








Thel earning Cycle

By Glen L. Gish

The author suggests Ways educators may apply Kolb’s
experiential learning model to service-learning.

oger, a high school junior

who practices the piano two

or three hours a day and

hopes to become a composer,
volunteers to take part in a new after-
school project to teach developmen-
tally disabled children to play musical
instruments. Roger is eager to share
his love of music with a child, but he
takes no interest in setting up the
program and seeing that it functions
properly.

Janet, a college senior majoring in
library sciences, likes nothing better
than to take long walks in the woods
alone. When she must carry out an
assignment on using the public library
as a community resource, she elects to
work with a bookmobile that travels to
nursing homes and senior citizen cen-
ters. She believes the service is valu-
able and enjoys talking to the older
people about books or their other inter-
ests, but when the city threatens to dis-
continue the service because of budget
cuts, she is reluctant to advocate that
the service be continued.

Anita, a college sophomore study-
ing physics, enjoys working on com-
plex problems. She takes part in a
project to measure industrial pollution
in a low-income residential area. She
helps analyze the results and conceive
a comprehensive solution. When it
comes time to discuss the steps to be
taken with those involved and test the
proposed solution, Anita withdraws
from the project.

Bob, a college senior, belongs to
several clubs and likes to chair com-
mittees for such tasks as building pa-

Glen L. Gish is a management con-
sultant specializing in action research
and large organization change in
urban transit systems. He is also a
doctoral student at Case Western
Reserve University, Cleveland. He
wrote this article with the support and
guidance of his adviser, David A.
Kolb, the originator of the experiential
learning theory.
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rade floats and managing fundraisers.
As a junior he became the chief orga-
nizer of a food co-op for students and
low-income residents. He has been
highly successful in getting people to
participate. The bookkeeping, how-
ever, is becoming confused. Co-op

. . . learning can be seen as a
process in which a person ex-
periences something directly
(not vicariously), reflects on
the experience as something
new or as related to other expe-
riences, develops some concept
by which to name the experi-
ence and connect it with other
experiences, and uses the con-
cept in subsequent actions as a
guide for behavior.

members are beginning to complain
about Bob’s unwillingness to hold
meetings or even to sit and talk about
how they could have more control over
the co-op and how it could be
improved.

It appears that all of these students
are well placed. They are doing valu-
able work, and they are using their
preferred way of learning to put their
abilities to use.

It also appears, though, that these
students are having trouble performing
some aspects of their assignments.
They are each uneasy with some part
of the service-learning experience and
each avoids certain activities by inten-
sive involvement in more comfortable
ones.

Clearly each student (in fact, each
person) prefers ways of learning that
make it easier to perform certain tasks
and obtain certain understandings.
Each also avoids ways of learning that
lessen effectiveness in doing and
learning other things. Most people de-
velop their preferred learning styles in
school and use them throughout their
life. Thus students’ life-long learning

may be limited by an imbalance in
learning styles.

Service-learning programs can—
and should—offer great opportunities
for students not only to use preferred
learning styles but also to develop
neglected styles, thereby enhancing
both the service and learning functions
of their experience.

David Kolb, a developmental psy-
chologist on the faculty of the School
of Management, Case Western Re-
serve University, Cleveland, has de-
veloped a way of looking at learning as
a total experiential process. This mod-
el clearly portrays the different ways
a person can learn in school, in the
community, in a career, and in other
facets of life. The experiential learning
model provides some ideas for identi-
fying how learning preferences impact
on service-learning. The model pro-
vides a view of how service-learning
can become a vehicle for carrying stu-
dents through significant development
and can have a major effect on their
careers and lives.

Experiential Learning. Tradition-
ally learning has been viewed as the
accumulation of information and the
development of concepts organizing
that information into some coherent
arrangement. This kind of learning is
still to be valued. Learning, however,
can be seen as a process that includes
all human experience. Active partici-
pation in others’ lives is important to
learning. Reflection on and orderly
observation of human activity and the
ideas that can define it are equally a
part of learning. Creating concepts that
organize the world so it can be under-
stood and effectively dealt with is
another important element. Finally,
acting and experimenting allow us to
test our experiences, reflections, and
concepts—and thereby gain additional
learning. i

To state it another way, learning can
be seen as a process in which a person
experiences something directly (not









that demonstrate a particular learning

approach. Often two approaches will
be combined. Another way is to use
the self-profile instrument called the
" “‘Learning Style Inventory’’ devel-
oped by Kolb (see box for ordering
information).

The following is an example of what
happens when a faculty member works
with a student in terms of completing
the learning cycle.

Bob went to Mrs. Witki, the co-op
project coordinator, complaining that
the harder he worked for the co-op, the
worse things got. People were leaving
the project and showing no apprecia-
tion for all he had done for them. She
listened carefully and then asked Bob
to describe fully his experiences on the
project.

After a long recital of events and his
feelings about them, Bob said, *‘You
know, I bet those people are getting
tired just watching me run around.”’

The coordinator prodded Bob to
consider how he might change his ap-
proach. After some thought he decided
to relax and let some of the other co-op
nembers take more responsibility.
The coordinator agreed with this strat-
egy and suggested that Bob could learn
and accomplish more if he spent more
time just enjoying the people and the
activity. He also might be able to come
up with new ways of lowering the
members’ food costs.

Bob recognized that he needed to
change his strategy or risk the co-op’s
failure. He came to that realization by
fully identifying the elements of his
concrete experience and reflectively
observing the impact of that experi-
ence. Mrs. Witki helped him develop a
new way to conceptualize the situation
and develop a scheme by which he
could experiment with new actions.
Bob’s scheme focused on being more
reflective and on sharing the action
rather than sticking to his preferred
approach of active experimentation.

Not every situation can turn out so
well. One cannot often try out all four
of the learning approaches in a given
situation. What is important is that
service-learning be a vehicle for

Copies of The Learning Style
Inventory (self-scoring booklet,
$2.50; technical manual, $10) may
be ordered from McBer and Com-
pany, 136 Newbury Street, Boston,
Massachusetts 02116.

broadening each student’s experience
and skills in learning approaches other
than the one each prefers and tends to
use most in academic studies. If only
one other learning approach can be
tried out in a project, a student can
gain much.

Really effective learning occurs
most frequently when all four learning
approaches come into play, with the
mix depending on the requirements of
the situation. In fact, if a person were
to utilize thoroughly the four learning
modes in the sequence suggested by
the experiential learning cycle, the
learning would be greatly enhanced.
Such ideal conditions rarely occur, but
those working with service-learning
should be aware of the potential.

To make full use of the total learn-
ing cycle a person needs to practice
each learning approach by itself and
then in tandem with the others. Finally
L |

Service-learning represents a
unique opportunity for students
to practice and develop learn-
ing approaches not being fully
developed in the classroom.
L]
all four learning approaches can be
linked in a conscious application of the
experiential learning cycle. Most
people seldom achieve such complete
learning on a regular basis, if at all.

Since academic learning usually fo-
cuses on only one or two approaches—
which one(s) depending on the field of
study—the service-learning setting of-
fers a golden opportunity for students
to try out the other approaches. One
outcome could be a general broaden-
ing of the learning capacity of the stu-
dent. Another could be the students’
incorporation of additional learning
approaches into their academic stud-
ies. This could result in students’ more
fully internalizing—and therefore
retaining—the skills and knowledge
learned.

If the experiential learning sequence
is followed, each time the cycle is
completed and begun again, the sec-
ond cycle will represent learning at a
higher level. That higher level will in-
volve more complexity in the content
being considered and in the process by
which the content is dealt with at each
stage of the cycle. .

Anita, the physics major, provides
an example. In high school she was
curious about many things, including

why some objects sometimes would
float on the surface of water and some-
times would sink. She thought of
many possible explanations. When her
physics teacher introduced the concept -
of surface tension, Anita tried out this
concept in a laboratory experiment
during which she discovered how
strong surface tension could be. Her
fascination with this phenomenon led
her to begin considering what some of
the factors might be that contribute to
this characteristic of fluids.

Anita has completed one cycle of
experiential learning and begun a sec-
ond, more complex cycle. She began
with a concrete experience—watching
objects floating on the surface of water
suddenly sink when the water was
stirred. She wanted an explanation.
She needed a concept to organize this
experience. She needed, in short, a
way to move from experience to con-
cept. Reflective observation, in the
form of guessing many possible expla-
nations, prepared her for the moment
when her teacher presented the
concept.

Anita might have come to this on
her own had she gone through several
learning cycles, but she could jump
several cycles based on the experience
of others. Nevertheless, she had found
a way—reflective observation—to
bridge the gap between her experience
and a concept. Anita needed to expe-
rience this new concept at a more com-
plex level. An experiment in the lab-
oratory provided the bridge between
concept and experience.

Since then she has proceeded
through literally millions of learning
cycles involving not only physics but
also all other elements of her life.
Unfortunately, because of the “‘help”’
several very good physics and math
teachers have given her, she has been
able to dispense with the stages of
active experimentation and concrete
experience as she proceeded to higher
levels of complexity in these subjects.
To become a fully functioning scien-
tist, she will need to reinstate those
learning modes to create a complete
learning process.

To have complete learning Anita
needs to bridge the gap between expe-
rience and concepts that explain that
experience. Experiences devoid of
concepts become repetitious and
empty. Concepts that have no real
basis in experience become sterile and
meaningless.
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In the project involving industrial
pollution in a residential area, Anita’s
preference for conceptualization is ob-
vious, as is her lack of preference for
interpersonal contact and experience.
For her to extract significant learning
from the project, she—or the project
coordinator—will need to find a way
for her to use the complete learning
cycle. Doing so will increase the
chances for a successful project and
greatly enhance the learning from it
and, quite possibly, from classroom
work in which she applies this newly
acquired integrated approach to
learning.

Service-learning represents a unique
opportunity for students to practice
and develop learning approaches not
being fully developed in the class-
room. As seen with Anita, the benefits
may include not only a different set of
experiences but also tangible flow-
back to academic and even life work.

Roger and Janet need to have differ-
ent kinds of experiences from those
Anita and Bob had in order to com-
plete their learning cycles. The pianist
and the future librarian represent two

versions of a similar condition. Roger
prefers to be quiet and uninvolved with
others as he enjoys his music. Janet
likes to be involved with the senior
citizens on a one-to-one basis but dis-
likes the complexities of advocacy.
Both favor concrete experience and
reflective observation, with Roger
leaning toward the former and Janet
tending toward the latter. They need to
practice their skills in active experi-
mentation if their projects are going to
succeed and if they are going to extract
higher learnings from their work. If
they do not, their service-learning
experiences will be merely repeats of
other experiences and their learning
will be limited to a confirmation of
what they already know.

Our four students represent four of
the more common patterns of prefer-
ence for particular learning approach-
es. All could enhance their leamning by
tapping the other approaches and even-
tually linking them into a comprehen-
sive learning cycle.

The first step in achieving this goal
of a complete experiential learning
cycle is to find out what is the stu-

ALTERNATIVE LEARNING APPROACHES
Current Preferred Learning Approach(es)
Learning Approach(es) To Be Facilitated
concrete experience —» abstract conceptualization
reflective observation > active experimentation
abstract conceptualization —»  concrete experience
active experimentation » reflective observation
concrete experience . abstract conceptualization
& reflective observation " & active experimentation
concrete experience _abstract conceptualization
& active experimentation & reflective observation
abstract conceptualization concrete experience
& active experimentation & reflective observation
abstract conceptualization concrete experience
& reflective observation " & active experimentation

dent’s preferred learning approach.
This preference should be valued and
not lost.

The next step is to identify the
complementary or alternative learning
approach, which may be done by
referring to the accompanying illustra-
tion. For Anita, who favors abstract
conceptualization, the primary com-
plementary learning approach is con-
crete experience. For Bob, the active
experimenter, it is reflective obser-
vation. For Janet, who prefers re-
flective observation, it is active ex-
perimentation. For Roger, who is
highly involved in expressions of
concrete experience, it is abstract
conceptualization.

When the complementary learning
approach is known, the students
should be encouraged to practice and
develop that approach through specific
actions. Coordinators may make work
assignments or design projects on the
basis of the learning approaches that
need to be accented. Both the student
and the teacher or coordinator must
make some creative effort, and the
first tentative steps need to be carefully
monitored.

When two complementary ap-
proaches are beginning to be used
well, the student and coordinator can
turn their attention to the other set of
complementary learning approaches.
A student who has worked on being
more active while retaining the valu-
able skills of reflective observation
can, at some point, focus more atten-
tion on either concrete experience or
abstract conceptualization. Eventually
the student completes the experiential
learning cycle and has skills from all
four approaches to use in repeating the
cycle on a more complex level.

The educator’s role can be instru-
mental in this process. Students are
under pressure to learn so many things
that they cannot always gain the per-
spective that enables them to take full
advantage of their opportunities. The
educator can use the experiential learn-
ing model as a diagnostic tool and then
as a guide to improve the education
process.

It is not easy to plan service-learn-
ing experiences so that students will
use complementary as well as pre-
ferred learning approaches, but educa-
tors who take the time and trouble to
do so will see better service and richer
learning. J



A Nosekor Needs

A simple exercise helps students pinpoint community
problems and realize they can assist with solutions.

Old newspapers may help in finding
new ways of attacking such persistent
problems as defining service roles for
students in rural areas lacking social
service agencies, familiarizing cam-
pus-bound college students with local
needs, identifying possible resources,
and making students aware that they
can be community problem solvers.

Dan Conrad, a high school teacher
and service-learning consultant in
Hopkins, Minnesota, has developed a
method for using yesterday’s news to
help his students generate project ideas
and come to see themselves as capable
of solving community problems. He
believes the simple exercise may be
used in urban or rural settings with
high school or college students.

The basic procedure is as follows.
The teacher (coordinator, leader)

collects several editions of the local
newspaper and brings them to class
(seminar, meeting). The class breaks
up into small groups. Each group takes
several newspapers and skims them for
articles that illustrate either a com-
munity need or a resource for meeting
a need. The members of the group then
define the need indicated by the ar-
ticle, brainstorm possible ways of
meeting it (someone should keep notes
on all suggestions), go back over the
suggestions to evaluate them for desir-
ability and feasibility, and present
specific proposals for action to the
entire group.

From this process may come several
ideas for projects that the students may
initiate in the coming year. Even if few
of the proposals come to fruition, the
students should be more aware of the

needs and opportunities for service
projects. The process is, of course,
merely an opening gambit. Students
will have a great deal of work to do to
determine which needs are genuine,
deserve a high priority, and can be met
by students’ efforts, either through
direct service or as advocates.

Conrad found that high school stu-
dents often do not perceive that they
can become community problem solv-
ers until they see several examples of
how they can meet the needs they
identify. With any group, the leader
should run through two or three exam-
ples before setting small groups to
work.

Below are examples of newspaper
articles indicating needs or resources,
a few ideas that brainstormers migh
suggest, and possible actions. (] :

Needs Brainstorming Action(s) Planned
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Service-Learning:
ThreePrinciples

By Robert Sigmon

A practitioner discusses three principles of service-
learning and basic tools for putting them into practice.

Service-learning terminology has
emerged in the past 10 years, and—as
in the case of many traditional Christ-
mas carols—the authors are unknown.
The great carols belong to the public, a
product of folk traditions at their best.
Service-learning represents the coming
together of many hearts and minds
seeking to express compassion for
others and to enable a learning style to
grow out of service.

The term service-learning is now
used to describe numerous voluntary
action and experiential education
programs. Federal laws now use the
phrase. Its diffusion suggests that
several meanings now are attributed to
service-leaming. If we are to establish
clear goals and work efficiently to
meet them, we need to move toward a
precise definition.

The following notes indicate three
fundamental principles of service-
learning and several tools for practi-
tioners who are involved with service
delivery and learning programs.

My first contact with service-learn-
ing was in the late 1960’s when the
Southern Regional Education Board
(SREB)—using federal dollars—
popularized a service-leaming intern-
ship model. Service-learning at that
time was defined as the integration of
the accomplishment of a public task
with conscious educational growth. A
typical service-leaming activity was a
10- to 15-week full-time experience in
which students carried out work tasks
in communities while also receiving
academic credit and/or financial
remuneration.

Voluntary action and experiential

Robert Sigmon is assistant director
of the Wake Area Health Education
Center in Raleigh, North Carolina. He
has helped develop and manage ser-
vice-learning models in South Caro-
lina, North Carolina, Georgia, and
Tennessee.

education programs have grown stead-
ily in this country during the past
decade. Service-learning rarely has
been examined carefully as a style and
has been much overshadowed by more
popular program styles. These, in
brief, are:

® Classroom-based experiential edu-
cation in the form of simulations,
games, programed instruction, com-
puterized learning packages, group
process techniques, and library-based
independent study;

® Career exposure and life-style plan-
ning programs, part of the massive
career education movement that has
been popularized by the writings of
such people as Richard Bolles;

® Outward Bound programs and their
counterparts using outdoor and wilder-
ness settings for growth and learning;

® Cooperative education, an example

of the vocational programs placing
students primarily in ‘‘for profit’’
settings;

® Adult self-initiated learning exer-
cises sustained without the aid of edu-
cational institutions or professional
teachers;

® Programs rooted in public need
settings, including- voluntary action
programs, public service internships,
academically based field practica, and
some work-study programs.

All six styles have in common an
emphasis on individual development.
Programs based in public need settings
add service to others as a major di-
mension. The service-learning style is
best understood in this type of pro-
gram, for it focuses on both those
being served and those serving.

Based on my work designing, man-
aging, and evaluating programs with

pages, $10.95).

Servant Leadership, by Robert K. Greenleaf, Paulist Press, New York, 1977 (330

In the 1920’s Greenleaf finished college and became a groundman—post-hole
digger—for the American Telephone and Telegraph Company. In 1964 he retired as the
company’s director of management research. Since then he has been active as a
management consultant to businesses, educational institutions, and social service groups.

His concept of the servant as leader was developed over the years and crystalized when
he read Herman Hesse's Journey to the East, a story that shows how a group disinte-
grates with the disappearance of the servant who had sustained the members with his
spirit as well as his menial labor. Greenleaf contends that great leaders are those who are
servants first, i.e., who lead because of a desire to serve rather than to gain power or
personal gratification,

Greenleaf cites historical examples of servant leaders, including Thomas Jefferson,
and predicts that in the next 30 years leaders will come from the *‘dark skinned and the
deprived and the alienated of the world’’ rather than from elite groups who have not
learned to listen and respond to the problems of those to be served.

In his chapter on ‘‘Servant Leadership in Education,’’ Greenleaf returns to his theme
of the need for secondary and post-secondary schools to prepare the poor ‘‘to return to
their roots and become leaders among the disadvantaged.”” He states that the goal of a
college education should be to ‘‘prepare students to serve, and be served by the current
society.”’

Greenleaf also devotes chapters to ‘“The Institution as Servant,”’ ‘‘Trustees as Ser-
vants,’”” ‘‘Servant Leadership in Business,”” ‘‘Servant Leadership in Foundations,”
*‘Servant Leadership in Churches,”’ ‘‘Servant Leaders’’ (profiles of Abraham Joshua
Heschel and Donald John Cowling), ‘‘Servant Responsibility in a Bureaucratic
Society,”’ and **America and World Leadership.”’

Greenleaf shows a way of putting together two overworked words (service and
leadership) into a fresh perspective. In Servant Leadership he offers experiential learning
managers a holistic framework for understanding the significance of service-centered
learning for individuals and institutions.
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service and learning dimensions, and
with a spirit of inquiry about how any
of us serve well and are served well by
our actions, I suggest the following
three principles for those in similar
positions.

Principle one: Those being served
control the service(s) provided.

Principle two: Those being served
become better able to serve and be
served by their own actions.

Principle three: Those who serve
also are learners and have significant
control over what is expected to be
learned.

Robert Greenleaf, author of Servant
Leadership, A Journey into the Nature
of Legitimate Power and Greatness
(see box), defines service as it is used
in this service-learning formulation.

One who serves takes care to make
sure that other peoples’ highest pri-
ority needs are being served. The
best test, and difficult to administer,
is: do those served grow as persons;
do they while being served, become
healthier, wiser, freer, more auton-
omous, more likely themselves to
become servants? And, what is the
effect on the least privileged in soci-
ety; will they benefit, or, at least,
will they not be further deprived?

Learning flows from the service
task(s). To serve in the spirit of the
Greenleaf definition requires attentive
inquiry with those served and careful
examination of what is needed in order
to serve well. As a result, learning
objectives are formed in the context of
what needs to be done to serve others.

Unfortunately learning objectives
may be superimposed upon rather than
derived from the service task even in
programs that strive to adopt the ser-
vice-learning style. In the SREB
service-learning internship model of
the 1960’s, for example, the hyphen
between service and learning was
highlighted because it illustrated the
link between the two. Unfortunately,
the nature of the service received lim-
ited attention; the focus was on the
learning outcomes sought. The proper
emphasis in service-learning, in my
view, is not on the link between the
two, but on the distinctiveness of a
service situation as a learning setting.

Over the years I have been exposed
to people who teach and develop tools
that aid individuals and institutions in
planning for and carrying out service-
learning activities in accordance with
these three principles.

10

An awareness-building exercise for
prospective servers helps assure that
principles one and two are taken into
account. The exercise is a simple pro-
cess of using guided questions based
on a distinction between ‘‘acquirers’’
and “‘recipients’’ of services. To be an
‘‘acquirer’’ suggests active involve-
ment in the request for and control of a
service. As an ‘‘acquirer’’ an individ-
ual or institution is involved in some
self-analysis of the situation and is
active in selecting the type of service
and provider. To be a ‘‘recipient’’
connotes limited, if any, active par-
ticipation in seeking assistance, treat-
ment, or help.

To understand the distinctions be-
tween ‘‘acquirers’’ and ‘‘recipients’’
and to plan activities, students can:
® Describe one or more situations in
which each has been an ‘‘acquirer’’ of
a service;
® Describe one or more situations in
which each has been a *‘recipient’’ of
a service;
® Describe one or more situations in
which each has been a direct service
provider to an individual, organization
(Were those served viewed as ‘‘ac-
quirers’’ or ‘‘recipients’’?);
® Discuss these experiences with a
partner or a small group;
® List the key themes noted in the
descriptions of services;

o Examine these themes alongside the
three service-learning principles, or
the Greenleaf definition of service, or
within the ‘‘acquirer’’-*‘recipient’’
framework; _

® Move into various phases of discus-
sion and planning for a service-learn-
ing activity.

An analytical tool for looking at
four basic constituencies in service
delivery situations has been helpful to
me. The first constituency is made up
of those who acquire services; the
second, service providers; the third,
technology developers (those who
budget, plan, manage, develop cur-
ricula, design, monitor and generally
run things); and the fourth, those who
provide resources, the policy makers.

Service-learning projects can have
as the ‘“‘acquirer’’ of service any of
these four constituencies. The central
question is: Does the service being
provided make any sense to those
expected to benefit from the services
delivered? Will they be better able
to serve themselves and others because
of it? Closely related is the question

of who are the individuals who fill
the roles in any service delivery ac-
tivity. And how do they relate to one
another?

The accompanying Service Task
Check List is a practical tool for exam-
ining program elements and actors in
most voluntary action or public ser-
vice-oriented internships. Seven par-
ticipants are listed along the horizontal
axis, and 10 program functions associ-
ated with student projects are listed on
the vertical axis.

The Check List can be used in sev-
eral ways. The list across the top intro-
duces major categories of actors in a
service-learning activity and their dis-
tinctive expectations, roles, and rela-
tionship patterns. The questions down
the left side relate to the development
and implementation of a service proj-
ect and can be guides for planning an
activity. Participants should be re-
quired to be specific in the responses
and encouraged to examine closely the
implications of who controls the ser-
vices to be rendered.

A faculty member, an agency super- -
visor, and the student involved can use
the list to examine a student’s service-
learning activity. Two avenues of
analysis are possible: What are the
similarities and differences in perspec-
tive among the three participants, and
who in fact is in control of the services
being provided? As a planning tool for
individual projects, the Check List can
provide a similar overview of who will
be in charge and how each participant
views the control issues in a proposed
activity,

In order to review a departmental or
institution-wide service-oriented edu-
cation program either being planned or
in existence, different constituencies
can complete the check list and then
note and discuss comparisons and
contrasts. These profiles also can be
checked out against the Greenleaf ser-
vice definition or the three principles
outlined earlier.

A project or service plan work sheet
is another tool for helping discover
responses to ‘“Who is to be served by
this activity?’’ and ‘‘How are those to
be served involved in stating the issue
and carrying out the project?’’ Pro-
posed categories for a model work-
sheet are:
® Summary of situation to be
influenced;
® Key individuals, organizations, and



Place a check in the appropriate box for cach question. If
more than one answer is valid, rank the answers in order
of importance.
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A. Who initiates the tasks to be addressed?

Wlio defines the tasks?

Who approves the tasks?

Who approves the methods used in doing the tasks?

Who monitors the daily/weekly task activities?

R ERE

agency?

Who is the server responsible to in the community or

G. Who determines when the task is completed
satisfactorily?

H. Who benefits from the task being done well?

withdrawn from the work?

1. Who decides that a server doing a task should be

Service Task Check List

the community or agency?

J. Who owns the final product of a server's work with

K. Other

institutions involved in the situation
(the direct providers, technology de-
velopers, and policy makers concerned
about the dilemma);

® Proposed specific service objectives;
® Experiences (activities, resources,
settings, methods, and the like) to be
used in conducting activity;

® Criteria for assessing service
outcomes;

® Specific citizens and/or institutions
to be served.

Providing services in situations
where ‘‘acquirers’’ speak in other
tongues—or don’t speak, or speak
from cultural perspectives unfamiliar
to us—is no easy task. There is a great
need for the invention of tools and
exercises that help potential servers
engage those to be served. The chief
tool for most of us will most likely be
one we invent for the unique situations
we face.

Principle three—those who serve
are also learners and have significant
control over what is expected to be
leammed—can have many varieties of
expression.

Since SREB days, I have viewed all
the active partners in a service-learn-
ing experience as learners. Not only
the student, but also the faculty coun-
selor, the agency or community super-
visor, and those being served. This
expectation strongly suggested that
mutuality is an important dimension in
learning.

In a service-leamning activity, the
service situation allows ample room
for the coordinator to define some
learning objectives (e.g., what skills
and knowledge does the task require,
what skills and knowledge does the

student possess, what still needs to be
learned for the students to have some
of their own learning expectations, for
the program sponsoring the activity to
have stated learning outcomes, and for
the acquirers of services to have learn-
ing expectations. The critical task is
making sure the services to be ren-
dered are not overwhelmed by the
learning tasks. It is my conviction that
once an appropriate service activity is
formulated and checked out, learning
potential becomes apparent.

Even in well planned service-learn-
ing programs with clearly defined
learning objectives, however, signifi-
cant unplanned learning will occur.
Often it will challenge value assump-
tions and will require thoughtful re-
flection and sharing with others.

A major need in service-learning is
for educational researchers to examine
the distinctive learning outcomes asso-
ciated with service delivery. Where
does service end and learning begin in
a service-learning setting? How is ser-
vice delivery aided or handicapped by
learning expectations? Do the service-
learning principles stated here make
any difference to the quality of service
and learning acquired?

Service-learning is called a utopian
vision by some and too demanding and
impractical by others. Service-learn-
ing, as discussed herein, is rooted in
the belief that all persons are of unique
worth, that all persons. have gifts for
sharing with others, that persons have
the right to understand and act on their
own situations, and that our mutual
survival on the planet Earth depends
on the more able and the less able serv-
ing one another.

Service-learning as formulated here
is a partial corrective to the self-
deception many of us service providers
practice. We spread around our talents
and knowledge because we have it to
use and enjoy sharing. We do research
in communities to justify our positions
or test a promising methodology. We
do group-oriented work because we
are trained in group processes. We
want clients to come to us. We advo-
cate for the handicapped, poor, young,
elderly, and minorities because we
want to serve without realizing that
they may not be impressed.

As providers, our degree of control
over services and service systems is
excessive in most instances. If we are
to be measured by the Greenleaf crite-
rion of those served growing as per-
sons, becoming healthier, wiser, freer,
more autonomous, more likely them-
selves to become servants, then we are
called to invent ways to engage those
to be served, and that primarily has to
be on their turf and terms.

My hope for these notes is that they
will stimulate dialogue on what ser-
vice-leamning principles say to those
using major experiential education
styles mentioned earlier.

A constant challenge those of us
face who provide learning opportuni-
ties for people in service settings is to
be what Greenleaf calls *‘servant lead-
ers.”’ ‘‘Servant leaders’’ are people
who formulate visions, arrange the
structures, and manage the action
within the spirit of the service-learning
principles. Greenleaf pushes me and, I
hope, many others to invent the dis-
tinctive ways in which we all can
better serve and be served.(J
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TheDieIs Cast

By John Criss Reagan

Tutors can use dice to teach a variety of arithmetic skills.

Some tutors find themselves facing
children who literally cannot add two
and two, and many volunteers work
with -youngsters—or adults—who
have not mastered one or more of the
four basic mathematic processes: addi-
tion, subtraction, multiplication, and
division. Obviously trained teachers
have not been able to reach these indi-
viduals in spite of years of trying. How
can a tutor hope to succeed?

Student tutors have two great advan-
tages over classroom teachers: the op-
portunity to work one-to-one without
interruption and the positive identifica-
tion children tend to feel with older
students. One way to capitalize on
these advantages is to play simple
games aimed at developing and im-
proving the child’s skills. These games
should include an element of chance so
that the child does not feel threatened
by failure or humiliated by loss.

A series of games that tutors from
junior high to graduate school level
may use easily and effectively requires
no more than dice (the bigger and
brighter the better—nothing anyone
might mistake for use in craps) and a
pencil and paper.

To determine what games are suit-
able, the tutor should get the teacher’s
appraisal of the child’s skills, test the
child informally with a game he or she
should play easily, and move up the
scale of difficulty until reaching a
trouble spot.

Below is a sequence of games that
tutors may use as a supplement to
materials classroom teachers ask them
to cover or as the major part of their
tutoring sessions. Since these are
teaching tools rather than magic for-
mulas, tutors must exercise judgment
in when and how to use them with
each child.

Tutors can make endless variations
on dice games to fit the needs and hold
the interest of the pupil Such games

John Criss Reagan has taught in
inner-city elementary schools in
Cleveland and Washington, D.C.
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also fill the nervous tutor’s need to
have something definite—and not ter-
ribly complex—to do with the pupil,

make it possible to set specific goals
for each session, and give everyone a
chance to win.

Addition. In 50 or Bust (children
like games to have names), the tutor
and pupil play against each other by
taking turns rolling a die. After the
player rolls, the number showing is
added to the score until one player
reaches 50. If a player exceeds 50—as
by rolling a three when the score is
48—it’s a bust and the player has to
start all over again.

The tutor and pupil can make up

new rules or variations of this game as
the pupil becomes more competent in
addition skills. For example, two or
more dice may be used and the win-
ning number raised to 100. Encourage
the use of mental addition, checked for
accuracy with pencil and paper.

In this—and all games using dice—
the players always check each other’s
scores for accuracy.

Subtraction. To improve subtrac-
tions skills, play Take It Away. First
each player writes a number (start with
a small one, such as 10) at the top of a
sheet of paper. The players take turns
rolling the die (or dice) and subtracting
the number rolled. Write out the equa-
tion (e.g., 10 — 3 = 7). The player
who reaches 0 first wins.

For the child at the 2 + 2 level, use
dots instead of numbers. Players make
an agreed number of dots in a line on
the score sheet and, as they play, mark
out the number of dots showing on the
die rolled. Small objects, such as
checkers, may be even more effective,
for touching objects frequently makes
the mathematical concept more
meaningful.

As the pupil becomes more skilled,
encourage the use of several dice.
Then the player must add up the total
rolled before knowing what number to
subtract. Suggest that pupils play this

game with friends and family and
bring in the score sheet as homework.
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that he could function in his volunteer
role. The questions of the interviewer
served the catalytic function of an
effective debriefing session.

As developed at Berea College (see
*‘Educational Debriefing: A Leaming
Tool,”” by William A. Laramee, Syn-
ergist, Volume 5, Number 3, Winter
1977; reprint 90), debriefing consists
of three sessions held about a week
apart at or near the end of the student’s
work experience. A debriefer conducts
two small-group (six to 10 students)
sessions and one final interview of
about half an hour with each of the
students. Originally the purpose of the
group meetings was expediency—the
debriefer saved time by meeting with
groups rather than individuals. It soon
became clear, however, that the group
method was better: The students also
learned from each other.

In the first session, most of the time
is spent in what is known as the ‘‘Coat
of Arms”’ exercise (see Illustration 2).
Each student draws his own coat of
arms by filling in the (nine) spaces
with something representing an aspect
of his work. Then each explains his
coat of arms to the others.

The second session centers around
examining the learning that has oc-
curred in the following areas: 1) re-
sponsibility, knowledge, and skill
development; 2) awareness and crea-
tivity; 3) understanding and commit-
ment; and 4) leadership and autonomy.
The students also complete a self-
evaluation of certain attitudes towards
their work such as initiative, use of
time, concern for quality (see Illustra-
tions 3 and 4).

The third session consists of an
interview in which the purpose is to
clarify the student’s learning and to
relate the material developed during
the first two sessions to the student’s
portfolio.

Educational debriefing represents a
radical departure from conventional
means of measuring, but it has distinct
advantages. First and most important,
the process is a learning experience.
The individual not only learns through
articulating personal experiences, but
learns from hearing the experiences of
others. Secondly, debriefers need not
be experts in the field in which the
student worked. In fact some would
argue that it is better if the debriefer is
naive about the work experience be-
cause the student is then forced to
explain in simple, straightforward lan-
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problems.

other realities of the agency situation.

others as appropriate.

and/or activities as necessary.

welfare of others.

guage. The only special quality neces-
sary to a debriefer is the ability to
create an atmosphere that encourages
honest sharing.

Using the Dictionary of Occupa-
tional Titles. Another procedure for
measuring experiential learning in-
volves using the Dictionary of Oc-
cupational Titles, a publication de-
veloped by the U.S. Department of
Labor. This Dictionary lists more than
35,000 jobs and classifies them in an
interesting way. It assumes that any
job to be done requires one or more of
three families of skills. Those families

Responsibility, Knowledge
and Skill Development

ORelate personal skill, talents, knowledge,

interests, and limitations to volunteer situations.

[CIRelate current volunteer assignment to ongoing procedures

necessary to agency functioning.

[Olnitiate activities to learn additional specific content skills and .

information appropriate to this assignment.

([JInitiate activities to increase knowledge and develop new skills.

Awareness and Creativity
(JIndependently identify needs and problems in volunteer assignment.
[ODemonstrate analytical approach in effectlvely meeting needs and solving

[CJExplain basic needs and procedures to others.
[JSuggest or demonstrate new procedures to increase effectiveness or efficiency.

Understanding and Commitment
[CJRelate personal skills, knowledge, values and goals to goals, policies, and

[OArticulate and interpret observations, experiences, and understandmgs to

[JDemonstrate commitment to serving others.
[[JPlan and organize volunteer assignments for others.
[JMake constructive suggestions to others.

' Leadership and Autonomy
[OODefine or modify program goals.
[OIdentify and acqulre existing resources necessary to goal achievement.
[Oinitiate and maintain activities necessary to goal achievement.
[OPeriodically appraise goal achievement progress, and modify goal materials

[OJCommunicate personal value commitments and interpret them to co-worke:s
[JCommunicate confidence in self-knowledge and value commitments.
[JAccomplish the above in ways that are consistent with own welfare and

OAccomplish the above with minimal supervision.

(. From Synergist, Winter 1977; reprint 90)

Mark with a + sign the five items which you consider most learned in your current
assignment. Mark with a — sign the five items that you consider least learned. When
everyone has finished, tabulate responses on black board or newsprint, identify and
analyze patterns (if any), and discuss reasons for individual choices.

o e
Hustration 3: Rank Order of Learning Objectives Exercise

are: skill in the handling of data, such
as would be required for a researcher
or a teacher; skill in working with
people, such as would be necessary to
a receptionist or a psychiatrist; or skill
in working with things, such as would
be necessary to drive a truck, build a
wall, or perform surgery on the brain.
Illustration 5 gives a one-word de-
scription for levels of skill within each
family. Classifying a job consists of
giving three digits which indicate the
level of skill needed in each of the
categories; for instance, assembly line
inspector, 6-8-4, which indicates the






such as those developed by the Cali-
fornia Psychological Inventory (Con-
sulting Psychologists Press, Palo Alto)
assess some of the values which
Rogers and Maslow hold to be impor-
tant. They include measures of self-
assurance, self-acceptance, self-con-
trol, independence, and tolerance.If
such tests are applied before and after
a volunteer experience, they provide a
measure of the impact of the experi-
ence, provided a control group is
tested whose experiences are similar
except for the volunteering.

In attempting to discover where
student volunteers are on the Maslow
scale, I have simply read what they
have written in journals and field re-
ports, and searched for statements that
reflect Maslow’s values. The student
who wrote, for instance, that while
working in a tutoring program “‘I gaqt
to know some beautiful kids and be-
came more confident as a teacher and
as a person’’ clearly experienced love
and self-esteem, and this places him
on Maslow’s hierarchy.

DATA PEOPLE THINGS

0 Synthesizing 0 Mentoring 0 Setting Up

1 Coordinating 1 Negotiating 1 Precision Working

2 Analyzing 2 Instructing 2 Operating — Controlling
3 Compiling 3 Supervising 3 Driving —Operating

4 Computing 4 Diverting 4 Manipulating

5 Copying 5 Persuading 5 Tending

6 Comparing 6 Speaking — Signaling 6 Feeding—Offbearing

7] No significant 7 Serving 7 Handling

8 relationship 8 No significant relationship 8 No significant relationship
Illustration 5: Occupational Codes Source: U.S. Department of Labor

The concerns of another of these
psychologists are more precise than
those of Rogers and Maslow. Law-
rence Kohlberg has, for the past
twenty years, been researching moral
development. He has isolated six lev-
els of moral development, and his re-
search in the United Kingdom, Tur-
key, Taiwan, and Mexico suggests
that these stages' are universal. Fur-
ther, they are sequential: To arrive at
any stage it is necessary for a person to
live through each of the previous
stages. (Refer to ‘‘Stages of Moral
Development as a Basis for Moral
Education’’ in Moral Education,
Toronto, 1971.)

Illustration 7 shows Kohlberg’s
stages, and an excellent discussion of
the relationship between these stages
and volunteer work can be found in
Richard Graham’s ‘‘Voluntary Action
and Experiential Education.”’

Jane Loevinger concentrates her
interest in ego development, which in
Measuring Ego Development (Jossey-
Bass, San Francisco, 1970) she de-

GROWTH NEEDS
(Equally important;
not hierarchical)

I

Self-Actualization'
Truth  Goodness

Individuality Aliveness
Perfection Completeness Order

Simplicity Playfulness  Self-Sufficiency

Beauty

Richness

Effortlessness

/

Self-Esteem
Esteem by Others

: / Love and Belongingness \

/

Safety and security

\

BASIC NEEDS

/ Air, water, food, shelter, sex and sleep \

Illustration 6: Maslow’s Hierarchy
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(Adapted from the works of A. Maslow)

fines as ‘‘the unity of personality,
individuality, the method of facing
problems of life and the whole attitude
toward life.’’ For her, as for Kohlberg,
human development consists of a se-
quence of stages (shown also in Illus-
tration 7), each of which has certain
qualities distinguishing it from the
stages which precede and follow it and
each of which must be experienced
before going on to a subsequent one.
As in travelling you must pass through
the territory between to get from one
place to another.

William Perry’s Intellectual and
Ethical Development in the College
Years (Holt, Rinehart and Winston,
New York, 1970) is based on research
done mainly with Harvard undergrad-
uate students during the 1950s and
1960s. He also observed stages (see
Illustration 7), but he makes no claim
to their universality. His work is prob-
ably culture bound, but to the degree
that other institutions share the aca-
demic culture of an American elitist
institution, the work will apply.

Perry is able to delineate nine posi-
tions which fall into three general pat-
terns of thought. The beginning col-
lege student generally sees the world
in polarized terms: right or wrong;
good or bad; black or white (positions
1, 2, and 3). During the middle posi-
tions, students come to recognize that
life has more diversity and ambiguity
in it than they had previously realized.
They see more complexity in moral
issues and more tentativeness in scien-
tific conclusions. They tend to become
relativistic on issues where they had
previously been absolutist (positions
4, 5, and 6). In their final stages, they
develop the capacity for personal com-
mitment despite the relativism and the
ambiguity of the world around them
(positions 7, 8, and 9).

Perry himself has not written about
the educational applications of his
ideas or developed the means of
measurement, but others have. Lee
Kneflekamp, at the University of
Maryland, College Park, has a pro-
cedure which can be administered
quickly. She also has trained students
to score it.

Both Kohlberg and Perry have de-
veloped means to measure develop-
ment on their scales, but the proce-
dures are complex and require special
training to become a competent scorer.
The Center for Moral Education at
Harvard provides a scoring service.






Co-opBank'To Open

The National Consumer Cooperative Bank is to begin
providing financing and technical assistance this

summer.

Consumer groups will soon find it
easier to obtain financing and technical
assistance to start co-ops or to improve
existing ones. A new federal law es-
tablishes a National Consumer Coop-
erative Bank that will make loans—
some at low interest rates—to demo-
cratically operated consumer coopera-
tives. To be eligible for loans, co-ops
must meet community needs not being
met otherwise, i.e., by small busi-
nesses. The Bank is expected to start
operating this summer.

The legislation authorizes $300 mil-
lion in seed money for the first five
years and allows the Bank to borrow
up to 10 times that amount. (Authori-
zations do not guarantee appropria-
tions, which had not been made at
press time.) The Bank eventually will
become a self-supporting institution
owned by its users.

Each year one-third of the Bank’s
loans are to go either to co-ops with a
majority of low-income members or to
co-ops using the loan to finance a
facility, service, or activity to be used
primarily by low-income persons.

The Bank will have a Self-Help
Development Fund that will give low-
interest loans to groups starting co-ops
to benefit low-income citizens. Kath-
leen O’Reilly, Executive Director- of
the Consumer Federation of America,
testified in Congressional hearings that
the Fund will be especially useful in
inner-city areas where new economic
activity is critically needed. She
pointed out that the flight of retail
establishments from the inner-city
often has left residents with limited
choices and spiraling prices.

The Fund ($75 million authorized
over a three-year period) also will
serve as an additional source of financ-
ing for co-ops needing more capital
than they can borrow from the Bank or
other sources.

The need for such a specialized
lending institution was documented in
Congressional hearings. The consensus
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was that most commercial financial
institutions have been uncertain and
infrequent sources of funds for coop-
erative enterprises. Members of bank
loan committees generally come from
the profit-making sector and are not
familiar with the cooperative structure.
The representative of one student co-
op testified that the co-op ‘“at one time
had a line of credit of $200,000 from a

REd
It Seaxion Na. 93-5311

osrie Coxoness | HOUSE OF REPRESENTATIVES { ., Revorr

NATIONAL CONSUMER
COOPERATIVE BANK ACT

AMay 13, 107T7.—Commlited to the Comuittee of Lhe Whole Houre on the
State of the Union and ordered to be printed

Mr. Revse, from the Committee on Ranking, Financing and
Urban Affairs, submitted the following

REPORT
together with

ADDITIONAL, SUPPLEMENTAL, DISSENTING, AND
MINORITY VIEWS

[Tucluding cost extimate by the Cangresslonal Budget Office]
1To accowpany H.R. 2737)

'Tho Committee on Banking, Finance and Urban Affairs, to whom wos
freferred the bill (ILR. 2777) to provide for consumers a further
menns of minimizing the impact of inflation and economic dopression
by narrowing the urrim spread between costs to the producer and the
consumer of needed goods, services, facilities. and commodities through
the develoy and funding of specialized credit sonrces for, and
technical assistance to, self-help, not-for-profit cooperatives, and for
ather purpases, having considers the sanie, report favorably thereon
with an amendment and recommend that the bill as amended do pass.

‘The amendment strikes out all after the enacting clauso of the bill
r!“l inserts o new text which appears in italic type in the reported
i,

local bank in town. We had a very fine
relationship, but one day a big con-
glomerate took over the bank. . . .
The new man in charge couldn’t un-
derstand our service orientation. . . .
We were informed that while we had a
good track record our type of loan did
not meet the standards of their invest-
ment portfolio.”’

A member of a student co-op in Cal-
ifornia testified that all major banking
institutions in the Berkeley/Oakland
area turned down the co-op’s requests
for loans because the co-op was
*‘unconventional.’’

An Austin, Texas, co-op reported
that a bank refused to give the co-op a
loan because it has student leadership.
A well established student co-op in
Ann Arbor was refused a loan on simi-
lar grounds.

The Bank will provide technical
assistance through its Office of Self-
Help Development and Technical As-
sistance. The Office will set up train-
ing programs for managers, boards of
directors, and members; provide finan-
cial analysis of co-ops’ capital struc-
ture and cost of operations; and help
conduct market surveys. The Office is
expected to enlist the services of other
governmental agencies, organizations,
and colleges to develop and dissemi-
nate information on organization,
financing, and management.

A 13-member board of directors—
seven from government agencies and
departments and six from the private
sector—will decide how the Bank will
operate. To provide input into board
decisions, at least initially, the Cooper-
ative League of the U.S.A. (CLUSA)
has established a Bank Implementation
Commission representing a broad
range of cooperatives. CLUSA also has
set up a committee on the Self-Help
Development Fund to channel input
from low-income co-ops.

For information about the National
Consumer Cooperative Bank or on
starting a co-op, write: Bank Imple-
mentation Commission, Cooperative
League of the U.S.A., Suite 1100,
1828 L Street, N.W., Washington,
D.C. 20036.

For additional information, see
‘“Helping to Start a Co-op,’”’ by
Robert Von Der Ohe, Winter 1974,
page 13, reprint no. 41.0J



























Postage & Fees Paid
ACTION

ACTION
The National Student Volunteer Program

806 Connecticut Avenue, N.W., Room 1106
Washington, D.C. 20525



NSVP Mailing List

For Staff Members of Schools, Agencies, or Organizations
(Profit-making organizations and libraries are 1o use the form on the opposite page.)

If your mailing list address is incorrect or if you wish your name
to be added to or removed from the list, please give the
appropriate information below.

O Please add my name to the Synergist mailing list.
{1 Please remove my name from the Synergist mailing list.
{0 Please correct my mailing label (please give old address).

O I do not wish to receive mailings other than Synergist (e.g.,
announcenients of training seminars, new publications).

NAME

TITLE

SCHOOL OR ORGANIZATION

OFFICE ADDRESS

CITY STATE ZIP CODE

If this is an address change, please write old address or
attach label here.

Spring 1979

Please fill out only one of the sections below (Schools or Agencies/
Organizations).

Schools. If you are affiliated with an educational institution, please
check the appropriate space in each of the three sections (A, B,
and C) below.

A. [ a. Post-secondary institution [] b. Secondary school

. Elementary school [] d. School district-wide office

(O el

0
O e. Other (please SPeCIfY) ..o e eeeeeeeeeeeeeceemnaee e
B. J a. Student [J b. Faculty member [j c. Administrator
O d. Other (please specify)
C. O a. Coordinating a student volunteer/ service—leaming program
Oc

. Coordinating a volunteer program placing primarily adults
in the schools
O d. Other (please specify)

National, State, Local Agencies/Organizations. If you are affiliated

with an agency or organization, please check one of the following.

O g. Administrator of or coordinator of volunteers in a social
service agency

O h. VAC or Volunteer Bureau stait

0 i. Member of the Governor's Office on Volunteerism

a ] ACTION regional or state staff member

O k. Other federal agency or office staff member

O ). Headquarters staff of a national organization/association
(c.z., Red Cross)

O m. Staff member of an affiliate of a national organization
(e.g., a Red Cross chapter)

O n. Local government official

O o. USDA Extension Service/County Agent

O p. Interested private citizen

] q. Other (please specify) ..



Subscription Order Form

For libraries and profit-making organizations

(Staff members of schools, agencies, or organizations may be added 10
the NSVP Mailing List by filling out the form on the opposite page.)

Synergist is a technical assistance journal published as a service for
student volunteer and service-learning programs. If you represent a
profit-making organization or a library (including high school, college,
and public libraries), we ask that you purchase subscriptions to the
journal through the Government Printing Office.

Enter my one-year subscription to Synergist: @ $5.00 Domestic; @
$6.25 Foreign.

O REMITTANCE ENCLOSED (MAKE CHECKS PAYABLE TO SUPERINTENDENT OF DOCU-

{0 CHARGE TO MY DEPOSIT ACCOUNT NO. .....cooeee

NAME—FIRST, LAST

NAME OF INSTITUTION

STREET ADDRESS

CITY STATE (or) COUNTRY ZIP CODE

Mail this form with your check directly to:
Superintendent of Documents, Government Printing Office, Wash-
ington, D.C. 20402.
Spring 1979













































VIA People

By Gladys Helm

Students in Lincoln may choose from four options
featuring classroom exercises, community service, and

job-hunting procedures.

Like most high school service-learn-
ing programs, the VIA People course
at the Lincoln (Nebraska) East Junior/
Senior High School offers students a
variety of ways to serve the commu-
nity along with a cognitive learning
component.

Unlike many secondary programs,
VIA People gives students four op-
tions on how they balance the time
spent in the classroom and in the com-
munity while training them in one of
life’s most basic skills—getting a job.

Students from eighth through
twelfth grade may earn credit in one or
more VIA People options:

o Attending class four days a week
and volunteering six hours a week
(two semester credits);

e Attending class four days a week
and volunteering an hour and a half a
week (one semester credit);

® Volunteering six hours a week ‘and
attending weekly teacher-student con-
ferences (one semester credit);

® Halving the previous option (half a
semester credit).

The majority elect the first option,
favoring the evenly balanced combi-
nation of classroom and experiential
learning.

The course content places heavy
emphasis on self-awareness and inter-
personal skills, including communica-
tion, active listening, helping relation-
ships, group process, coping with
stress, solving problems, and use of
volunteer experience in getting a job.
Classroom instruction is activity ori-
ented so that the students gain some
ease with the skills before putting them
into practice in the community.The
age range (13 to 18) in the class is
advantageous because it gives students
an opportunity to try out their inter-
personal skills on individuals outside
their peer group.

Gladys Helm, a home economics
teacher with the Lincoln, Nebraska,
public schools, helped develop the VIA
People course. She is now a teacher/
coordinator for the course.

The 18-week classroom sequence
for those taking the popular balanced
option is shown in the accompanying
chart. From the third through the sev-
enteenth weeks, each student in this
option also spends six hours a week at
the site. Subject to agency approval,
students may work any time they are
not in school—including weekends
and evenings. (Students in the second
classroom-weighted option are encour-
aged to do their volunteer portion on
Fridays.)

The students serve 1n various capac-
ities in a variety of placements. At

Classroom Sequence
Week Content
1 Orientation. Identification of
personal skills, interests, and
abilities.

2 Exploration of the role of the
volunteer and of community
service opportunities.

3 Placement selection and stu-
dent interviews with selected
agency. Work contract to be
completed. Preparation for
first experience in the field.

3% Collecting and classifying
job descriptions. Helping
relationship skills.

4-5  Helping relationship skills.
6-7 Stress/coping skills.
8-9  Group process skills.

10 Group process skills. Plan
group project.

11-12
13-16

Problem-solving skills.

Communication and active-
listening skills.

17 Confidentiality skills.

18 Using volunteer experiences
for jobs (job resume and
application). Summary.

nursing homes, for example, they help
with social and recreational activities,
take care of plants and gardens, visit
residents, and assist with food service.
In day care centers serving low-
income families, students plan and
assist with activities. At the YMCA
and YWCA, students help the handi-
capped who are taking swimming
lessons.

Because the Veterans Administra-
tion Hospital is close to the school,
many students choose to work there.
To increase their usefulness, the Hos-
pital provides specific training in such
departments as medical photography,
physical therapy, pharmacy, social
services, food services, and recrea-
tion. Two students are disc jockeys
for the in-hospital radio station, and
another student helps write and pre-
pare the monthly newsletters.

VIA People students also tutor for-
eign college students who need to im-
prove their English.

For many students their volunteer
experience is a career-testing oppor-
tunity. For all it provides training that
prepares them to choose, get, and keep
a job. (This portion of the course has
gained much parental and community
support for the program.)

VIA People gives this work-related
training in six steps. The first is iden-
tifying interests, a necessary part of the
volunteer placement process. Each
student completes a VIA People
Profile that requires them to do the
following:
® List five to 10 of your most enjoy-
able and satisfying activities;
® Categorize each activity as to its
major concern—using facts and ideas,
using things, or using ways of relating
to people;
® List special skills you have for each
activity, such as musical or athletic
ability;
® Give the main reason you enjoy the
activity, such as self-expression, ser-
vice, reward, or variety;
® Write a summary paragraph of the
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profile you’ve given in the above
information.

Once students have identified some
basic facts about themselves, they can
set definite goals for their volunteer or
job experience. Each student starts a
cumulative file with this activity and
adds assignments and journal notes to
it throughout the course.

The second step is interviewing for
the volunteer position. Before facing
the real thing, students compose a list
of likely questions, brainstorm the
answers, and role play the interviews.

Collecting the job description is the
third step. In their journals students
keep a list of all jobs performed during
the early weeks of the placement.
These become the basis for writing
specific job descriptions spelling out
the skills they are learning. For exam-
ple, instead of saying they ‘‘take care

of children’’ at a day care center, stu-
dents say that they ‘‘help lead outdoor
free play’’ and ‘“‘help prepare nutri-
tious snacks."’

The fourth step is classifying the job
description. Working in groups of two
or three, the students classify the tasks
listed in their job descriptions accord-
ing to the skills required to perform
them. They compare their job descrip-
tions to similar ones in the U.S. De-
partment of Labor’s Dictionary of
Occupational Titles. This helps them
see what others consider skills and
which skills different jobs require.

Toward the end of the course comes
the fifth step, applying for a job. Stu-
dents look through the want ads in the
local newspaper for a position that
they think they would enjoy and could
fill. They then fill out the job applica-
tion form, listing any paid and volun-

teer experiences. For many students
this becomes a genuine job search
rather than a class exercise. (Local
agencies gladly supply forms for stu-
dents to use as practice.)

The final step is writing a resume
that could be used in applying for jobs.
The focus is on marketing the volun-
teer work experience so students in-
clude the specific details of what they
have done from their job descriptions.

The resumes are evaluated in a
teacher/student conference and, if
class members do not feel threatened,
by the class as a whole. Often the
resume points up the need and direc-
tion for additional training.

The job-hunting component enrich-
es both the classroom and community
service components and may be inte-
grated into a service-learning program

" quite easily. O

VIA People Profile

Task: In column I list 5 to 10 of your most enjoyable and satisfying activities. In column II

categorize the activities as to their major concern—a) facts and ideas, b) using things, or c¢)
relating to people. In column III list special skills you may have for that activity, such as musicai
ability, craft skills, or athletic skills. In column IV identify the main reason or work value for
enjoying the activity, such as interest, independence, self-expression, service, leadership, reward,
achievement, recognition, variety, or security.

I. Favorite activities II. Major concern IIX. Skill IV. Work value

1. : s ARl Tl | Aolirave mwan? |

Write a summary paragraph qf the profile you've gotten of yourself from this survey.
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Intellectual Passion

By Tom Little

Polanyi’s philosophy of epistemology shows why doing
is essential to knowing and how service-learning evokes
a passionate search for answers.

Synergist occasionally publishes
articles dealing with the relationship
of service-learning to the philosophies
of leading educational and develop-
mental theorists, including John
Dewey, Jane Loevinger, and Abraham
Maslow. (See bibliography on page
48, ‘‘The Learning Cycle’’ on page 2,
and ‘‘Measuring the Impact on the
Volunteer’’ on page 14.)

In the following article Tom Little
uses the writings of Michael Polanyi
(1891-1976), a scholar in many dis-
ciplines, to describe an epistemology
for service-learning. Polanyi’s major
contribution to the field of epistemol-
ogy is his book Personal Knowledge:
Towards a Post-Critical Philosophy.
Trained as a physical chemist, Polanyi
pursued a career sequentially as a
crystallographer, atomic physicist, la-
bor economist, science historian, and
philosopher. From his works in these
diverse disciplines, each embracing a
different method for knowing, Polanyi
came to see that the paths to knowl-
edge are diverse, and that life has
greater possibility if this diversity is
recognized.

In the last few years the terms expe-
riential education and service-learning
have gained some acceptance for de-
noting a variety of educational activi-
ties in which experience is the basis of
knowledge. Many practitioners and
proponents of service-learning em-
brace a number of assumptions about
how learning is effected. These as-
sumptions are not individually distinct;
they blend into each other, some as-
sumptions being corollaries of others.

Tom Little manages the Virginia
Program, a state-wide effort to pro-
mote post-secondary experiential
education in Virginia colleges. The
Program office is at Virginia State
College, Petersburg. Little’s academic
training is in chemistry, social ethics,
higher education, and philosophy.

Among these assumptions are:

® Knowing requires that the individual
interact with the environment;

® Useful knowledge derives from
understanding the total relationship
rather than the parts of a whole, i.e.,
the whole is not just the sum of its
parts;

® Real knowledge rests on the world
as it is commonly perceived and not on
intellectualizations of it;

Useful knowledge derives
Jrom understanding the
total relationship rather
than the parts of a whole.

® Knowledge of the whole comes
prior to knowledge of its parts;

® | earning is bringing to conscious-
ness something already known,

® Tacit knowledge is sufficient for the
individual to function, but explicit
knowledge is needed to understand the
total relationship of the parts of the
whole;

® Each person is unique, so knowl-
edge is ultimately personal.

For eight years I have been an
enthusiastic practitioner of experiential
education and a proponent of these
assumptions. The enthusiasm stems
from a judgment that the learning that
has been most valuable to me was ex-
periential in nature. I have not asked
for a philosophical or pedagogical
basis as a precondition of my enthusi-
asm. This is just as well, for the judg-
ment of Bernard Hennesee in one of
the early works on experiential educa-
tion, Political Internships: Theory,
Practice, Evaluation, is still generally
true:

If you ask American educators
why—or how—Ilearning by doing is
better than, say, learning by not
doing, they cannot tell you. . . . I
have spent several hundred hours of
the last four years reading the works
of and talking with American educa-
tors, teachers of teachers, child psy-
chologists, developmental psychol-
ogists, linguists, philosophers, and
others in and around the learning
business. I do not know—nor, so
far as I can tell, do they know—the
answer to the question why learning
by doing is better than learning by
not doing.

It is surprising how little attention
those in the knowing business—be

purpose in the whole

criterion for significance

a criterion for significance

The Language of Epistemology
Epistemology—the study of how we know what we know
Tacit knowledge—recognition of the whole without identification of its parts
Explicit knowledge—identification of the parts without recognition of their

Focal awareness—perception of an object as a distinct entity

Subsidiary awareness—perception of an object in terms of its purpose

Certainty—accuracy; something demonstrated by repeated occurrences; a
Systematic relevancy—judgment of the significance of the parts of the whole;

Intrinsic interest—hierarchy of values influenced by a time and social order;
the most important criterion for significance
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they researchers or teachers—give to
the processes through which knowl-
edge is attained. Epistemology, de-
fined as the study of the methods and
grounds of knowledge, gets a quick
brush in philosophy of education
courses. College professors who teach
by the Golden Rule (doing unto others
what was done to them) focus their
attention almost exclusively on the
content of knowledge organized in
their academic discipline and show
practically no concern for how this
knowledge comes to be.

This lack of interest in the knowing
process is not indicative of a lack of
concensus as to how knowing occurs.
It is conventional wisdom that knowl-
edge comes through the exercise of the
scientific method, i.e., cause-effect
relationships of separate entities or
events are established inductively.

The learner in the inductive process
gradually eliminates factors that are
not cause-effect related in order to
develop a general theory so future
predictions can be made about similar
relationships. In the inductive process
two conditions are seen as paramount:
The knower participates only as a
record keeper, with the factors them-
selves suggesting the direction of the
investigative process. The factors and
their characteristics are considered to
have been identified only if they can
be symbolically described in either
words or mathematical notations.

This quick description of the scien-
tific method does not describe how
students in service-learning programs
report how they learn. From his own
life of scientific research and study of
the history of scientific discoveries,
Polanyi—an imminent British scien-
tist—recognized that the scientific
method explanation is not accurate. He
suggests a number of alternative expla-
nations which, when taken together,
are a rich resource for developing an
epistemology for experiential educa-
tion and service-leaming.

This is a beginning effort to construct
an epistemology for experiential educa-
tion from Polanyi’s thought. Just as
philosophy must be rooted in reality, an
epistemology for experiential learning
must explain the same common occur-
rences in experiential education.
® How can we know without being
able to describe in detail what we
know?
® Why is action critical to knowing?
® How can we act effectively without

46

being able to define the informational
basis for our actions?
® Why is action critical to knowing?
e How can we act effectively without
being able to define the informational
basis for our action?
® Why are experiential education out-
comes hard to generalize?
® Why is it that only experiential
learners can direct their own learning?
® Why are experiential learners more
motivated both to learn and apply what
is learned?
® How can students have different
learning outcomes from the same
experience?

A brief look at elements of Polan-
yi’s philosophy may help to provide a
context for exploring these dilemmas.

Proponents of experiential
learning attribute impor-
tance to doing as a basis of
knowledge and invariably
testify to the truth of an old
Chinese proverb: ‘I hear
and 1 forget, I see and I
remember, I do and I
understand.”’

How can we know without being
able to describe in detail what we
know? A common experience—and
one most exasperating for academi-
cians—is that experiential learners,
while evaluating their learning most
positively (*‘I learned more in 10
weeks than in all the courses I have
taken.’’), are unable to describe with
much specificity what has been
learned. Educators question how
something can be known if one cannot
describe what is known.

Polanyi’s explanation is in terms of
tacit knowledge as opposed to explicit
knowledge. Tacit knowledge, simply
put, means knowing something with-
out specifying the component elements
of what is known. Polanyi gives nu-
merous examples of this phenomenon.
The recognition of another’s face is an
obvious example. We can recognize a
face from among a thousand faces
even after years of separation. Yet we
have great difficulty saying how we
know that face. We cannot, with any
specificity, describe the parts which
comprise the whole—the eye color,

the shape of the mouth, the angles that
the nose and ears have with the head.

Similarly, students in service-
learning programs in correctional in-
stitutions report the ability to detect
changes in the atmosphere or mood
from day to day. Yet they are unable to
articulate the particulars or specify the
conditions and the changes in those
conditions that form the context of at-
mosphere or mood. Their understand-
ing of changes in mcod within the
institution is derived from tacit knowl-
edge (their understanding of the whole
from their own direct experience of
that whole) rather than from an induc-
tive examination of the individual ele-
ments comprising that whole.

Why is action critical to knowing?
Proponents of experiential learning
attribute importance to doing as a basis
of knowledge and invariably testify to
the truth of an old Chinese proverb: ‘1
hear and I forget, I see and I remem-
ber, I do and I understand.’’

Polanyi explains this phenomenon—
the importance of doing or of being
in an active relationship for learning
to occur—by employing the concepts
of focal and subsidiary awareness.
Focal awareness is the awareness of an
object separated from other objects,
e.g., we can be aware of a hammer and
of a nail as distinct entities. Subsidiary
awareness, on the other hand, is the
awareness of an object in terms of its
purposeful value to us, e.g., the charac-
ter of the hammer and the nail becomes
known to us in a purposeful, active
relationship. When we strike the nail
with the hammer, the handle of the
hammer is not only a piece of wood but
also a means of directing our action,
and in directing this action the impor-
tant characteristics of both the hammer
and nail are known—size of the head,
length of the handle, the tensile
strength of the handle.

How can we act effectively without
being able to define the informational
basis for our action? Subsidiary aware-
ness, knowing something for its effect

Additional Reading

Personal Knowledge (Harper Torch-
books paperback) is Michael Polanyi’ s
extended work in epistemology. Much
shorter treatments of the main issues
can be found in The Tacit Dimension
(Doubleday Anchor paperback) and in
Knowing and Being (University of
Chicago Press paperback).



and relationship to us, is the basis for
tacit knowledge. Our ability to know
things and their relationships without
being able to specify their component
elements is a common occurrence in
what we do. Subsidiary awareness
helps explain why service-learners
often know how to perform an action
competently, yet do not know how
they do it and are not able to tell
another person how to do it. In this
light, the actions involved in organiz-
ing a community and in swimming or
riding a bicycle become comparable.
If I know how to ride a bicycle or
swim, this does not mean that I can
tell how I manage to keep my bal-
ance on a bicycle or keep afloat
when swimming. I may not have the
slightest idea of how I do this or
even an entirely wrong or grossly
imperfect idea of it, and yet go on
cycling or swimming merrily.
—Knowing and Being, page 141
In an epistemology for experiential
education it is important to explain the
role of the individual in the knowing
process. The ground of Polanyi’s epis-
temology is his belief that there is an
active concern by each individual to
understand and control the environ-
ment. Polanyi names this concern in-
tellectual passion, intellectual to de-
note distinction from and superiority to
sensory activity and passion to stress
an active and engrossing enterprise.
According to Polanyi, intellectual
passion has selective, heuristic or em-
powering, and persuasive functions.
Selectivity is necessary to establish the
cognitive content of new knowledge.
Selectivity is a necessity. Information
- about the world is plentiful but infor-
mation is not informative. Information
in itself does not signify. Significance
is established by satisfaction of criteria
independent of the fact content of in-
formation. These three criteria are cer-
tainty understood as accuracy, syste-
matic relevancy, and intrinsic interest.
Certainty is the measure or judgment
made that ‘‘what is’’ is and can be
demonstrated by repeated occurrences,
occurrence to more than one person, or
approximation to an independent stan-
dard of measurement.
Systematic relevancy is a judgment
of the significance of particulars in the

context of accepted understandings of

the way things are. Just as certainty is
a judgment that something is not false,
systematic relevancy is a measure that
‘‘what is’’ is not trivial. Intrinsic inter-

est is the condition that some things
are deemed of greater value than
others, e.g., the living more than the
non-living, animals more than plants,
the land more than the sea, the present
more than the past. These values are
socially determined, can change, and
can vary from society to society. With-
in a particular social order at a particu-
lar time they strongly influence what
individuals accept as *‘what is.”’

These three criteria do not operate
individually, nor are they of equal
importance. They act summarily and
in concert, with intrinsic interest being
the most compelling and certainty
having the least significance.

The ground of Polanyi’s
epistemology is his belief
that there is an active
concern by each individual
to understand and control
the environment. Polanyi
names this concern intel-
lectual passion, intellec-
tual to denote distinction
Jrom and superiority to
sensory activity and pas-
sion to stress an active and
engrossing enterprise.

The quick acceptance of Freudian-
ism is a good example of the relative
importance of the individual criteria.
Freudianism’s claims to certainty are
hardly convincing. It is now known
that many occurrences on which
Freudian psychology is based were not
real events but were Freud’s creations.
The client subjects of many of Freud’s
cases, particularly those which demon-
strated Oedipal behavior, were arche-
typal fabrications. Yet when this
became known in the 1960’s, there
was no rush to deny Freudianism; the
intrinsic interest in psychology was
sufficiently compelling for Freudian-
ism to retain its standing.

Why are experiential learning out-
comes hard to generalize? The criteria
of intrinsic interest for establishing the
validity of knowledge has significant
implications for experiential learning,
particularly service-learning. Typi-
cally students in service-learning pro-
grams are involved in a highly inten-

sive way in a restricted environment

for a short time. Operating in this envi-

ronment without a broad perspective, a
student can easily come to a knowl-
edge position different from that more
generally held. This situation is par-
ticularly likely when the student is in a
service relationship to a client in a
structured service delivery system. In
such a situation, if the student is to
make a case for a knowledge position
contrary to the intrinsic interest of the
greater society, he or she must do so
by the criteria of accuracy and syste-
matic relevancy. In a service-learning
situation where human factors are
dominant, these criteria are most dif-
ficult to satisfy.

Why can only experiential learners
direct their own learning? Lest it be
thought that the socially prescribed cri-
terion of intrinsic interest places indi-
viduals in a position of being unable to
exercise their own imagination and
creativity in the knowing process,
Polanyi stresses the personal dimen-
sion, and thereby brings into focus the
empowering or heuristic functions im-
plicit in intellectual passion. It is in his
attention to the personal dimension
that Polanyi makes a unique contribu-
tion to epistemology. It is this aspect
of his thought that has the greatest sig-
nificance for experiential learning.

Knowing has a personal and em-
powering dimension for Polanyi be-
cause each individual seeks knowledge
in the context of an overarching ‘‘vi-
sion of reality.”’ It is the individual,
personal vision of what is real that
determines both the direction in which
the learner seeks knowledge and what
he or she accepts as true.

The rejection of witchcraft as an ex-
planation of causation in the sixteenth
and seventeenth centuries is an exam-
ple given by Polanyi for the power of a
vision of reality. Witchcraft satisfied
the criteria of certainty, systematic rel-
evancy, and intrinsic interest better
than any other explanation. Yet it was
rejected, for it was in conflict with a
vision of a capsulated world populated
by human beings and not by spirits
even though the factual basis of such a
vision was not compelling.

The power and tasks of an overarch-
ing vision are obvious in this Polanyi
statement.

Scientific discovery reveals new

knowledge, but the new vision

which accompanies it is not knowl-
edge. It is less than knowledge, for
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it is a guess; but it is more than

knowledge, for it is a foreknowl-

edge of things yet unknown and
at present inconceivable. . . . Our
vision of reality, to which our sense
of scientific beauty responds, must
suggest to us the kind of questions
that it should be reasonable and
interesting to explore. It should
recommend the kind of conceptions
and empirical relations that are
intrinsically plausible and which
should therefore be upheld, even
when some evidence seems to con-
tradict them, and tell us also, on the
other hand, what empirical connec-
tions to reject as specious, even
though there is evidence for them—
evidence that we may as yet be
unable to account for on any other
assumptions.

—Personal Knowledge, page 135

A vision of reality not only exer-
cises a selective function through
suggesting appropriate questions and
interpretative frameworks but also
provides the emotional energy by
which the vision is realized. To talk
of emotional energy in the knowing
process is to cross the Rubicon, epis-
temologically speaking. The focus
is no longer on the rules which guide
the search. The concern is with the
emotional bases which empower the
search. Rules are after-the-event
abstractions put forth to explain the
course of the search; they are not what
empowered the search.

The vision of what might be has an-
ticipatory and self-fulfilling powers. In
discussing this phenomenon, Polanyi
finds evidence in Johann Kepler’s dis-
covery of elliptical orbits.

When I prophesied two-and-twenty

years ago, as soon as I discovered

the five solids among the heavenly
orbits—what I firmly believed long
before I had seen Ptolemy’s Har-
monics—what I had promised my
friends in the title of this fifth book,
which I named before I was sure of
my discovery—what sixteen years
ago I urged to be sought—that for
which I have devoted the best part
of my life to astronomical contem-
plation, at last I have brought to
light, and recognized its truth be-
yond all my hopes.

—Personal Knowledge, page 7

Kepler’s vision was based on a false
assumption. In essence, it was a false
vision. There is not a simple relation-
ship betwen the size of the planets and
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their solar distances. Yet the vision
was close enough to direct his search
along a path that resulted in an under-
standing of planetary motion more
comprehensive than he had ever
dreamed. The dream more than ful-
filled itself.

Why are experiential learners more
motivated both to learn and apply what
is learned? The ideas of Polanyi that
knowledge comes from a vision of
possibilities, however poorly seen,
and that it is awareness of these that
provides the persistent energy whereby
the possibilities are actualized, explain
two common conditions of those learn-
ing through direct experience. James

Synergist Articles on Philosophy

““Arguments for Educators: A
Rationale for High School Service-
Learning Programs,’’ by Dan Con-
rad, Winter 1975, Page 9, reprint
no. 137.

‘‘Volunteering and Student Val-
ue Development: Is There a Corre-
lation?’’ by Virgil Peterson, Winter
1975, page 44, reprint no. 138.

**Guest Speakers: Service-Leamn-
ing and Youth Unemployment,’’ by
Richard A. Graham, Spring 1977,
inside front cover, reprint no. 144.

‘“‘Career, Experiential, Liberal:
Three Educations or One?,” by
Frank van Aalst, Fall 1977, page
13, reprint no. 93.

‘‘Education As If People Mat-
tered,”” by Virgil Peterson, Fall
1977, page 24, reprint no. 147.

Coleman, in an essay comparing the
relative worth of classroom (symbolic)
and experiential learning, says that
experiential learners seem more moti-
vated to learn and retain more of what
is learned. From my observation other
descriptions of the same phenomenon
are that experiential learners are more
enthusiastic to learn and more im-
pelled to action from what they learn.
In short, experiential learning is learn-
ing that makes a difference for the
individual.

It is not mere coincidence that the
rise of experiential learning coincided
with the student movement of the
1960’s. A very specific issue of the
movement was the students’ demand
that learning be mixed with social ac-
tion and that it be intentionally a base
for social action. In many instances.
stuaents could not accurately describe

the world they wanted, but the vision.
of a better world did empower action
that painfully and slowly brought a
more just social order. Polanyi’s con-
ception of the power of an overarching
vision in the knowing process could
not be better demonstrated.

How can students have different
learning outcomes from the same
experience? The third function of in-
tellectual passion is the persuasive
function.

Persuasion is a strong word in epis-
temology. Typically knowledge is
considered to be true if the rules of the
knowing process have been followed.
Validity is through rule-keeping. Pol-
anyi does not agree. Validation for
Polanyi, is, in the final analysis, per-
suading another of the rightness of
one’s position. The condition is not a
lack of agreement on the facts of the
case. On this there may be agreement.
The difficulty is that of different inter-
pretations of meaning. There is no
common ground. Persuasion is by con-
version (Polanyi’s term) and not by
logical demonstration.

The reason for different interpreta-
tions of the same facts is attributed
by Polanyi to indwelling. This is the
process whereby reference points
unique for each individual place a par-
ticular interpretation on a given set of
facts. In effect, in the final analysis it
is what the knower brings to the know-
ing event that determines what is
known. Indwelling whereby an inter-
pretation provides the basis for a jump
across a logical gap explains another
condition of experiential learners, par-
ticularly in service-learning programs
where value differences can be signifi-
cant. Two students in a service-learn-
ing program walk through a prison.
One from his history sees just another
example of a racist society; the other
from his history sees sick men whom
society must incarcerate for its own
safety.

The beauty of service-learning and
its potential is that often it is exercised
in a logical gap of conflicting interpre-
tations. In this situation, Polanyi’s
epistemology is instructive. Polanyi
says ‘‘not to wait until all the facts are
in.”” This will never be, particularly
when the question is one that matters.
Instead, with a vision of what is de-
sired empowering our effort, we act to
realize the possibilities, letting our
own values come into play in saying
what the possibilities really are.(]



A Case of Collaboration

By Mary Ann Ganey-Wieder

Orlando’s school/community team conducts a success-
ful secondary Community Volunteer Leadership
course in NICOV’s pilot program.

In 1976 the National Information
Center on Volunteerism (NICOV) an-
nounced plans to develop community
teams that would set up model high
school student volunteer programs.
One of the first communities to ask to
take part was Orlando, Florida, where
representatives of both the school sys-
tem and volunteer organizations were
eager to try NICOV’s approach. Since
then Orlando has built one of the most
successful of NICOV’s pilot pro-
grams, one that nearby communities
are commending by imitating.

Principal Bill Spoone volunteered to
try the experiment at Oak Ridge High
School, which has a racially and eco-
nomically diverse student population.
Dolores Welborn, a social studies
teacher who has been active in com-
munity affairs, agreed to develop the
Community Volunteer Leadership
course. The Volunteer Service Bureau
(VSB), headed by Julie Washburn,
and Youth Programs (a counseling
service), directed by Eugene Minietta,
formed the community half of the
collaboration.

In June 1977, the Orlando team met
with six other school/community
teams at NICOV’s national training
workshop in order to design a course
structure, define the roles of team
members, and develop an understand-
ing of the project’s goals. Though the
NICOV staff was preparing curricu-
lum materials, the responsibility for
the success of each program rested
with the school/community team.

The Orlando team divided the
duties. Welborn would recruit the
students, teach the class, and report to
NICOV. Washburn, experienced in
placing community volunteers, would
develop placements and job descrip-

Mary Ann Ganey-Wieder is project
manager of NICOV's Kellogg High
School Project. She is a former sec-
ondary school social studies teacher.

tions, help students select assign-
ments, and serve as liaison between
the class and community agencies.
Minietta, the original proponent of the
program in Orlando, would serve as a
resource and assist in gaining com-
munity support. The entire team would
monitor and evaluate activities and
meet regularly.

The team decided to limit the one-
semester, five-hours-a-week course to
seniors and, late that summer, sent out
two notices announcing the Commu-
nity Volunteer Leadership course.
Twenty-nine students ended up in the
class, some of them more by accident
than design.

The plan was for the students to
spend the first nine weeks in the class-
room and the second nine weeks at
their placements. To make going to
placements easier, the class met during
the last period of the day.

Changes began immediately. In
teaching the first unit, Who Is a Vol-
unteer, Welborn added several values
clarification activities to the NICOV
materials, which are intended to
broaden students’ awareness of the
range of volunteer activities and to
help students envision themselves as
volunteers.

Washburn arranged for community
volunteers to share their experiences
with students during the second unit,
Getting Involved and Understanding
It. She discussed with the class types
of placements available and what
would be expected of the volunteers.

As the time for choosing placements
grew closer, the students discussed
Volunteering and Career Preparation.
This proved a far more popular unit
than the last two,-the Economics and
History of Volunteering.

Most students chose placements in
nursing homes, day care centers,
schools, and social service agencies.
Their duties ranged from training a
woman who had just become blind to
use a cane to assisting with physical

therapy to coaching basketball for the
handicapped to directing pre-school
children in writing and presenting a
play.

Once in the field, the class contin-
ued to meet frequently in reflection
groups, using materials developed to
help them review their volunteer expe-
riences and connect these to other
classes and activities. Entries in their
journals, which all were required to
keep, often served as the basis for
class discussions.

During the second semester Oak
Ridge’s team made two major
changes: Students who could not
provide their own transportation were
placed only in agencies within walking
distance of the school, and students
went to placements much earlier in the
course.

During the first three weeks of the
semester, the class met daily. The rest
of the semester the class met two or
three days a week and went to the
agencies the other days. (Students and
the agencies agree on a work schedule
that may include evening or weekend
hours.) This approach proved more
successful because it gained the stu-
dents’ interest earlier and provided
more time for reflection.

The Community Volunteer Leader-
ship course generated much enthu-
siasm at the school. Other students and
teachers began to ask Welborn for help
in finding volunteer placements, some
in conjunction with classwork. The art
and media teachers worked with a
group in producing an animated car-
toon filmstrip on volunteering.

Other high schools in the area began
to inquire how to go about forming
school/community teams and operat-
ing a similar course. Welborn and
Washburn have spoken at statewide
meetings and conducted a one-day
workshop on their program. Two other
Orlando high schools have initiated
courses, and several others in nearby
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cities are planning to begin them next  So do the community agencies with Our students, many for the first time,

year. which students have been working. are finding a place where their abilities
Enrollment in the course is up at Teacher Dolores Welborn says, are respected.’’

Oak Ridge, and faculty and adminis-  ‘‘This is the most rewarding and excit- For Orlando the three-year project

tration share the students’ enthusiasm.  ing program in my years of teaching. seems to be just the beginning.
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NICOV’s Collaborative Model

The National Information Center on Volunteerism (NICOV) is a nonprofit
organization in Boulder, Colorado. Its major goals are to increase the effec-
tiveness of volunteer programs and to encourage and strengthen volunteer
activity as a means of improving the quality of life.

In April 1977 NICOV received a three-year grant from the W. K. Kellogg
Foundation of Battle Creek, Michigan, to develop a school/community col-
laborative model called Community Leadership and Participation Through the
Educational System.

The project has three major goals:
® To increase high school students’ awareness of and involvement in volun-
teering through a course on volunteering and community leadership, thus
promoting and enhancing their volunteering as adults;
¢ To involve the community through participation in the course, provision of
volunteer experience to students (who, in tumn, provide service to the com-
munity), and contribution of material resources that will assure the continu-
ance of the course after NICOV involvement ends;
® To have an immediate impact on the participating communities through
enhancing the school system’s involvement in volunteering.

During the first year, June 1977 to June 1978, NICOV organized and
trained seven pilot community teams, wrote the curriculum for use in 10
schools in their communities, and planned the expansion of the project. The
second year is being devoted to revising curriculum materials and developing
several new units, adding seven new teams that represent a broader range of
communities, and implementing a ‘‘networking’’ plan with major education
and voluntary organizations. In the final year, NICOV will incorporate addi-
tional teams and complete for publication the curriculum and a guide.

Communities now participating in the project are: Oakland, California;
Torrington, Connecticut; Orlando; Independence, Kansas; Worcester and
Cambridge, Massachusetts; Portage, Vicksburg, and Kalamazoo, Michigan;
New York City; St. Louis; Webster Groves, Missouri; Oklahoma City;
Richmond, Virginia; and La Crosse, Wisconsin.

One model is not appropriate to all communities, so teachers are adapting
course materials to suit their needs. The community agencies and organiza-
tions that are members of the teams vary, too. In several cities voluntary
action centers or volunteer bureaus are assisting the teachers with inter-
viewing and placing students. Other team members include the Junior League
and the Kiwanis. These community volunteers share the responsibility in
providing local resources for the teacher and in developing community
support for the program. They all share in the project’s goals of creating
meaningful student volunteer experiences.

NICOV runs regional training workshops, monitors community teams,
gives technical assistance, and puts out a quarterly newsletter for all
participants.

Additional information and materials on how to become involved in the
project are available from: Project Manager, Kellogg High School Project,
National Information Center on Volunteerism, P.O. Box 4179, Boulder,
Colorado 80306.
















Publications

Copies of the following National
Student Volunteer Program tech-
nical assistance materials are
available upon request. Write to
ACTION/NSVP, 806 Connecticut
Avenue, N.W,, Room 1106, Wash-
ington, D.C. 20525, or call toll-free
800-424-8580 (ask for NSVP on
extension 88 or 89). In the Wash-
ington, D.C., area, call 254-8370.

It's Your Move (1976, 51 pp.). A
basic guide written to assist com-
munity groups and agencies that are
working with student volunteer
programs.

Planning by Objectives (1974, 70
pp-)- A planning manual designed
to help people who work with stu-
dent volunteers learn a system for
effectively planning and imple-
menting service-learning programs.

Training Student Volunteers
(1973, 103 pp.). A training manual
developed to help student volunteer
coordinators and others plan and
conduct training activities for stu-
dents involved in community ser-
vice programs.

Evaluating Service-Learning
Programs (1975, 65 pp.). A guide
for program coordinators to use in
designing and implementing eval-
uations which will provide infor-
mation on program activities and
effectiveness.

High School Student Volunteers
(1972, 60 pp.). A basic manual
written to help secondary school
officials conceive and implement
service-learning programs.

High School Courses with Volun-
teer Components (1974, 167 pp.).
Twelve case studies prepared to
help high school faculty design
courses in which community ser-
vice activities complement class-
room work.O

NSVP

The National Student Volunteer Program (NSVP) is part of ACTION, the
federal agency for volunteer service. NSVP is a supportive program providing
information and technical assistance; it does not grant operating funds and has no
authority over local program activities.

NSVP’s primary purpose is to endorse, support, and promote the concept of
service-learning programs. Such programs enhance learning while enabling
students to participate in responsible and productive community service efforts
designed to eliminate poverty and poverty-related human, social, and envi-
ronmental problems.

To accomplish its purpose, NSVP strives (1) to provide secondary and post-
secondary educators with the skills and knowledge necessary to begin new or
improve existing student service-learning programs and (2) to assist the officials of
public and private educational and voluntary action organizations in developing
their policies for and roles with student service-learning programs.

NSVP serves student volunteer programs by developing and distributing tech-
nical assistance materials, including Synergist, its journal; by sponsoring training
sessions for teachers and administrators managing student volunteer programs,
and by providing on-site consultation to programs or to groups sponsoring con-
ferences or workshops.

Those who wish additional mformatlon may call toll free (800) 424-8580,
extension 88 or 89, or write to: ACTION/NSVP, 806 Connecticut Avenue, N.W.,
Room 1106, Washington, D.C. 20525.00

Study Group Recommends National Service
In Report; To Hold Conference in May

*‘Until the spirit of service is restored among American citizens, the most
pressing human problems of our society will not be solved.’

So begins a 160-page report, Youth and the Needs of the Nation, just
published by the Potomac Institute, a nonprofit research organization in
Washington, D.C. In the report the privately funded Committee for the Study
of National Service argues for a voluntary system that would make a year of
service—'‘in the home community, in national parks, in other parts of the
country, and overseas’'’—the common expectation and obligation of every
young person in the United States after leaving secondary or higher education.

Founded in 1977, the Committee is co-chaired by Jacqueline Grennan
Wexler, president of Hunter College, New York City, and Harris Wofford,
former president of Bryn Mawr (Pennsylvania) College and a Peace Corps
executive from 1962 to 1966.

Among the Committee’s other members are Willard Wirtz, Secretary of
Labor under Presidents John F. Kennedy and Lyndon B. Johnson, and the
Reverend Theodore M. Hesburgh, president of the University of Notre Dame,
South Bend.

With publication of its 16 recommendations, the 13-member Committee has
launched a nationwide debate that will be sharpened at a conference to be held
in Washington, D.C., May 30-31. About 250 representatives of private service
agencies, business, and government are expected to attend. The conference will
be open to the public, subject to limitations of space.

Anyone interested in attending the conference, commenting on the Commit-
tee’s work, or receiving copies of the report (single copies available free to
Synergist readers) should write to Roger Landrum, Study Director, Potomac
Institute, 1501 18th Street, N.W., Washington, D.C. 20036.0]
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