











program that they will enthusiastically
support later on.”” Also, by being in on
the early dialogue, they have a chance to
have their misgivings explained away.
Where convincing teachers of the aca-
demic validity and high desirability of
service-learning activities is not possible,
educators should not leave a fledgling
program a casualty on the philosophical
battlefield. Elizabeth Anne Gilbert, who
runs the Haverford Township (Pennsyl-
vania) Career and Community Service
Program, sugge§ts making whatever con-
cessions are necessary and possible to
avoid generating opposition to a service-
learning program’s activities. ‘‘Because
teachers need to feel that their coursework
is not jeopardized, we schedule fieldwork
during free periods and during the after-
noon when regular classes are over.’’

Supplying Incentives

Now that the faculty is waving service-
learning banners, singing the program’s
praises to the administration, and urging
students to become service-learners, how
does one get the fans out of the bleachers
and onto the playing field? Experienced
service-leamning educators feel that, re-
gardless of how enthusiastic teachers are
about a program in principle, getting
them to commit themselves to serious in-
volvement is often a matter of allowing
them to see some practical benefit to
themselves.

Time or Money. Tom Little, director of
The Virginia Program at Virginia State
College, Petersburg, describes a number
of institutions, including Mary Washing-
ton College in Fredericksburg, Virginia,
that have financial reward systems. Under
some systems, teachers get a sum of
money—perhaps $100—for each intern
they manage. The money may be routed
from a student’s tuition directly to the
teacher. Be forewarned that some institu-
tions’ comptrollers will not sanction this
system because they feel that the col-
lege’s ability to meet overhead is seri-
ously jeopardized when it loses the
collective buying power of the mass of
tuition monies.

Money, then, may not be available, but
time for writing, research, travel, further
study, or tending the roses (or the chil-
dren) is often as good as gold. Where an
outright financial incentive is out of the
question, Little recommends a voucher

system whereby teachers can get a vouch-
er that allows them to get a reduction in
their teaching load for the time they spend
supervising community service.

Technical Assistance. Talented, poten-
tially dedicated faculty may quail at the
idea of taking on participation in a serv-
ice-learning program because they are not
sure that they will be able to handle a new
set of tasks and a new way of teaching.

In Miami, Craig stresses the impor-
tance of responding to the need for faculty
training with workshops tailored to meet
the needs of the high school teachers.

Ed Kult, director of the Social Service
Program at Creighton Prep, Omaha, says,
‘‘We try to take as much of the time load
off as possible. That means development
as well as management. We provide as
much information and assistance as possi-
ble to teachers who are getting involved.
We set up placements for them. That can
really make a difference.”’

Barbara Gardner, director of the Joint
Educational Project at the University of
Southern California, Los Angeles, re-
peats the same refrain in a slightly differ-
ent key. ‘‘Remember that teachers are
overworked. If they don’t publish, they
languish professionally. So, take away
the nitty gritty stuff that wastes their time.
They don’t have time to be administra-
tors. That’s what we’re here for.”’

Gardner’s view raises a salient point.
Barbara Keller, director of the Commu-
nity Action Program at Niagara Univer-
sity, Niagara Falls, New York, says,
*‘Looking at the areas that contribute to
professional faculty growth, research is
often emphasized. The service-learning
office can assist faculty members in find-
ing a research population for study in a
variety of disciplines: health care or social
service for all ages from infants to elder-
ly. The service-learning office might even
assist a professor in making a grant appli-
cation for a specific project.”’

Patty Brandt, a graduate student work-
ing with the UYA program at Southern
Illinois University, Carbondale, empha-
sizes that a service-learning program can
be a great opportunity for a faculty mem-
ber. ‘‘We keep track of people’s pet re-
search topics. That way, we can approach
them when there are field placements
relevant to their interests. Or, we can try
to find field activities that will match
what a faculty member is working on.”

In that way, teachers supervising students
in field placements can use the opportu-
nity of the student’s work for their own
research. Gardner of USC adds caution-
ary words. ‘‘We don’t allow students just
to go out as observers to report back to a
faculty member doing research. There has
to be a social benefit.”’

High School Variations. Because the
professional life of high school teachers is
different from that of college teachers,
incentives are of a somewhat different
nature. Research and publishing are not
major considerations for the majority of
high school teachers, although they may
be somewhat more important to teachers
in groundbreaking, innovative service-
learning programs.

High school teachers are at least as
overworked as those in college, and so
are at least as likely to be impressed by
the notion of being relieved of their
paperwork. Gilbert spoke for the Haver-
ford Township program and many others
when she said, ‘‘One of the biggest things
that a centrally run program can do is
minimize the paperwork.’’

Rejuvenation

Some of the most effective incentives
may be the least tangible ones. Whereas a
good many college teachers, intent on
research and publishing, would jump at
the chance to be relieved of administra-
tive tasks, the opportunity to dive into
administration may be exactly what a
high school teacher wants. To escape the
routine of the classroom and make contact
with the community can be a bracing ton-
ic for high school faculty, not to mention
an opportunity to write a new section in a
resume and possibly move on to become
an administrator. Gilbert says, ‘‘The
work of the students connects the com-
munity to the school. Teachers can’t help
but be favorably affected by that as
well.”’

Cheryl Willett, who directed a service-
learning program that involves every de-
partment in two Livonia, Michigan, high
schools, says, ‘‘Teachers are looking for
rejuvenation. For people who have been
teaching for 10 years or more, there is
very often a need to bring the process
back to life, to make it fresh and stimu-
lating again. Teachers who might have
been unsure about getting involved can
see that service-learning has that effect—
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If service-learning is to be
effective, students must become
initiators rather than passivists

wnd faculty members facilitators

rather than disseminat °s.

John §. Duley is an associate professor,
Learning and Evaluation Services, Michi-
gan State University, East Lansing. He
has written extensively on experiential
education.
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P llePS by John S. Duley

1at service-learning and other

:xperiental education courses

loes the college offer? What are
their educational goals? What needs to be
done to make them better for the students,
the community, and the faculty? These
were the general questions the Learning
and Evaluation Services sought to answer
by conducting a survey of current prac-
tices in the design and management of
experiential education courses at Michi-
gan State University, East Lansing, in
1978. The results showed a rapid growth
in such courses and a lack of proper
preparation for the new roles that these
courses demand of both faculty members
and students.

Findings and Followup

In addition to discovering an almost 100
percent increase in four years in the num-
ber of experiential education courses for
undergraduates (from 53 to 103 courses),
the survey found that all of the under-
graduate colleges except one provided at
least one service-learning opportunity. In
1976-77, approximately 6,400 under-
graduates were involved in these 103
courses, which were characterized as
follows:

¢ 56 percent were part of preprofessional
programs;

e 18 percent were part of research or
independent study programs;

¢ 49 percent were required for graduation;
e 68 utilized part-time field placements;

¢ 83 percent did not provide any compen-
sation for students;

» 27 percent were part of programs per-
mitting students to earn 10 to 15 credits
per term.

The survey found the educational goals
of the respondentstobea ollows:

e 83 percent ranked ‘‘apply theory in
practice’” 1 or 2;

e 84 percent ranked
skills”> 1,2, 0r3;

e 82 percent ranked ‘‘increase personal
growth and development™' 1, 2,3, 0r 4,

e 09 percent ranked ‘‘ucquire specific
knowledge’’ 1,2, 3, or 4;

s 84 percent ranked ‘‘learning how to
learn’’ 1,2,3,4, 0r5.

Most of the data for this study were
gathered through personal interviews that
concluded with two open-ended questions:
‘*What are the poticy issues and concerns
that need to be dealt with to make your
work easier and the course better?”” and
*“What do we need to be working on to-
gether during the next year or two?'’ In
response to these questions, 10 faculty
members indicated that better preparation
of students for leaming while in the field
was a significant need. Not only was no
preparation offered or required in 20 per-
cent of the programs, but several faculty
felt some inadequacy in their own efforts
at preparing students. Because many of
the 103 courses involve fewer than 10 stu-
dents each a term and because 4] percent
of the faculty who provide these courses
do so without compensation or reduction
in load, in many cases it is difficult to
develop and offer adequate preparation.

With the need clear, six faculty mem-
bers submitted a proposal to MSU’s
Educational Development Program and
received a grant enabling them to design
and develop a set of learning modules that
could be used either independently by
individual students or by faculty members

i

acquire specific



a = basis for a preparation seminar. It
tuus a year to identify and describe the
skills and then write and field test the
modules. During the second academic
year the six modules, which are a step-by-
step guide to creative problem solving,
were modified and edited for publication
u he title Field Experience; Expand-
1.y -4r Options (see accompanying box
on this page).

A Radical Shift

The faculty members who developed the
modules felt strongly that students must
make a radical shift from the behaviors
and attitudes that work well for most of
them in a ‘“‘schooling’ environment if
they are to make a good educational use
of the field experience. Since superior
performance in the classroom can be, and
often is, built upon attitudes of docility,
compliance, and dependence and because
in most field placement situations the
student has far greater control over edu-
cational activities than in the classroom,
*he students need to be prepared to assume
wle initiative and to take charge of their
own leaming.

For instance,in the required service-
learning/career exploration/cross-cultural
term in MSU’s Justin Momill College,
stud s were following the general rule

of thumb most of us follow in a strange
social environment. They were standing
back from things a bit, following a wait-
and-see policy, responding selectively to
what happened rather than taking the ini-
tiative and starting a chain reaction. They
did this not only from force of habit but

. . . Students must make a
radical shift from the
behaviors and attitudes that
work well for most of them in
a ‘‘schooling’’ environment
if they are to make a good
educational use of the field
experience.

also from inertia, shyness, and an unwill-
ingness to run the emotional risks involved
in assuming the initiative and engaging
actively in inquiry and interaction.

To prepare them to assume the initiative
and be active, the faculty redesigned the
preparation seminar to put students in
situations that were microcosms of their

upcoming field experience and to structure
the expeniences so they would learn how
to learn on their own. The students either
were dropped off individually for a day in
small towns (500 to 5,000 population)
and told to learn what they needed to
know to understand that community. or
were given the address of a public service
agency and told to find it using public
transportation and to learn as much as
they could by spending three hours in the
agency observing the interaction of clients
and the agency staff in the public areas
and talking with clients. They were to
undertake the visit trying to imagine what
it would be like to seck help from the
agency as a minority head of a single-
parent family who does not understand
English well.

The other distinctive features of that
preparation seminar included observation
and recording exercises, practice in self
assessment of skill and personal develop-
ment, the use of individual learning con-
tracts, group interaction, and staff-student
conferences.

New Roles for Students
This type of preparation is necessary be-
cause the roles students are expected to

perform in service-learning are very dif-
ferent from those they are accustomed to
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students complete real tasks that contrib-
ute to the work of the agency.

We offer eight principles of good prac-
tice in postsecondary service-learning.
Six differ from Duley’s points only in
emphasis, but two—reflection (number 6)
and continuity (number 8)—are new.

1

srogram provides for an ongoing
pur et ship among educators, community
members, and students.

No matter how astute, sensitive, or
knowledgeable practitioners may be, they
must work in partnership with those to be
served by a service-leamning program. In
order to avoid troublesome misunder-
standings that easily develop in campus
communities with problem-ridden town-
and-gown relationships, and to ensure
that the program’s service objectives are
met, these partnerships must be based on
mutual trust and mutual gain.

Community members and agency staff
are the experts on their problems and
needs. They can best determine appro-
priate roles for students and assess their
probable impact and effect. Students are
usually most knowledgeable about their
individual interests and abilities and can
help focus their efforts. Having served in
the program, they acquire an experience-
based understanding of service-learning
in a particular setting and can provide
invaluable assistance and consultation to
a program,

Theories of community development
and community organization demonstrate
the importance of involving those to be
served in defining the service. Effective
service-learning must do no less for the
students and the community, both of
whom are its clients.

2

srogram clearly defines the roles
weew - wuponsibilities of the partners: edu-
cators, students, and community members
or agency staff.

Obviously at times the students’ desire
for leaming and personal growth may
conflict with the agency’s need for work
to be done. The drudgery necessary to
carry out a nutrition education project
may not seem educational to students or
professors, but it is vitally necessary if the
project is to be of value to a community.
Students who are studying urban housing
issues and running a recreation program

Clarifying roles and
responsibilities early on
ensures the quality of the
program in the eyes of the
community as well as the
high school or university.

in a housing project may wonder how im-
portant it is to follow through with their
commitment to residents once they have
learned all they feel they can about hous-
ing issues in the area. Their spoensor, the
project manager, will not be much inter-
ested in these students’ academic learning,
but will care deeply that the recreation
program be completed. A clear definition
of responsibilities and expectations from
the very beginning will help to keep such
conflicting needs in balance.

Students need to feel that the commu-
nity understands and accepts the extent
and limits of their commitment. Practi-
tioners need to feel confident in the com-
munity’s or agency’s ability o involve
them effectively and help them obtain the
resources necessary to complete the as-
signed tasks. Comrmunity supervisors
need to know that their work require-
ments, once agreed upon, will not be
interfered with by the university or high
school.

Perhaps most importantly, agency su-
pervisors need to know what support they
can expect from the school in supervising
students and dealing with problems when
they arise. With the recent explosion of
experiential learning programs and the
increasing acceptance by academe of the
notion that the community is the class-
room, community members’ attitudes
toward educators, and particularly ex-
periential educators, may become embit-
tered. Legions of interested but ill-pre-
pared, unsupervised, and naive students

Students’ field experiences
are focused on real problems
and needed work. It is these
activities rather than the
students’ or schools’
educational objectives that
provide the focus for student
learning.

can cause more problems than they solve.
The training and supervision required to
enable students to do needed and desired
work tends to drain resources away from
more important tasks. Community mem-
bers and agency staff begin to think that
they are providing students’ education
when that job belongs to institutions,
many of which are publicly supported.

Clarifying roles and responsibilities
early on ensures the quality of the program
in the eyes of the community as well as
the high school or university.

3

program provides opportunities
for staents to do real and needed work
that is desired by the host community or
agency, in addition to offering significant
educational, professional, and personal
development opportunities.

Student internship or field placement
experiences can often provide rich, varied,
and intensive leamning in spite of the
seeming insignificance of the work ac-
complished. Students placed in a large
human service agency may rotate from
department to department observing and
working with the different professional
activities and learning a tremendous
amount about human service delivery, a
community’s problems, and their own
personal and professional inclinations
without doing any consequential work.
Such experiences may well meet the
objectives of many experiential education
programs. Students’ efforts are often not
needed, desired, or valued by anyone
except as they are seen as a means of
learning.

In our experience, service-learning and
other quality experiential education pro-
grams are committed to action, not just
observation. Students’ field experiences
are focused on real problems and needed
work. It is these activities rather than the
students’ or schools’ educational objec-
tives that provide the focus for student
learning.

4

program maiches the interests,
uoiies, and needs of students with the
interests, needs, and program goals of
host community or agency placements or
projects.

A good match between student and
project activity is crucial to ensure that
both the student’s objectives and the
community’s needs are met. An equal

Winter 1981/Synergist 17




















































































C ./mmunity service and intensive

commseling combine to help 70%

0 witronic high school truants

improve attendance and grades.

Community
prentices

by Esther Reichman

:cognizing that chronic absentee-
sm and cutting of classes are the
win nemeses that lead to student
ranure and eventual dropout, Sarah J.
Hale High School, Brooklyn, has devel-
oped the Community Apprenticeship Pro-
gram (CAP). It serves a school population
that is 70 percent black and 29 percent

Esther Reichman is coordinator of the
Community Apprenticeship Program and
the Student Prevention of Substance
Abuse Through Rehabilitation and
Knowledge program at Sarah J. Hale
High School, Brooklyn.

S

Puerto Rican and comes primarily from
low-income families.

The purpose of the program is to pro-
vide an alternative education system that
will help high school! students regain
interest in school, develop career goals,
and assume greater responsibility for
meeting academic, personal, and com-
munity needs. The success of the program
is based on careful structure, close
school-community interaction, and in-
tensive counseling of the students and
their families.

CAP began two years ago with 10 stu-
dents. Last spring 55 took part. Two

thirds were sophomores, one fourth were
freshmen, and the rest were juniors and
seniors. Approximately 70 percent of the
CAP students have improved their grade
point average significantly and no longer
are chronic truants. The following tells
how and why this change occurred.

Getting Started

As coordinator of a drug abuse prevention
program called Student Prevention of
Substance Abuse Through Rehabilitation
and Knowledge (SPARK), I interviewed
several cutters and long-term absentees to
ascertain their reasons for absenteeism.
They most often cited lack of interest,
little perceived relationship between
schoolwork and career expectations, per-
sonal problems (including family, drugs,
peers), and disenchantment with school
and with life in general.

Principal Bernard Wolinez and I then
developed the general guidelines of the
CAP program to address each of the four
problems and presented these guidelines
to the staff for discussion, some of which
was quite critical. Later parents and agen-
cy supervisors also commented, some
with considerable cynicism.

Basically the program specifies that
students spend four of the seven periods
in regular academic classes and three
periods in CAP. Four days a week the
students serve in community agencies.
On the fifth day they spend the three CAP
periods in group counseling. In addition,
every student is involved in individual
and family counseling and is referred to
outside agencies, such as drug rehabilita-
tion centers, as the need arises.

Twelve hall wanderers were inter-
viewed for the pilot program, and 10 who
indicated an interest—and received their
parents’ written permission—were en-
rolled in the program.

Since students receive credit, attend-
ance and progress records are important.
Before the program began, therefore, we
established a documentation system con-
sisting of parent letters permitting the
student to take part, a letter introducing
the student to the agency, evaluation
forms completed by the agency, perform-
ance contracts signed by the students,
weekly attendance sheets, student identi-
fication cards, and letters reporting ab-
senteeism to parents (sent if the student
misses one day at the agency).

The next step was contacting directors
of local hospitals, day care centers, senior
citizen centers, and public schools to find
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Community
Involvement: K~12......0. vcio

ne of the major objectives of any
) educational system is to prepare
” youth to be inducted into adult
society. Over the past several years
attacks on the performance of American
public schools in failing to reach this
objective have become more frequent.
Students and adults alike are charging that
the schools seldom present realistic prob-
lems in a way that will allow students to
work to resolve them, or to develop civic
skills that they will use all their lives.

In response to these criticisms, the
Social Studies Department at the Devel-
opmental Research School, Florida State
University, Tallahassee, is developing a
required K-12 experiential civic educa-
tion program. This program is attempting
to identify and to correlate with classroom
work meaningful experiences that will
help students develop skills and values
vital to becoming effective participants in
social, political, and economic life.

The development of the program rests
on four assumptions. First, all of us are
members of a variety of groups (or com-
munities). Individuals receive certain
benefits from each group and have re-
sponsibilities to each group. Second, the
objective of civic education is to teach
students how to function within groups
and institutions. Third, individuals—
through their behavior—determine the

Members of the Social Studies Department
of the Developmental Research School,
Florida State University, Tallahassee,
Willis D. Veal and Mary C. Calhoun
work with the K-12 community involve-
ment program. Veal initiated the program
in the tenth grade course and Calhoun
developed the twelfth grade portion.

character and nature of the group. Fourth,
schools can teach certain skills that will
enhance the individual’s ability to in-
fluence the group’s productivity.

As students progress through the pro-
gram, both their concept of groups or
community and their participatory skills
will become more fully developed.
Among the major goals of the civic
education program are to counteract
alienation, job dissatisfaction, the rising
crime rate, and the decline in the ability
of public institutions to respond to and
solve problems.

Three Levels

This program started in the tenth grade
American Society course six years ago
and expanded first into grades seven to 12
and subsequently down through the lower
grades to kindergarten. The K-12 com-
munity involvement program encompass-
es a three-level sequence that begins with
teacher-directed school-based units and
ends with student-controlled community-
based projects.

In the first phase of Level One (usually
kindergarten through third grade) activi-
ties center on the class and are planned in
the classroom by or under the direct
supervision of the teacher. The students
decide in their groups (the whole class or
portions of it) how they can improve their
own community, usually defined as the
classroom, the area of the school desig-
nated as their work and play area, and the
family. Kindergarten children, for exam-
ple, have carried out a beautification
project on the playground, concentrating
on clearing away litter.

In grades four through six, the heaviest
emphasis remains on the classroom, but
most activities extend beyond the class

Mary C. Calhoun

Kindergartners begin by
working together on a problem
affecting their class community.
Each senior finishes by
identifying and addressing a
need in the city.

into the home and sometimes beyond.
One of the most outstanding service-
learning projects at this level has been a
junior executive operation organized by
fifth graders. The children formed a
corporation to raise funds (mostly by
selling items to family and friends) and
donated the profits to a civic project that
the class selected.

At Level Two, starting in the seventh
grade, students begin to take on activities
planned and initiated by adults outside the
school. All seventh graders must con-
tribute 10 hours of paticipation as a
member of a group outside the school.
The objective is to demonstrate how an
effective group member carries out
responsibilities. Students may divide their
hours into four categories as follows:
family—two hours; friends—two hours;
neighborhood—two hours; and commu-
nity—four hours. During this time, the
classwork emphasizes individual roles in
group activities, how groups function,
and the roles of groups in our society.

The eighth grade social studies pro-
gram requires each student to contribute
10 hours to the community. Students may
choose to work as individuals rather than
in a group but are encouraged to partici-
pate with an organized agency.

The school does not require a social
students course in the ninth grade. Instead,
students may elect to complete their ninth
and tenth grade community involvement
requirement during the ninth grade, during
the summer between the ninth and tenth
grade, or during the tenth grade. This is
the introduction to Level Three, in which
students plan activities with little or no
adult supervision other than monitoring.

Tenth grade students have to take
American Society to fulfill the American
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