clear, it
is time to contact the foundation. Initial
contacts with the foundation are almost
always made in writing. The first letter
should include the abstract and should ask
for any pertinent information, particularly
deadlines for proposals. The letter shouild
end with a request for a personal appoint-
ment, It is also wise to describe briefly
the qualifications of key people who will
be implementing the grant.

Not all foundations require or even
want personal interviews. When they do,
however, it is important to take maximum
advantage of the opportunity. An appoint-
ment with a foundation officer can carry a
great deal of weight either for or against a
grant. For that reason, the grant seeker
should be well prepared for the meeting.
That means, be ready to answer some
fairly searching questions, A foundation
officer will want to know: why his or her
foundation has been chosen for this pro-
posal; precisely what will be needed to
carry out the proposal; and why this
proposal is important enough (good
enough) to warrant a sizable investment

of the foundation’s money. The interview
is a time to be frank and businesslike. In
addition to affording an opportunity to
make a good impression, it is a time to
ask questions—to add to the store of
detailed knowledge about the foundation,
its procedures and policies.

Writing the Proposal. Whether an in-
terview takes place or not, the next step is
the submission of the formal proposal.
Since a proposal is the heart of the whole
grant-seeking process, it behooves the
grant seeker to approach it with great
care.

A good proposal always begins with a
good idea. It is senseless to go looking for
financial support without an idea that
generates enthusiasm and commitment.
At every step of the proposal process, it is
important to communicate enthusiasm for

Implicit in the existence of
organizations like the Foundation
Center . . . is the fact that the
chance of getting a grant is not
restricted to professional
Sundraisers.

and confidence in the project. Careful
attention to all a foundation’s deadlines
and requirements demonstrates diligence,
desire, and reliability.

The finished proposal should be suc-
cinct, without a Jot of padding simply to
give it an impressive heft. It should
include:
® The idea, and a clear plan to do some-
thing important;
® A clear, concise program description,
free of jargon;
® An explanation of the importance of
the program and what it is supposed to
achieve;
® Basic practical concems, such as who
is going to run the program (it may be
necessary to attach resumes of key
people) and where it will take place;
® An explanation of why the foundation
should support the plan;
® Clear steps, if any, that have to be
taken in order to implement the program;
® A detailed accounting of all costs and
how the money will be spent.

The Program Description. The pro-
gram description is the heart of the
proposal because it contains the idea—the
noteworthy or vital aspects of the pro-
posal that make it stand out and seem
more important to the foundation than all
the competing proposals that have been
presented. The description should contain

no weak points that invite foundation
officers to attack it.

When writing a program description, it
is important to understand a little of the
psychology that governs the giving away
of money. Although a foundation gets no
intrinsic profit from making grants, foun-
dation officers want to get the most for
their money. No foundation wants to give
grants to poorly conceived or marginally
important programs. Grantors are looking
for originality, significance, the meeting
of the greatest need, and things to which
they can give money that will make the
greatest possible difference. Foundations
are likely to find the following features
attractive:
® Demonstrable benefit to the disad-
vantaged;
® Projects that will garner attention or
publicity for the cause {and the founda-
tion, presumably);
® Projects that will lead to some kind of
article, monograph, book, or other docu-
ment with lasting value;
® Pilot projects, particularly ones that
stand a good chance of being replicated
elsewhere and can have an effect long
after the original project.

The grant seeker can do little after the
formal proposal has been tumed in. In
some situations, the foundation may want
to visit the site of the project if it is
already under way.

Grantsmanship. In addition to under-
standing the technical process of applying
for a grant, fundraisers need to be aware
of the vague, amorphous area of grants-
manship that encompasses all the refine-
ments of communication, contact, and
public relations. It helps to have someone
with an established reputation connected
with the proposed project. It helps, also,
to find someone who ts sympathetic to the
proposed project and can supply advice
and contacts. History has proven that
individuals or organizations who already
have received foundation support have
better credibility with other foundations.
Grants beget more grants.

Implicit in the existence of organiza-
tions like the Foundation Center and
publications devoted to fundraising is the
fact that the chance of getting a grant is
not restricted to professional fundraisers.
Every day teachers, and even students
working with community organizations,
write successful proposals. A good idea,
careful research, and conscientious
communication with the parent institution
and the foundation will sometimes ac-
complish as much as all the expertise in
the world. ]
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SEEDS

O THE SIXTIES

A product of the 1960’s, VISTA celebrates 15 years of
service with its idealism still alive and active.

by Margery Tabankin

hatever happened to the wide-
w spread concern for social
equality that characterized stu-

dent activity in the 1960°’s? Social com-
mentators harp on the narcissism that saps
the energy and excitement of the coun-
try’s youth. Yet, how many service-
learning educators or youth workers can
deny that they work with programs whose
seeds were planted 15 years ago?

Volunteers In Service To America
(VISTA), a program that grew directly
out of the social upheaval of the sixties, is
celebrating its fifteenth anniversary.
Since 1965, more than 50,000 VISTA
volunteers have lived and worked in low-
income communities, learning about the
problems of poverty as they serve to solve
them. And the program is alive and well
today: Nearly 4,000 volunteers currently
are serving in communities all over the
country.

As an individual whose own learning
was largely an outcome of intense in-
volvement in the fight for economic and
social justice, I have always considered
VISTA a service-learning program.
When Congress first authorized VISTA in
1964, it was conceived as a way of
channeling youthful energy and concemn
while exposing the VISTA volunteers to
the needs of the low-income population.
It was hoped that many would move into
careers in the helping professions when
they completed their volunteer work.

It was an idealistic time, as reflected in
President Lyndon Johnson’s words when
he sent the first 20 VISTAs off into the

Margery Tabankin is ACTION's deputy
associate director for VISTA and educa-
tion programs. She is the former head of
the National Student Association and the
Youth Project, Washington, D.C.
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field: *“Your pay will be low; the condi-
tions of your labor often will be difficult.
But you will have the satisfaction of lead-
ing a great national effort and you will
have the ultimate reward which comes to
those who serve their fellow man.”’

During the early years of the program,
many of the volunteers were young and
recent graduates of high school or col-
lege. Ironically, the idealistic spirit led
many of them back into school systems to
work on such issues as integration or
abuses of Title I funds for disadvantaged
students.

The VISTAs, working only with what-
ever local resources they could mobilize,
were some of the first people to recognize
the vast potential of using students them-
selves as volunteers in the poverty com-
munity. In 1965, a VISTA in Pittsburgh
started one of the first major projects
designed to link underprivileged children
to a wider world of culture and make
them aware of life beyond the ghetto by
involving local college students in tutor-
ing and companionship projects with the
children. VISTAs saw the wealth of re-
sources in a local university or high
school. In the words of one early VISTA:
*‘I believe the most valuable thing a
VISTA can do is create relationships
between groups—to .bring the college as
an institution into contact with the
community.”’

VISTAs, because of their own learning
process, began to focus on the special
value of service-learning. As a VISTA
working with a locally organized educa-
tion program on New York’s Lower East
Side put it, **You have to have people
doing things with each other. That is
education in itself.”’

In an effort to support the new service-
learning programs that VISTAs and
others around the country were develop-
ing, the Office of Economic Opportunity
created the National Student Volunteer

Program in 1969. NSVP, now the Nation-
al Center for Service-Learning, was
placed under the authority of the VISTA
program and has supported and promoted
an increasing number of service-learning
programs ever since.

In 1971 the University Year for
ACTION program was created. UYA
gives grants to universities to allow stu-
dents to work in the community for a year
while receiving academic credit for their
service. Since 1971 UYA has fielded
more than 11,000 volunteers at 122
institutions.

I’ve heard it said recently that idealism
is dead in this country, but I disagree with
that. Presently we have no major national
moral crisis. Therefore, people tend to
focus on their own personal lives and
work where they can be effective—at the
local level. Many people feel that al-
though they can’t control national public
policy, they can effect change in their
own neighborhoods. So, I don’t think
idealism is dead; instead it is being
directed into approaches that make issues
manageable and goals achievable.

I believe VISTA is one vehicle for this
realistic idealism. Fifteen years have gone
by and we still have poverty and high un-
employment in this country. The notion
that VISTA is going to alleviate poverty
in the nation is not correct, and it wasn’t
correct when VISTA was founded. No
single effort can change the whole nation-
al picture.

What we have seen is that students and
VISTAs serving and learning at the local
level can make a difference. We still need
idealistic, energetic, committed people to
serve as VISTA volunteers. I challenge
any students already active in community
service to consider becoming VISTA vol-
unteers. Maybe 15 years from now ideal-
ism will be back in style, but the poor
communities in this country can’t wait
that long for a helping hand.









Position:
Departmernt:
SUPErvisor:

2

JUILMATy:

(Time)

20%

40%

20%

8%

7%

5%

Sample Format:
Post-Secondary

POSITION DESCRIPTION

Director, Service-Learning Center
Experiential Education
Dean, College of Arts and Sciences

The director of the Service-Learning Center sets goals and establishes policies and
procedures for meeting them, supervises a three-person staff and 15 to 20 students in
the initiatlen and coordination cf service-centered experiential education programs,
advises student and community groups on volunteer projects, conducts workshops
for faculty members and agency supervisors, plans and directs seminars for seTvice-
learning students, and serves on the Interdisciplinary Curriculum Development
Committee.

MAJOR DUTIES AND RESPONSIBILITIES

PLANNING

The director sets long-term ( three years ) and short-term { one semester } goals and
develops policies and procedures to enable the Center to meet, those goals. This
involves analyzing community needs and university resources, determining student
interests and requirements, judging faculty acceptance of old and new Pprograms ot
policigs, and writing budgets based on the availability of funds from the university
and other sources { e.g., government grants, alumni ).

SUPERVISION

The director supervises a staff consisting of a counselor { primary regponsibility:
assisting students in choosing placements and in coping with problems that arise at
communiby sites }, & community placement coordinator { primary responsibility:
locating new placement sites, negotiating basic conditions of students’ placement,
monitoring performance of supervisors and students }, and a secretary ( primary
responsibility: maintaining a complex record system ). In addition the director trains
and assists 12 to 15 student project coordinators { primary responsibility: co-
ordinating student participation at community sites using at least 20 students ) and
three to five students cperating the Center’'s public relations program {primary
responsibility: preparation of media materials, presentations to civic groups, con-
ducting recmutment campaigns ).

ADVISING ON VOLUNTEER PROJECTS

The director, with the assistance of the staff, maintains a student-community
clearinghouse for short-term volunteer assignments. The director advises campus
service organizations and community groups on how to make the best use of
velunteers in a variety of off-campus community projects.

CONDUCTING WORHKSHOPS

The director conducts three workshops each semester for professors and community
supervisors who are participating in service-learning programs for the first time.
The first workshaop covers policies and procedures; the second, common problems
and the procedures for final evaluations; the third, reactions and recommendations.
The director also leads a workshop for faculty members who are interested in in-
corporating a service-learning component and dlrects one to three workshops cn
topies of special interest to professors and community sUpervisors.

DIRECTING SEMINARS

Each semester the director devises a curriculum guide and recruits discussion
leaders for a series of eight seminars for students participating in service-learning
programs. The Centar’s staff, professors, community supervisors, and students lead
the seminars, which consist of infermal presentations to large interdisciplinary
groups followed by discussions in small special interest groups.

SERVING ON THE INTERDISCIPLINARY CURRICULUM DEVELOFMENT
COMMITTEE

The director advises committee members on the feasibility and methodology of
inecorporating service-learning into all parts of the curriculum.

QUALIFICATIONS

The director should have a master’s degree, preferably in counseling, public ad-
ministration, community education, or social work. The director also should have at
least, five years of experience in experiential education, administration of a com-
munity service program, or a combination of the two. Teaching experience is useful
but not essential.

planning and evaluating service-leaming
projects and in dealing with community
agencies;

® Community liaison—locating place-
ment sites; negotiating with supervisors;
cvaluating service and leaming elements
through on-site visits and discussions
with agency staff and students; working
with agency supervisors as needed to
assure accurate written evaluations;

& Counseling—recruiting students and
matching them to appropriate projects;
conducting weekly small-group sessions
to discuss how to deal with problems
arising at the agencies; working with in-
dividual teachers, students. or agency
supervisors on problems arising from or
affecting students’ service-learning
experience;

¢ Teaching—conducting workshops for
teachers and agency supervisors; coordi-
nating academic materizl with service
projects; orienting students to the special
problems of their client groups (the aged,

With all the tasks
parceled into categories,
you are ready to establish

your priorities. Which task
or group of tasks takes
the most of your time?
Which do you consider
the most important?

the unemployed, the handicapped) and
coaching them in interpersonal skills;

® Public relations—informing key
school perscennel and the media of new
projects, special events in which students
play a major role, and awards received by
the program or individuals participating
in it; speaking to community groups and
at professional meetings; preparing arti-
cles for professional journals or general
circulation publications.

Setting Priorities

With all the tasks parceled into cate-
gories, you are ready to establish your
priorities. Which task or group of tasks
takes the most of your time? Which do
you consider the most important?

If the answers to both questions are not
the same, you may want to do some seri-
ous thinking about restructuring your
work. Perhaps you find that you are
spending 40 percent of your time on
administrative detail—scheduling rides,
calling supervisors to remind them they
haven't turned in their evaluations,
running off forms—and only 10 percent
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of your time on developing new projects.
You cannot raise the latter without re-
ducing the former. Creativity, persuasive-
ness, and determination will be needed if
you are to delegate successfully some of
those important and time-consuming but
relatively undemanding tasks.

Who would like to do them? A student
too shy to go into a community agency
but with a penchant for organizing? A
business student who wants something to
put on an empty resume? A business class
or club not involved in a community
service activity? A work-study or voca-
tional education or cooperative education
student? Look for someone whose meat is
your poison.

Maybe you are tired of speaking to
community groups about your program.
How about setting up a students’ speaking
bureau? Or calling occasionally on
agency supervisors?

If you find that absolutely no one else
is qualified to take over any part of your
job, you are either in need of a training
program or, more likely, of a careful re-
assessment of your own worth.

On the other hand, if the job descrip-
tion shows that your workload is in-
exorably askew, you may use it as a
negotiation tool in seeking more staff or a
lighter teaching load. (Dare one hope that
it might be a factor in proving you de-
serve a higher salary?)

Once you have established the priori-
ties (probably relying heavily but not
entirely on the amount of time as the key
determinant), little remains but to decide
how to present your material effectively.

Choosing a Format

If your school has established a format,
you should use it. If not, you will need to
develop or adapt one. No one format will
work in every situation, but all should be
as clear and as readable as possible.
Brevity is usually a blessing.

The common elements are:
® The job title—social studies teacher,
director of service-learning, community
service coordinator, vice principal, vol-
unteer coordinator, service-learning
educator;
® Qualifications—bachelor’s degree,
master’s degree, 15 hours in counseling
techniques, major in community educa-
tion or human services administration,
experience in community service, admin-
istrative experience (no personal charac-
teristics should be included);
® Major duties—summary statement and
brief description of major tasks, probably
broken down into categories;
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® Supervisor—principal, dean of stu-
dents, department head, superintendent of
schools.

Two examples of formats, one for a
high school teacher who acts as a part-
time coordinator and one for a college
administrator, accompany this article.

Other sources that service-learning ed-
ucators may find helpful include The
Service-Learning Educator: A Guide to
Program Management (National Center
for Service-Learning, 1979, 100 pages),
‘‘How to Write Position Descriptions,
Under the Factor Evaluation System'
(Office of Personnel Management, U.S.
Government, June 1978, 32 pages, stock
number 006-000-0154-7, $1.40; order
from Superintendent of Documents,

If you find that absolutely
no one else is qualified to
take over any part of your job,
you are eitherin need of a training
program or, more likely, of a
careful reassessment of
your own worth.

Washington, D.C. 20402), and “‘Job De-
scriptions: Matching Volunteer Skills
with Agency Needs,”’ by John H. Cauley
(Synergist, Winter 1974, page 36; reprint
112).

Using the Product

Once the job description is ready, what do
you do with it? That depends on your situ-
ation, particularly how much others know
about what you do and what you hope to
gain for yourself and your service-
learning program by increasing their
knowledge.

In almost every situation, the first
target group consists of those who decide
what happens to you (promotion, tenure,
salary, professional development) and
your program (crediting, released time,
budget). This could be one or all mem-
bers of the educational hierarchy ranging
from a department head to school board
members or trustees.

If you already had a job description and
the revision is minor, you may do no
more than send a copy of it with a memo
summarizing salient points to your im-
mediate supervisor.

If you have never had a job description
or the changes are major, you may need
to plan strategy carefully. Perhaps you
will write memos to all concerned asking
for face-to-face discussions of any actions

you feel are called for—more staff, a
bigger budget, major organizational
changes. Perhaps you will bring up the
subject informally at staff meetings or
social events and get the right person to
ask to see the job description. Or perhaps
you will simply inform the astute de-
cisionmakers of how your position is
evolving.

The second target group—and one
even more important to your daily oper-
ation—consists of those with whom you
work most closely—faculty members or
agency supervisors, depending on your
position.

Educating other faculty members about
your program and their participation in it
is absolutely essential, and the job de-
scription can be extremely useful in
explaining to them how you will work
together. For example, you find the
community placement, but they assign
related readings. You run the feedback
sessions, but they read the students’
journals. You teach the orientation semi-
nar on interpersonal skills, but they
approve the topics of and grade the term
papers related to the service experience.
If any problems arise at the service site,
you go together to talk to the agency
supervisor. You each visit the site at least
twice during the semester. They, too,
need a job description, for they, too, are
service-learning educators.

The same holds true in working with
community supervisors, particularly the
first time students work at a site. Your job
description—along with the one the stu-
dent draws up with the agency—can
clarify the arrangement and prevent un-
pleasant confrontations.

If your service-learning program has
other staff members, including students
acting as project coordinators, all should
have job descriptions. These can be
compared to make sure duties are allo-
cated properly and exchanged so that
everyone knows other workers’ func-
tions. Anyone reading the job descrip-
tions should have a clear picture of how
the program operates.

The job description is an invaluable
tool when a staff member has to be re-
placed, for it tells those in charge of
hiring what to look for and those seeking
jobs what to expect. It gives the new
employee some general guidelines to
follow, and old ones a resource to use in
writing resumes.

Preparing and using an accurate, up-to-
date job description will not solve all of
the pioneer’s problems, but it may prove
a good way to start working on them. M









posed to provide free transportation, but
all too frequently leaves disappointed
members stranded.

Leviton aiso would like to have funds
to pay honorariums to the graduate stu-
dents who take the bulk of the responsi-
bility for training tbe student staff.

In spite of these problems, AHDP has
developed a model that other area col-
leges—Chesapeake College in Wye,
Maryland, the University of the District

rnysical and emotional health go together.

of Columbia, and Montgomery College in
Takoma Park, Maryland—are using.

Those who wish to learn more about
AHDP may address queries to: Dr. Dan
Leviton. College ot Physical Education,
Recreation and Health, University of
Maryland, College Park, Maryland
20742, *Smiles,”” a 29-minute film about
the program, may be purchased for $350
or auditioned for a maximum of five days
tor $50.

Retired Volumnteer Service Corps
]

n a new twist on campus volunteer-
I ism, the University of Maryland,

College Park, is utilizing the talents
and experience of retired persons to aug-
ment resources always in short supply on
|~=7e university campuses.

~lembers of the Retired Volunteer
Service Corps (RVSC) act as tutors, as
consultants, as administrators, or as aca-
demic, career, and personal advisers. In
some instances, RVSC volunteers team
up with faculty and student volunteers.
Whatever services the retirees perform,
RVSC offers them an opportunity to do
constructive work on a flexible schedule
in a challenging academic environment.

Now in the final year of a three-year
model program financed by a $132,000
grant from the Edna McConnell Clark
Foundation, RVSC accepts any retired
person who has applicable career or life
experience skills. Most volunteers apply
after reading about RVSC in the campus
and community newspapers or hearing
about it at senior centers RVSC director
Renee Lewis has conlacted.

To help facilitate communication with
students and to orient volunteers to
campus life, RVSC conducts four work-
shops in which volunteers learn to coun-
sel students. One common topic is the
different ways faculty, peer, and volun-
teer advisers and tutors meet student
needs. Faculty advisers give the definitive
word on policy; students are expert on
what professors to avoid and how to
arrange course schedules; and RVSC
volunteers provide an off-campus, non-
authoritarian perspective.

One of those enthusiastic about team-
work is RVSC volunteer Vivian Ware,
59, a student doing graduate work in arn
therapy. Her varied background, which
includes directing the campus nursery
school at Tuskegee (Alabama) Institute,

cnables her to provide valuable help to
young undergraduates designing their
own curricula in Individual Swdies pro-
grams. In one case, a young man re-
quested help in planning for a career in
child development and counseling. She
advised on child development courses and
they called upon a senior counseling
major to help them work out a counseling
curriculum.

In most cases the team approach is
informal. When an RVSC or student vol-
unteer cannot answer a question, he or

In this and other University
programs geared to disadvan-
taged minority students, RVSC

volunteers often play special
roles—surrogate grandparents

and role models from a social
class . . . with which some
students have had little contact.

she calls in a faculty member or another
volunteer to help.

Fred Martin, director of the two-year
Intensive Education Program (for stu-
dents who ordinarily would not be ad-
mitted to college because of their poor
academic qualifications), asked for
RVSC volunteers to bolster his staft of
student counselors and tuters but found he
also could use the senior volunteers’
talents in other ways. Martin bas enlisted
Louise Amodei, a former health and
physical education teacher and guidance
counselor, to coordinate the growing tu-
torial program. They schedule wtors for
700 students.

In this and other University programs
geared to disadvantaged minority stu-
dents. RVSC volunteers often play spe-

cial roles—surrogate grandparents and
role models from a social ciass (and,
often, race) with which some students
have had little contact.

Sometimes the volunteers’ work intlu-
ences their life and career plans just as it
does those of the students. Because of
John Hoover's experience in the diplo-
matic service and as a professor of Latin
American history, his first year he served
as Study Abroad adviser in the Interna-
tional Education Services program. He
became interested in professional coun-
seling. His second year he enrolled in a
doctoral program with a specialty in aging
and advised students over 60.

The popularity of the program with
RVSC volunteers is illustrated by the fact
that 21 out of 26 volunteers from the first
year signed up for the second year.

Part of the purpose of RVSC is to de-
velop miethods and materials that other
colleges can use to initiate similar pro-
grams. Director Lewis points out that it is
not an expensive program—after it is
initially developed—and benefits signifi-
cantly both the students and retirees.
RVSC staff will provide technical assis-
tance to those who request it.

For additional informarion, write 1o
Retired Volunteer Service Corps, 3155
Undergraduate Library, University of
Maryland, College Park, Marviand
20742,

For general information on RVSC and
other campus-based programs using
elderly volunteers, contact the American
Association of Community and Junior
Colleges Older Americans Programs. |
Dupont Circle, N.W., Washington, D.C.
20036 or Elderworks, 680 Fifth Avenue,
New York, New York 10019. Eldervorks
is a quarterly newsletter funded by the
Clark Foundation. Subscription is $6 per
year.
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educational institutions may have the
same validity as the knowledge and skills
derived from formal instruction.

Allowing students to learn off campus
implies a collaborative relationship be-
tween academic institutions and the
workaday, liveaday world. Acceptance of
a collaborative relationship means a
highly significant shift in the posture of
educational establishments. It implies that
they cease to regard themselves as having
a monopoly of knowledge and facilities
for learning. Tacitly it accepts that they
are facilitators of some kinds of learning,
and that they offer a broad range of aca-
demic facilities that are complemented by
those in society at large.

Putting together, then, students as
customers and the recognition of non-
classroom knowledge and skills as
appropriate partners for classroom learn-
ing, to a greater or lesser extent the
curriculum of a baccalaureate degree then
becomes a negotiated matter between
individual students and the institution.

From the institutions’ point of view,
this means that their recruitment net can
be cast very wide over different sections
of the population. From the students’
point of view, there are so many ways in
which, through study, they can be helped
to meet requirements, whether for im-
mediate post-secondary education, for
training or retraining with an eye on
career advancement, for continuing edu-
cation, or for their own self-regard.

Assessment Questions

At this point the visiting English educator
has to stand back and think again. There
are problems. Despite the impressive
numbers of institutions that are trying to
enable many students to turn their strong
desires to be of some service to their
communities to good academic account,
many colleges and universities are not.
And for obvious reasons. Any acceptance
of experiential learning can be interpreted
as potentially threatening for an institu-
tion. If students can learn without being
taught, is the institution necessary? Why
should academic faculty join in some-
thing that apparently could put them out
of their posts?

For those who do accept the general
thesis of experiential education, however,
other problems are every bit as signifi-
cant. The validity of service-learning
rests upon the proven quality of what is
learned. This raises all manner of assess-
ment questions, which in turn introduce
considerations about the academic and
professional relationships between the

students, the institution responsible for
making judgments about their academic
attainment level, and the agencies where
students serve.

Any solution to these problems must
originate from the proposition that it is
not the experience of service-learning
itself that is the subject of assessment and
scrutiny, but rather what is learned from
that experience. Inevitably the two are
inextricably entwined as part of the pro-
cess of learning, but it does seem essential
to separate them if there is any question of
that learmning being seen on equal terms
with learning acquired through classroom

The validity of
service-learning
rests upon the
proven quality
of what is
learned. This raises
all manner
of assessment
questions . . .

teaching. But assuming that it is the
learning outcomes that have to be as-
sessed, a fascinating range of questions
begins to crop up. How are those out-
comes going to be demonstrated? Does
the evidence have to be written? How far
should those outcomes be specified as
objectives, and how specific is specific?
Ought there to be some form of learning
contract to ensure that everyone con-
cerned is clear about the purposes of the
experience for the student? What kinds of
supervision are appropriate? Should the
academic institution provide any, or
should this be left to the agency? Since it
is well known that students frequently
learn as much from one another as
through any other means, should the aca-
demic institution provide a series of
seminars under the skilled leadership of a
faculty member, and so extract maximum
value of learning from students’ varied
experience?

The workload that results from an
institution replying in the affirmative rises
considerably. For these reasons, though
perhaps not expressed openly, in some
cases the institution relies upon the
agency for assessments and adopts a pass/
fail approach so that ‘‘satisfactory
performance’’ from the agency means
passing the course and so receiving
credits for it. Such a procedure can easily
lead to suspicions of getting credits on the
cheap, which does no one any good.

Transfer of Credit

That kind of problem leads directly to
another: Not all colleges and universities
will transfer credit for service-learning.
Even in institutions that accept it, all is
not necessarily plain sailing through the
registrar’s offices. And this is where
some of the matters just referred to be-
come so very important. A transcript
without adequate descriptions of what has
constituted the knowledge for which
credit has been given can be a great dis-
service to the student. But to pay close
attention to all those details involves
time, and so money. Thus, ultimately all
these issues become matters of the overall
disposition of the resources of an aca-
demic institution.

That can be no matter for complaint
though. For just as it is possible to see
how institutions over the years have re-
sponded to changes in society, and there-
by to the changing interests and concerns
of potential students, so the implications
of change may not always be welcomed
by the institutions, and the process of
adaptation often is bound to be difficult.

Student interest in all forms of commu-
nity work and service-learning has devel-
oped rapidly for reasons too numerous to
discuss. Service-learning is merely one
form of experiential education among
many. But it is a highly significant form.
A visiting English educator is likely to be
envious of the way it can feature within
post-secondary education for people of all
ages and status. Its significance, how-
ever, seems to run beyond the provision
for people who want it. For it appears to
be part of a tentative beginning to redraw-
ing the higher education map. When the
American Red Cross finds itself applying
for recognition for its own courses from
the American Council on Education’s
program for evaluating noncollege
sponsored programs of instruction, some-
thing very important is happening. Just as
important—perhaps even more so—is
Xerox becoming accredited as a degree-
awarding body by the New York Regents.

If this is a fair interpretation, those
concerned with service-learning are in the
van of developments in higher education.
That is what volunteers have always done
in whatever sphere they have worked.
Volunteering for anything has always
been a hazardous business. Service-
learning can be no exception. Seen
through English eyes, however, if the
difficulties are there, so are the oppor-
tunities. The question is, how can they
best be used? |
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