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ABSTRACT

This case study explored the administrators’ goals of
a service learning program at a Research I university.
This research was aimed at discovering administrators’
goals and determining whether or not these goals were
achieved, as perceived by students, administrators,
community service agency directors, and faculty members. A
structured, tape-recorded interview was used to gather data
from participants in all groups. Barriers to
implementation of service learning by faculty, students,
and administrators included time constraints, lack of
institutional support and lack of clarity as to what
constituted service learning. University engagement in
service learning was defined as the process by which a
university embraces service learning wholeheartedly. The
engagement may take place through redesigned curriculum and
teaching methodology. This study’s findings reveal that
administrators’ goals related to university engagement in
service learning. Furthermore, the administrators’ goals
showed that the students were supplementing their academic
experience with service to the community. This
dissertation suggests that service learning can be mutually

beneficial to all partners. Further, for a service
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learning program to flourish, all participants must have a

role in defining its goals and clarifying its purposes.
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CHAPTER 1
INTRODUCTION

It is the first day of the semester of a medical
ethics course at a university. As every first day of
each semester, the students enter the room hoping that
the class does not last the full hour. All thoughts
are on receiving the syllabus and leaving early. The
professor enters, introduces herself, and then
distributes the coveted syllabus. The professor
explains the class requirements and then directs the
students’ attention to the next speaker. The service
learning program coordinator begins her presentation
about one of the options listed on the syllabus. This
is when the atmosphere in the class begins to change.
The students curiously listen as the phrase “service
learning” is explained.

Students enrolled in this class are required to
either complete thirty hours of community service or
write a twenty-page research paper. They will receive
the same percentage of grade for completing the
community service or the research paper. Many of the
students questioned this option. One student asked:
why community service? The professor quickly Jjumped
in the discussion to explain how volunteering at one
of the local hospitals would give students the
opportunity to experience medical ethics first hand.
Other students were immediately excited about the
opportunity to opt out of writing a research paper.
They stated that they would much rather spend time
doing hands-on work than library research.

Service learning, the option given to these students,
is a method of instruction that requires them to engage in
an experience outside of the classroom. It links students
to the community in which their college campus is situated.
Although every service learning classroom may have
differing expectations, the overall goal remains constant,

giving students an opportunity to learn by experience.



Service is not a new concept to institutions of higher
learning. In fact, mission statements of many universities
connect teaching and research with service to the broader
public. However, the integration of service learning into
the formal curricula is less pervasive. Critics and
proponents alike debate the implications of such
integration. Are institutions of higher learning places
where civic responsibility should be taught? Should
institutions of higher learning be required to incorporate
service learning into their curriculum? How could a
mandate of service learning affect institutional diversity?
Are educators responsible for teaching altruistic behaviors
to students? Should students graduate with a clear
understanding of what service to others really means?
Proponents of the form of experiential education called
service learning answer “yes” to all of these questions and
believe that this would only enhance the diversity of each
institution of higher learning.

Some consider service learning a mere higher education
fad, rather than a legitimate teaching methodology.
However, the service learning movement appears to be
gaining momentum. In conferences across the nation,
educators publicize the successes that their programs have

achieved. For example, the 20™ Annual First-Year



Experience Conference held many educational sessions and
pre-conference workshops that were specific to the subject
of service learning and the effect it has on the first-year
student. Universities now incorporate service learning in
many first-year experience initiatives to increase
retention rates. Currently, a monograph is being written
that will outline how service learning can be integrated
into a first-year program.

Service learning is an important topic to be addressed
in curriculum development. Some universities are
redesigning their transcripts so that students will be able
to clearly document how many volunteer hours they
accumulate during their service learning experience. For
example, The University of Southern Mississippi developed a
“leadership transcript” so that students have a way to
officially document their hours of volunteerism, whether
the hours are through community service or service
learning.

This chapter explores multiple definitions of service
learning, then distinguishes sharply the difference between
service learning and community service. The chapter
concludes with a statement of the purpose for this
research, a problem statement, and the research questions

directing this study.



Definition of Service Learning
Service, combined with learning, adds value to each and
transforms both. (Honnet & Paulson, 1989, p. 1)

Service learning comprises the process of connecting
students’ classroom experiences with service-related
experiences outside the classroom. As such, it bridges the
gap between students’ classroom learning and what is
happening in the community in which their campus is
located. There are many different types of service
learning programs. Some examples include internships, co-
op programs, and classes that require volunteer hours for
credit. Different types of experiential education, such as
volunteerism, cooperative education, and internships all
have characteristics of service learning. Service learning
is a form of experiential education as are volunteerism,
cooperative education, and internships, but all forms of
experiential education do not constitute service learning.
By definition, “service learning emphasizes critical
reflection on the service experience, reciprocity between
the providers and acquirers of service, and learning as a
significant part of the exchange for everyone involved”
(Kendall & Associates, 1990, p. 25). Volunteerism,

cooperative education, and internships may or may not



incorporate all of the necessary components of service
learning.

Students required to write a journal about their
volunteer experiences are involved in a type of service
learning. Their involvement could comprise a one-day
service project, such as painting the house of an elderly
person in the community, or constitute a long-term
commitment, such as the revitalization of a neighborhood
playground area. Service learning may also involve a
spring break trip to Mexico to help build houses for a low
socioeconomic community. There are multiple definitions
because participants vary in needs and expectations.

AN

Stanton (1987) characterizes service learning as “an
expression of values—service to others, community
development and empowerment, reciprocal learning—which
determines the purpose, nature and process of social and
educational exchange between the learners (students) and
the people they serve” (p. 67). This “educational
exchange” moves the classroom experience into other
communities outside of the classroom or campus environment.
The exchange may not completely replace the traditional

lecture- style classroom, but it involves students in a

nontraditional method of teaching.



The definition developed by the National and Community
Service Act of 1990 describes service learning as a method
through which students learn and develop through
active participation. It provides structured time for

the student to think, talk, or write about what the
student did and saw during the actual service
activity, and provides students with the opportunity
to use newly acquired skills and knowledge in real-
life situations in their own communities (Hirsch,

1998, p. 12).

This definition is important because it emphasizes the act
of reflection.

While there are many subtle structural differences in
community service and service learning, the main
distinguishing characteristic is the act of reflection.
Volunteers who are not involved in a service learning
situation are required rarely to reflect in a written
manner about their particular action. However, service
learning participants are required to reflect on the
community service “in order to provide better service and
to enhance the participants’ own learning” (Giles, et al.,
1991, p. 7). The National Society of Experiential
Education believes that “it is crucial that service toward
the common good be conducted with reflective learning to
ensure that service programs of high quality can be created

and sustained over time, and to help individuals appreciate

how service can be a significant and ongoing part of life”



(Honnet & Paulson, 1989, p. 1). Further, Robert Rhoads
(1997) argues that “community service without reflection
does not lend itself to challenge students’ perceptions of
social inequities and therefore is unlikely to achieve far-
reaching social change” (p. 9). The reflection students
engage 1in, either in written or verbal form, may bring
forward discussions on issues such as civic responsibility
and diversity. If a student has not had the opportunity to
participate in any form of volunteer service prior to the
service learning class, then that student may have
questions related to the types of people with whom he or
she has made contact. Some college students have not
interacted with lower socioeconomic income families. Some
college students have not worked with people who have
tested HIV positive. The exchange has the potential to
enhance students’ learning during the out-of-classroom
experience.

Reciprocity of the service exchange constitutes
another important component to the definition of service
learning. The service experience should benefit not only
the student who participates in the process, but also the
person who receives the service. Through the act of
reflection, students can learn how their experiences

benefit themselves and the receivers of their services. In



Integrating Service Learning and Multicultural Education in

Colleges and Universities (2000), Rahima Wade states, “we

may not be truly serving others if we act without
compassion, engagement, and a willingness to be ‘with’
rather than just ‘for’ another” (p. 25). Additionally,
Wade insists
with service, compassion should replace pity and
separateness should be transformed into the community.
Service involves working alongside people in ways that
assist them in defining and helping fulfill their
needs..Service must be envisioned as empowering
individuals to work on their own behalf as much as it
is to provide food and shelter (p. 26).
Current literature reflects the debate regarding a standard
definition of service learning. Although most scholars
agree with the five basic components of service learning,
as discussed in the next chapter, the actual definition of
service learning remains problematic. “In 1990, Jane
Kendall wrote that there were 147 definitions in the
literature” (Eyler & Giles, 1999). Additionally, some even
disagree how one should write the words “service learning.”
In literature, it is written both service learning and
service-learning. Eyler and Giles (1999) explain, “we have
embraced the position that service-learning should include
balance to the community and academic learning and that the

hyphen in the phrase symbolizes the central role of

reflection in the process of learning” (p. 4).



I clarify the definition of service learning used for
this research in Chapter 1. Some faculty members, who
researched service learning, choose not to classify or
clarify. For example, Eyler and Giles (1999) contend that,
“we accept that any program that attempts to link academic
study with service can be characterized as service-
learning” (p. 5). Barbara Jacoby (1996) defines service
learning as

a form of experiential education in which students

engage in activities that address human and community

needs together with structured opportunities
intentionally designed to promote student learning and
development. Reflection and reciprocity are key

concepts of service-learning (p. 5).

Furthermore, Sigmon (1996) believes that there are four
ways in which service learning may be defined. Service
learning is described as

service — LEARNING, in which learning goals are

primary and service outcomes are secondary; SERVICE-

learning, in which service outcomes are primary and
learning goals secondary; service learning, in which
the service and learning goals are separate; and

SERVICE-LEARNING, in which the service and learning

goals are of equal weight and each enhances the other

for all participants (Eyler & Giles, 1999, p. 5)

It is evident that service learning has multiple meanings
to those currently involved in scholarly research in this

subject. It is important to recognize the discord in

current literature and understand that although there are



varying definitions and emphases, there are components that
all consider essential to the experience.

The definition of service learning I use throughout
this research is the definition used by the National
Society for Internships and Experiential Education. This
organization defines service learning as a “myriad of ways
that students can perform meaningful service to their
communities and to society while engaging in some form of
reflection or study that is related to service” (Giles, et
al., 1991, p. 7).

Additionally, this research focuses on service
learning at the university level, which is the process that
gives students the opportunity to receive academic credit
for volunteer efforts. Furthermore, this research focuses
on service learning that is at least a semester in length,
rather than the projects that only take one day to
complete.

Purpose of the Study

The purpose of this study is to understand what the
goals of the service learning administrators are and to
determine if these goals were met. Literature has already
examined potential negative facets of service learning,
including an extensive faculty time commitment and

students’ involvement for self-serving purposes (Marullo,
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1996; Rhoads, 1997). Other literature has identified
positive aspects of service learning, such as improving
student retention, promoting civic responsibility, giving
students an opportunity to involve themselves in a diverse
community, and developing altruistic behaviors in
participants (Astin & Sax, 1998; Eyler & Giles, 1997;
Wills, 1992). I believe that administrators who are
involved in the development of service learning programs
play critical roles in defining program goals and
facilitating positive outcomes for all participants. What
current research does not state is how service learning
administrators work toward attainment of service learning
goals.

Administrators vary in title, position in the
university structure, salary, and budget restrictions.
Further, because there are many different ways that service
learning can be enacted, administrators’ roles vary. Some
universities, such as Southern University in Baton Rouge,
Louisiana, have a mandatory graduation requirement for all
students to participate in a form of community service.
Other universities, such as Florida State University in
Tallahassee, Florida, have an entire office of staff,
faculty, and students dedicated to volunteer efforts.

Florida State also places volunteer and community service

11



information on student transcripts. Yet other universities
merely have one administrator for the organization of all
service learning classes.

While administrators’ roles at different institutions
will vary inevitably as structures and requirements vary,
service learning administrators play an important role in
constructing service learning experiences in higher
education. For example, administrators can recruit faculty
to participate in service learning experiences through
seminars, student presentations, and grant incentives, if
available. Administrators can influence faculty
participation by promoting an established university reward
procedure for involvement in service learning. If other
faculty see that rewards are distributed to faculty
involved in teaching service learning courses, they may be
inclined to incorporate it into their curriculum.
Administrators can place the service learning goals as a
priority among the university constituencies. They also may
use their influence for positive change with university
community relations. A reciprocal relationship between the
community and university has much potential to benefit both
the community and university in a positive manner.
Administrators involved in service learning can promote

this type of relationship.
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In addition, administrators coordinate the relations
among students, faculty, and the community service agencies
in which students are placed. The way that administrators
structure the service learning program, the feedback they
provide to the faculty, students, and agencies, and the
opportunities they offer to students are all vital aspects
of a service learning program. It is important to study
what administrators do, why they do it, and how they do it.
There are many ways for service learning programs to exist
and be considered successful, so understanding how
administrators define and implement their service learning
goals will assist other universities in creating and
implementing service learning programs. It also has the
potential to benefit universities that have existing
programs in need of improvement.

The purpose of this research is to understand the
methods administrators use to work toward service learning
goals and, subsequently, to determine if these goals are
achieved. As such, the research questions are:

1. What are administrators’ goals in the service

learning program at the Research I university studied?

2. Were those goals achieved?

To better understand the ways in which administrators’

service learning goals are and are not achieved, I studied

13



personnel at the community service agencies and the faculty
involved in service learning, as well as the students
involved in the actual programs. Therefore, supplemental
research questions specific to the community service
agencies, faculty, and students involved with service
learning programs guided the inquiry. The supplemental
questions included
1. To what extent are the service learning goals of
university administrators achieved, as perceived by
the community service agencies?
2. To what extent are the service learning goals of
university administrators achieved, as perceived by
the faculty?
3. To what extent are the service learning goals of
university administrator achieved, as perceived by the
students?
4. To what extent are the service learning goals of
the university administrators achieved, as perceived
by the university administrators?
The context for this case study is a service learning
program in a large, public, Research I University.
The research is divided into five chapters. Chapter 2
consists of a review of relevant literature on the subject.

Chapter 3 is devoted to a discussion of the methodology

14



used in this research. Chapter 4 outlines the case study
and describes the research findings. Chapter 5 is the

conclusion and discussion of the potential need for further

research.
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CHAPTER 2
REVIEW OF LITERATURE

As stated in the introduction, service learning
programs do not all follow one particular method or
pattern. 1Instead, service learning has varying components
and differing structures that may contrast, depending on
the needs of the participants. This review of literature
explains the basic components that turn a volunteer process
into service learning. These components rely heavily upon
the actions of all service learning participants.
Therefore, the main focus of this chapter is to review the
research concerning the members of service learning
programs: administrators, students, and faculty, as well
as community service agencies. By discussing all
participants, I share relevant literature to explain why
service learning is currently an important topic in higher
education.

I begin this chapter by discussing the components of
service learning, its varying models, its theoretical
perspective, and its position in the history of higher
education. Then, I focus this review of literature on
issues that relate specifically to faculty, students, the
university, the community that receives the service, and

the administrators to show that much information exists
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about all service learning participants, but not about
administrators’ roles in service learning programs. I hope
to begin filling this gap of knowledge with my
dissertation.

Components and Principles of Service Learning

Although service learning programs vary, the basic

components remain the same. The five major components
include preparation and planning, action, reflection,
evaluation, and celebration (NSEE Foundation Documents
Committee, 1998). Preparation and planning involves
determining the needs of the students, the faculty
participants, the college or university, and the
prospective community service agencies. Preparation may
begin as a result of university administration direction.
For example, the president of a university may instruct
faculty members to get involved in a service learning
classroom experience. Faculty members might then develop
syllabi for the students in their classes. The students
then contact the approved agency and the agency contacts
the service learning recipients. The opposite preparation
might happen if community service agencies contact the
university to inquire about the possibility of having
students volunteer. Each service learning participant is

involved in some form of preparation.
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Action is the process by which students participate in
the service learning project. Reflection is the key
component in which the students participating in service

learning must deliberate on their experience and see “what

is being learned in the service experience” (Giles, Honnet,
& Migliore, 1991, p. 7). Reflections may be written or
oral. Evaluation by the administrator, faculty, and agency

helps everyone prepare for the next service learning
project or task and celebration is the form of recognition
given to the student participants. Celebration may also
involve all service learning participants.

These components vary from organization to
organization, depending on the needs of the situation. In
addition to the standard components discussed above,
complementary principles have been developed to guide
practitioners in service learning programs. These
principles were derived in consultation with over 70
organizations interested in service and learning (Honnet &
Paulsen, 1989). The ten principles state that an effective
program

e engages people in responsible and challenging

actions for the common good;

e provides structured opportunities for people to

reflect critically on their service experiences;

18



articulates clear service and learning goals for
everyone involved;

allows for those with needs to define those needs;
clarifies the responsibilities of each person and
organization involved;

matches service providers and service needs through
a process that recognizes changing circumstances;
expects genuine, active, and sustained
organizational commitment;

includes training, supervision, monitoring, support,
recognition, and evaluation to meet service and
learning goals;

ensures that the time commitment for service and
learning is flexible, appropriate, and in the best
interests of all involved; and

is committed to program participation by and with

diverse populations (Honnet & Paulsen, p. 1-2).

In addition, these principles may be used to evaluate

current service learning programs and projects.

Service learning programs do not fit a strict,

definable mold; therefore, these components and principles

must remain flexible to adjust to the needs of all service

learning participants. Students may be involved in
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tutoring after school or compiling an oral history of the
local churches. The components and principles serve as
guidelines that give practitioners an opportunity to see
what is expected in programs of service learning.
Service Learning Models
Choosing an appropriate model to implement service
learning engagements for desired outcome is essential.
Common models used in service learning focus on charity,
citizenship, and justice (Ottenritter & Lisman, 1998, p.
27). Ottenritter and Lisman describe the three models as
The charity approach emphasizes promoting an ethic of
community service. The citizenship model focuses on
helping students learn how to become more adept at
seeking solutions to social problems through the
democratic process. The justice approach attempts to
help students become more aware of and committed to
rectifying social injustices (p. 27).
The most common model used in service projects is the
charity model. For example, if a student organization
works at the food bank for one afternoon, then the charity
model 1s appropriate. Service learning programs do promote
community service, but the citizenship and justice model
push students to see beyond the idea that they are just
involved in a form of charity. Faculty must be able to
easily justify why adding service learning to their

curriculum would enhance the classroom experience. The

charity model does justify student organizations'
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participation in one-day service projects. However,
service learning can promote more than community service.
The goal of the curriculum development should be driven by
the justice and citizenship models that allow for a richer
and deeper understanding of social issues that affect
students. Helen Oliver, Associate Professor of Education
and Service Learning at Rust College in Holly Springs,
Mississippi, states

As a pedagogy, service learning builds on experiential

learning theory. It is shaped by education reform
principles that encourage students to take
responsibility for their own learning. It is inspired

by the belief that students learn by doing, and that
the academy is fundamentally responsible for preparing
students for citizenship (Oliver, 1996, p. 9).
Through their attention to social issues that effect
service learning recipients, the citizenship and Jjustice
models push students to think about social change and how
they can be a part of it. These two models have been a
part of institutions of higher learning in varying degrees.
Historical Position of Service Learning in Higher Education
I hear and I forget.
I see and I remember.
I act and I understand.
(Chinese proverb, in Schine, 1997, vi)

Historically, service has been a component of many

institutions of higher learning. College and university
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mission statements often include service with teaching and
research. Although service learning has taken many forms,
the underlying premise of service learning has been around
for many years. For example, it was important in the
colonial college to “educate civic leaders” as early as
1636 (Boyer, 1994, p. A48). The purpose of this section is
to show that, historically, service learning is connected
to universities that promote the advancement of higher
education.

Many advocates of service learning recognize John
Dewey as the first educator in favor of experiential
education (Kendall & Assoc., 1990; NSEE Foundations
Document Committee, 1998; Schine, 1997; Seigel & Rockwood,

1993). Dewey’s treatise, Experience and Education (1938),

favors using real-life experiences to teach and learn.
Dewey believed “that education in order to accomplish its
ends both for the individual learner and for society must
be based upon experience—which is always the actual life-
experiences of some individual” (p. 89). Also, Dewey
“argued that traditional education was inherently
undemocratic, since it is hierarchically structured,
divorces subjective from objective ways of knowing, and
separates experience from learning” (National Society for

Experiential Education Documents Committee, 1998, p. 18).
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Dewey’s argument supports service learning today: service
learning is not a traditional method of teaching, and it
connects, not separates, experience with learning.

In his work on service learning, David Kolb (1984)
expands upon the early theorizing of John Dewey with his
concept of the experiential learning cycle. His model
outlines the learning experience as a four-step cycle that
is constantly revisited. Kolb believes learning is

concrete experience, reflection on the experience,
synthesis and abstract conceptualization, and active
experimentation. Although one may enter the cycle at
any point, a person engaged in service-learning often
begins with concrete service experience and then
embarks on a period of reflection on that experience,
analyzing what actually occurred and what implications
arise from those observations (Jacoby, 1999, p. 9-10).

Jacoby (1999) believes that implications of this model
are central to service learning. She states

First, a course or other experience should be
structured to present multiple opportunities
continually to enable students to move completely and
frequently through the learning cycle. Second, the
model underscores how central and important reflection
is to the entire process of learning. Third,
reflection follows direct and concrete experience and
precedes abstract conceptualization and
generalization. Placing reflection at another point
in the learning process is likely to create a less
effective learning experience for students because
they will not have the most direct and immediate link
to the concrete experience of learning (p. 69).

The processes and goals of service learning are consistent

with Kolb’s emphasis on continual learning.
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Another supporter of experiential education, Ernest
Boyer (1994), wrote “Creating a New American College,”
which challenges institutions of higher learning to
reevaluate their priorities and to redefine scholarship in
broader terms. Boyer wants the New American College to be
“committed to improving the human condition. A new model
of excellence would emerge, one that would enrich the
campus, renew communities, and give dignity and status to
the scholarship of service” (p. A48). He insists that as
far back as 1636, higher education and the purposes of
American society have been intertwined. In the “Colonial
college, teaching was a central, even sacred function; the
goal was to train the clergy and educate civic leaders” (p.

AN

A48). Boyer describes the “New American College” as “an
institution that celebrates teaching and selectively
supports research, while also taking special pride in its
capacity to connect thought to action, theory, and
practice” (p. A48). The ideal of Boyer’s New American
College relied heavily on the support of faculty’s
willingness to revise theories as they move back and forth
between theory and practice. 1In Boyer’s New American
College, service learning teaching methodology, which

embraces both theory and practice, would be welcomed. It

must be noted that Boyer’s philosophy of integrating
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service learning would not currently be welcomed by all
universities and faculty members. Institutions of higher
education, both in mission and teaching methodology, must
remain diverse to meet the needs of all types of students
entering the realm of higher education.

Another focal point in the history of service learning
is the founding of historically black colleges and
universities (HBCUs). HBCUs were “born out of the need to
develop an educated citizenry, equipped with skills,
appreciations, and insights that would enable individuals
to live responsibly” (Oliver, 1996, p. 6). Helen Oliver

A\Y

believes that “strength of character makes for good
citizens in our communities” (p. 5). This “strength of
character” is enhanced by the service learning experience.
Oliver believes that service learning is “shaped by
education reform principles that encourage students to take
responsibility for their own learning” (p. 8). Currently,
Rust College, a historically black college, is involved in
the DREAMS Project (Developing Responsibility through
Education, Affirmation, Mentoring, and Service). Students
immersed in this service learning experience are required
to “complete 20 hours tutoring and mentoring services, keep

a daily journal, write a reflective paper and make a

classroom presentation” (p. 11). Another example of how
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service learning is ingrained in the philosophy of teaching
at HBCUs is Southern University in Baton Rouge, Louisiana.
As mentioned in the introduction, Southern University
requires that students complete 60 hours of community
service before graduation.

Jane Addams’ establishment of Hull House is another
educational reform involving service learning. Addams
designed Hull House to “provide a center for a higher civic
and social life, to institute and maintain educational and
philanthropic enterprises, and to investigate and improve
the conditions in the industrial districts of Chicago”
(Addams, 1910, p. 89). Addams did not view Hull House as a
form of charity; “she viewed it as a living, dynamic
educational process” (Lunblad, 1995, p. 663). This process
worked both ways

Addams was the pupil, and her neighbors were her

teachers. From this experience she generalized that

education ought to be perceived as a mutual
relationship between teacher and pupil under the
conditions of life itself and not the transmission of
knowledge, intact and untested by experience (Lunblad,

1995, p. 663).

Jane Addams believed that the “reciprocal exchange of
knowledge tended to empower learners and heal social,
economic and ethnic divisions” (Munro, 1995, p. 277).

Dewey, Addams, and Boyer share the theory of reciprocal

learning. Service learning is a form of reciprocal

26



learning that involves both giving and taking of all
participants involved.

Volunteerism and community service have continued to
be highlighted through the years by many different
presidents. President John F. Kennedy told Americans in

AN

his inaugural speech, ...ask not what your country can do
for you; ask what you can do for your country” (Kahne &
Westheimer, 1996). Kennedy installed the Peace Corp
program in the early 1960s to inspire people to “help
create a better world” (Boyer, 1994, p. A48). Following
the death of President Kennedy, several other presidents
continued service initiatives. President George Bush
signed the National and Community Service Act in 1990 that
compiled “initiatives to reinstill an ethic of service in
communities across the nation” (Ward, 1996, p. 55).
President Bill Clinton followed this national initiative by
signing the National and Community Service Trust Act of
1993. This act created the “Corporation for National
Service, which funds and administers service programs such
as AmeriCorps and Learn and Serve America” (Ward, 1996, p.
55). This act states that service learning should help
foster civic responsibility and be “integrated into and
enhance the academic curriculum of the students” (Century

Community and Technical College, 1996, p. 4). Also,

27



President Clinton placed community service in the forefront
in higher education with the work-study and community
service program. The work-study program allows college
students to earn money while working at a community service
agency. Clearly, service has been an issue for many
presidents over the past several decades.

Several national organizations also promote service
initiatives, often paired with learning objectives. As
mentioned in the preceding paragraph, Learn and Service
America and AmeriCorp are two organizations that promote
the philosophy of service learning by developing written
resources, organizing conferences, and generally sharing
information on service learning. Other organizations that
encourage various aspects of service learning include
Campus Compact, Points of Light Foundation, and the
National Society for Experiential Education. For example,
Campus Compact is a “national membership organization of
college and university presidents committed to helping
students develop the values and skills of citizenship
through participation in public and community service”
(Campus Compact, 1997-1998, p. 1). In 1999, Campus
Compact’s membership included university presidents at 649

public and private, two- and four-year colleges.
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Service learning has been a part of conversations of
institutions of higher learning for many years. However,
it has not always been titled “service learning.” Some
authors, such as C. David Lisman (1998), believe that we
are currently in the “midst of a true higher education
service learning reform movement” (p. 24). While service
learning is part of the current reform in higher education,
it has yet to secure full support. Administrators, faculty
and students alike have many barriers to face with the
implementation of service learning engagements.

Barriers to Implementation of Service Learning by Faculty

Faculty are often the main supporters of the theory
and practice of service learning. They are the ones in the
classroom who lead the reflective component of service
learning. They may serve as liaisons between the community
service agency and administration. Furthermore, they can
also be the ones who train other faculty members in this
method of classroom instruction. This section focuses on
faculty participation in service learning by discussing
barriers to implementation.

While participating in service learning initiatives,
faculty must ensure that the service component complements
course objectives. Jacoby (1996) reminds faculty that “if

service is an add-on that is not designed to advance the
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objectives of a course or does not help students learn
course content, it degrades the academic integrity of the
course” (p. 156-157). Service learning may fit in all the
disciplines, but not necessarily in all classes within the
discipline. A professor teaching a course that is based
strictly on mathematical calculations may be hard-pressed
to implement a service learning component. Furthermore,
service learning induces “faculty to consider how their
discipline, as well as their own teaching and research”
relates to social issues and problems (Jacoby, 1996, p.
157). Using the math example again, the professor may not
be interested in how a statistical analysis affects social
issues and problems. In reality, the analysis may not
affect social issues and a service add-on to the course may
destroy the academic integrity of the classroom experience.
In addition to the course content, faculty members
interested in service learning as a teaching pedagogy must
remember that it takes an extended effort in preparation,
beyond the effort required to develop a gquick lesson plan.
“Experiential education, because it attempts to teach
holistically, can take longer to get rolling, but is
increasingly efficient over time” (NSEE Foundations
Document Committee, 1998, p. 21). The faculty member

implementing service learning does not just compose a
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lecture to hold the attention of students for fifty
minutes. Instead, the professor may be involved in helping
students connect to the community service agency,
completing on-site evaluations, developing a method of
calculating the hours completed by the students, and
organizing a reward system for the students. This effort
is in addition to the time spent preparing for the weekly
class periods.

In addition to the development of course content and
consideration of the time constraints, faculty members face
other issues when implementing service learning programs.
Sam Marullo, professor in the Department of Sociology at
Georgetown University and proponent of service learning,
believes the barriers that exist when constructing service
learning programs include university and departmental
politics, lack of institutional or disciplinary rewards,
institutional backlash, and community skepticism. These
barriers must be considered when moving forward with any
new reform movement in higher education. However, relating
specifically to the development of service learning
curricula, Marullo (1996) states that some colleagues
equate service learning to students’ independent community
service and, therefore, have a problem with granting

college credit for extra curricular activities. As
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discussed in a previous section of this review, service
learning includes a reflective component that distinguishes
it from community service. However, faculty must be
educated in this method of instruction to understand the
difference between community service and service learning.

Marullo also believes that service learning has the
potential to enable greater faculty teaching, research, and
service. He asserts that the most critical question for
the faculty is how service learning will be evaluated as a
teaching pedagogy. If service learning is valued as a
teaching pedagogy, then institutional and disciplinary
rewards may increase. Institutional backlash may not be as
high due to the credibility of the method of instruction.
Furthermore, community skepticism would be diminished as
community service agency administrators understand that the
university does embrace this method.

Other concerns follow the same line of thought. For
example, a university must answer the question of how
service learning is evaluated in regard to promotion and
tenure (Eyler & Giles, 1997). Critics also state that
experiential education is too much about feelings and not
enough about content or ideas; it is disorganized and
chaotic; it is time-consuming and/or expensive; and it

exposes students to too much risk (NSEE Foundations
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Document Committee, 1998). The risk may be associated with
university liability issues, such as the student’s
transportation to and from the agency. Additionally,
critics believe there are multiple risks in dealing with
the receivers of service. For example, a critic of service
learning may not understand or support a student’s desire
to work with men or women that are HIV positive, stating
that the work is too risky for the student’s well-being.
University administrators must view service learning as a
credible teaching method before these barriers will be
broken.

The barriers to faculty implementation are important
to consider when developing a service learning program. If
faculty do not see any reward in adding a service learning
component, then why should they take on the extra
responsibility? Although some faculty participate in
service learning because they believe in giving students
the opportunity to see social injustices and learn how to
seek solutions, other faculty may not participate because
of the lack of institutional reward. The academy today
focuses on tenure that is structured for faculty who are
interested in research. If service learning takes time
away from faculty research, then the hesitant faculty

member may remain hesitant.
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Faculty Benefits

Although faculty have obstacles to overcome when
teaching service learning, there are also many advantages
to faculty participation. Bringle and Hatcher (1996) state
that faculty who teach service learning classes “discover
that it brings life to the classroom, enhances performance
on traditional measures of learning, increases student
interest in the subject, teaches new problem-solving
skills, and makes teaching more enjoyable” (p. 222). These
advantages give faculty positive and meaningful reasons to
implement service learning classroom experiences.

Other benefits listed in the Service Learning Faculty
Manual for Century Community and Technical College (1996)
are “the relevance of the experience to students’ lives
validates our teaching, it helps build classroom community,
and it opens communication with the community” (p. 10).
Furthermore, research shows that students involved in
service learning have closer relationships with faculty
than students who are not involved in service learning
(Eyler & Giles, 1997). I believe that a service learning
professor must feel a sense of accomplishment at the end of
the semester because he or she has not only allowed the

community to receive a benefit, but also given the student
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an opportunity to have a reflective, educational experience
outside of the classroom.
Service Learning Student Benefits

I learn more through my volunteer work than I ever do in

any of my classes at school. Talking to people from
diverse backgrounds provides so much insight that people
just can’t imagine. I study all these different theories

in political science and sociology, but until you get a
chance to see how the social world influences people’s
everyday lives, it Jjust doesn’t have much meaning.
(Student Reflection, Rhoads, 1997, p. 182).

How does service learning affect students? What types
of students participate in service learning? Why should
professors take a second look at this form of experiential
education? What benefits do students receive from taking
part in a service learning course? While a variety of
perspectives are useful to consider to fully answer these
questions, the purpose of this section is to discuss the
student benefits of participation in service learning
engagements.

Many of us had childhood experiences that included
hearing our parents and teachers declare, “the more effort
you put in to something, the more you will receive.” In
service learning, the more willing a student is to embark
upon a new experience, the more that student will receive

from service learning participation. The current

literature on service learning shows many positive results
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from participation in service learning. However, the
research studies do not all agree on one particular set of
positive outcomes. That discrepancy may be because of the
varied nature of the course content. An English
professor’s goal may be that his or her students learn how
to communicate in written form. A Political Science
professor may desire that his or her students have a true
political experience beyond the classroom discussions.
Varied positive outcomes of service learning are
displayed by two research studies. One study (Driscoll,
Holland, Gelmon, & Kerrigan, 1996) showed support for all
of the predicted student impact variables, which included
awareness of and involvement with the community, self-
awareness, personal development, academic achievement,
sensitivity to diversity, and independence as a learner.
This case study blended gquantitative and gqualitative
measures in order to determine the most effective and
practical tools to measure service learning impact. Some
of the approaches were to be used in a pre-post format,
others were to be used for ongoing assessment, and others
were to be used for a one-time measurement (Driscoll, et
al, 1996). Another study “described educational benefits
in terms of attitude development, values clarification, and

greater awareness of problems in society” (Checkoway, 1996,
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p. 602). Both research studies were about service

learning, but the positive outcomes were classified in a

different manner.

Further research by Honnet and Paulsen (1989) shows

that the results of effective service and learning are that

participants

develop a habit of critical reflection on their
experiences, enabling them to learn more throughout
life;

are more curious and motivated to learn;

are able to perform better service;

strengthen their ethic of social and civic response;
feel more committed to addressing the underlying
problems behind social issues;

understand problems in a more complex way and can

imagine alternative solutions;

demonstrate more sensitivity to how decisions are
made and how institutional decisions affect people’s
lives;

learn how to work more collaboratively with other
people on real problems; and

realize that their lives can make a difference

(p. 2-3).
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Honnet and Paulsen believe that there are multiple positive
outcomes for students who participate in service learning.
In addition to the benefits listed in the preceding
paragraph, service learning also allows students to take
ownership of their educational processes. Lisman (1998)
argues that service learning “motivates them [students] to
take ownership in their learning. Students begin to grow
as learners when they grasp that they are important players
in the construction of knowledge” (p. 38). In my view,
this benefit is one of the most important foreseeable
outcomes that an administrator or professor must consider.
For students to actually feel as though they have a voice
in their education is one of the most positive outcomes.
Often undergraduate students believe that they have no
voice in their education. They are taught to sit quietly,
take good notes, attend all class sessions, and study for
the examinations. Service learning research shows that
experiential education progresses the classroom to a higher
level of student development. Rhoads (1997) research, that
was derived from six years of research and participation in
community service projects conducted with three
universities, enforces this point with student dialogue.
Rhoads (1997) collected qualitative research from 108

student interviews, 66 students completed open-ended
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surveys, and more than 200 students were observed at
various sites in which participant observation was the
essential form of research. 1In his study, a student told
him “the things that I learned in working with poor people
in the inner city have been worth more to me than anything
I’ve learned all my years in school. The feelings and
issues you have to deal with just can’t be taught in the
classroom” (p. 209). Faculty and administration must
decide what their desired outcomes are for the service
learning experience.

Understanding how and why students are participating
in service learning experiences 1is also an important factor
in development of programs. Astin and Sax (1998) completed
a research study that focused on how undergraduates are
affected by service. This quantitative study was based on
entering freshmen and follow-up data collected from 3,450
students (2,287 women and 1,163 men) attending 42
institutions with federally funded community service
projects (Astin & Sax, 1998). The impact of community
service participation on undergraduate student development
was examined. Through their study, they found that the
most “predisposing factor of service learning student
participation was whether the student volunteered during

high school” (p. 253). Other predisposing factors included
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leadership ability, involvement in religious activities,
tutoring other students during high school, being a guest
in a teacher’s home, and being a woman. Astin and Sax
found that those “entering freshmen who were most likely to
participate during college tended to be less materialistic”
(p. 253). Understanding who 1s participating can help
administrators as they recruit students to enroll in
service learning courses.

As has been noted, there are many positive outcomes of
service learning. Nevertheless, many oppose using service
learning as a teaching methodology. The next section
focuses on the opponents’ rationales concerning student
participation.

Concerns About Student Participation in Service Learning

Opponents of service learning voice many concerns.
Students are the first to complain about the logistical
issues. Community service agencies do not always sit on
the boundaries of the campus. Not all students have
transportation to off-campus community service agencies.
Students required to travel to locations that are not
convenient are less likely to attend on a regular basis.

All students do not have time for activities other
than school and work because many students are financing

their college education by the work they do in the
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afternoons, evenings, and weekends. The professor and
administrator of the service learning program must consider
this variability in the typical college student. For
example, all students enrolled in a first-year English
class are not 18-year-old students who have nothing else to
do but attend class. There is not a stereotypical first-
year student. In fact, the Chronicle of Higher Education
Almanac (2000) indicates that 32.6% of college-age students
are 25-44 years old at four-year institutions. First-year
students may be married with children, international
students speaking little English, or students interested in
a career change after 10 years. In concert with students,
service learning practitioners and faculty members must
continue to reevaluate their individual classroom
experiences to see if they are meeting the desired outcome
of their student participants.

The value in service learning experiences depends
generally on the effort and desire of the student. If
students are looking solely to build their resume, then the
desired outcomes of service learning may not be met.
Desired service learning outcomes depend upon the student
“developing respect for individuality and experience of
their clients” (Fleischauer & Fleischauer, 1994, p. 42).

If a student believes there is no worth in the assignment
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of volunteering at a homeless shelter, then he or she may
not achieve the instructor’s goals for service learning.
Many opponents to service learning believe that
teaching social responsibility is not the duty of the
professorate. Some students do not agree with the mandate
of community service outside of traditional classroom
responsibilities, and they struggle with mixed feelings
about community service (Rhoads, 1997). Robert Rhoads
shares quotes of students who, for various reasons, were
unsure about their participation in community service. One
student stated, “I'm not sure if I’'m completely comfortable
helping the poor families. I mean, who am I that I can
help make their lives better? It seems somewhat
condescending for me to believe that I can somehow make a
difference” (Rhoads, p. 22). Other students saw the
community service only as a means to impress potential
employers. One student stated, “sometimes I feel like I'm
only fooling myself and that I’'m really only into service
so that I can help myself. I list this stuff on my resume
and I feel guilty because I know it will help me get a
teaching job. Is that why I do this? I know it makes me
feel better about what I do in my spare time, but who am I

really serving?” (Rhoads, p. 23).
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There can be an ethical dilemma in service learning
participation. Honnet and Paulsen (1989) state many of the
positive results of effective service learning for
students. However, as shown by the comments from
participants in Rhodes’ research, there are issues that
must be addressed. These students question whether their
participation is truly making a difference in the lives of
those who receive the service or merely a selfish act.
This is a dilemma for many students involved in service
learning. The students involved many times are the
receiver of much more than the person or persons who are
supposed to be receiving the service.

A final concern of student participation in service
learning is the argument about the amount of time required
to participate. When critics discuss this time-consuming
issue, they usually mean that “it takes time away from the
activities associated with traditional forms of education—
lectures, for example” (NSEE Foundations Document
Committee, 1998, p. 21). Both professors and
administrators alike understand the time commitment that
they are asking of their students, so they offer their
students involved in service learning a choice. As

mentioned in the introduction, some class participants may
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choose to write a term paper in lieu of participating in
service learning.
Community Benefits of Participation in Service Learning

University and community partnerships constitute a key
ingredient to successful service learning programs.

Barbara Jacoby (1996) concludes that “for better or worse,
social issues of crime, violence, inadequate housing, and
an under-prepared labor pool have compelled several
colleges and universities to step down from the ivory tower
and become involved in their communities for their own
self-interest” (p. 92). Universities now realize that they
must learn from and serve the surrounding community to
maintain their existence. Service learning engagements
with the community can be positive for both the community
and university.

The community can benefit from the service learning
experience 1f the partnership is successful. Positive
outcomes for the community include

increased human resources for problem solving,

increased access to college resources, improved

relations with the university, increased ability to
hire good students, increased future citizen
support/commitment, better career selection choices
for students, expanded roles for student supervisors,

and more contributions to meet human needs (Brevard
Community College, 1995, p. 5).
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An example of the overlap of benefits is that better career
selection for the students is a meaningful result for both
the community and the student. A student may choose to
work at a nonprofit organization after graduation. Had the
student not experienced a connection to this type of
business during the service learning class, he or she might
have chosen a different career path.

For the service learning experience to be successful,
universities must develop strong community partnerships.
Jacoby (1996) asserts, “collaboration and the ultimate
focus on community empowerment are also required for the
long-term success of campus-community relationships” (p.
3). Each institution must go through

a process of institutional self-examination of its own

philosophy, mission, and approach to community

involvement. It is essential that institutions not
regard communities merely as teaching or research
laboratories, an approach that assumes a false
hierarchy of power and perpetuates an attitude of

institutional superiority (Jacoby, 1996, p. 95).

This institutional superiority can have a detrimental
effect on the partnership. To protect partnerships and
achieve service learning desired outcomes, no one involved
in service learning can have an attitude of “I am better

than you.” One of the goals of service learning is for all

participants to receive benefits. If the university
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believes that it is “above” the community in any way, then
the partnership will not reach its full potential.

The partnership with the community is a critical
component of the service learning experience. Whether it
be the community in which the college is situated, or a
community abroad, the link is vital to attaining service
learning goals. This link must be continually revisited to
ensure success. University administrators play a key role
in developing and maintaining successful relationships
among service learning participants.

University Engagement in Service Learning

One of the main ingredients of a successful service
learning program 1is the strong connection between the
university and the community it serves. The community does
not necessarily have to be just outside the university’s
welcoming sign. 1Instead, it may be in a nearby suburb,
another state, or even another country.

The current literature in service learning uses the
word “engaged” to describe a university that has embraced
the concept of service learning wholeheartedly. Judith
Ramaley, the President of the University of Vermont,
states, “by engagement we mean institutions that have
redesigned their teaching, research, and extension and

service functions to become even more sympathetically and
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productively involved in their communities” (Campus Compact
Fax, personal communication, September 21, 1998). Campus
Compact, the national organization made up of university
presidents across the United States, elaborates on the
characteristics of what they consider an “engaged”
university. Some of the characteristics include “strong
leadership and sustained commitment from the university
president and chief academic officers and institutional
policies, programs, and courses that are evaluated for the
impact of service learning on the institution, faculty,
students, and the community” (Campus Compact Fax). The
engaged campus is one in which service learning is thriving
and integrated across the disciplines.

When an institution of higher education becomes
engaged in service learning, the university will reap
several benefits. For example, Brevard Community College
in Cocoa, Florida, discovers many enrichments from
participating in service learning, including improved
public service delivery, broadened conception of
educational roles, increased learning opportunities,
improved motivational base of instruction and learning,
improved linkages to community, reoriented educative

processes to meet human needs, and improved student
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satisfaction and retention (Brevard Community College,
1995).

Another example of an engaged campus is Loyola College
in Maryland. Loyola’s Center for Values and Service was
created in 1989. By 1995, two-thirds of the student
population engaged in a form of service, totaling over
68,000 service hours (Leder & McGuinness, 1996). Although
this is not the only measure of an engaged campus, Loyola’s
Center for Values and Service specifically works to
“coordinate student service activities and support service
learning pedagogy” (Leder & McGuinness, 1996, p. 48).
Loyola is currently in the process of pioneering a new set
of service learning initiatives, including a service
leadership track within the academic curriculum that is
designed to develop students into lifelong leaders in
service, to gain administrative support for the course, to
create a colloquium experience, and to promote faculty
development (Leder & McGuinness, 1996). This campus is
fully embracing service learning because it acknowledges
and supports all service learning participants. The
administration searches for innovative ways to implement
service learning programs, students take advantage of the
service learning opportunities, and faculty are being

rewarded for their service learning teaching methods.
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Additional community service agencies, which benefit a
variety of receivers of service, continue to be added and
long-term partnerships with certain programs entrench
service learning in the community.

To become an engaged campus, a university must be
willing to take risks and be flexible. As described in a
previous section, there are many issues to be discussed.
For example, university faculty reward structures must be
defined to allow for promotion based on the use of service
learning in the curriculum. Departmental politics, lack of
institutional or disciplinary rewards, institutional
backlash and community skepticism, and increased burden due
to effort in preparation are but a few of the institutional
barriers universities must overcome (Marullo, 1996).
Students face time constraints with work and class and some
use service learning only as a means to impress an
employer. An engaged campus will not happen overnight.
Each university must evaluate how service learning could be
integrated throughout the campus. Because of the variance
in types of institutions of higher learning, the steps
taken to become an engaged campus differ. Steps must be
tailored to each institution, whether public, private, two-
year, four-year, or vocational, serving both traditional

and nontraditional students.
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Administrators’ Roles in the Service Learning Experience

Current literature stresses the important role of
administrators when discussing the principles of service
learning and how service learning can be a part of the
university mission (Boyer, 1994; Giles, et. al., 1991;
NSEE, 1998; Oliver, 1996). Ottenritter and Lisman (1998)
insist that “reference to the importance of our colleges
contributing to the improvement of community life usually
exists somewhere in the institutional statement of mission
and purpose” (p. 10). The administration of an institution
of higher learning is largely responsible for the
implementation of the university mission. As such,
administrators are important to the success of service
learning programs. Institutional support is necessary for
successful university service learning programs.

Until hierarchy is not a factor in institutions of
higher learning, the administration must support service
learning. Individuals can make a difference, but having
the support of the administration to develop an engaged
service learning campus is critical. Administrators play
an important role in the acceptance and implementation of
an engaged campus.

Two relevant case studies place different emphases on

the administrators’ roles in service learning. Barbara
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Jacoby (1999) stresses the importance of the partnership
between academic affairs and student affairs in the
development of service learning at the University of
Maryland, College Park. The University of Maryland is a
research and land grant institution, similar to the
institution studied in this research. Using qualitative
method of inquiry, this case study shows the progression of
the Office of Commuter Affairs and Community Service
(CACS). The current role of administrators at Maryland is
widespread. The coordinator of the service learning
program has connected faculty with local and national
faculty development opportunities. In addition to the
academic focus, the CACS has increased
support of both curricular and co curricular service.
Two graduate assistants coordinate a database of over
800 community service agencies which personalizes
search capabilities that is available on the World
Wide Web, a monthly community service newsletter with
a mailing list of over 1,300, a computer mail
reflector that provides weekly and emergency updates
of current opportunities and needs, and orientation
for new students (p. 33).
All of these services were not initially in place as
this office has grown since its inception in 1992.
Although important strides have been taken, the
administration still has many unanswered gquestions in

relationship to the placement of priority on service

learning initiatives. Questions yet to be resolved include
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To what extent should the staff support co-curricular
community service by fraternities and sororities and
residence hall groups, rather than increasing services
to faculty that teach service-learning courses?

Should curricular or co-curricular service be focused

on particular communities or issues? How can student

affairs and academic affairs work together to continue
to integrate service-learning into the life and work

of the university? (Jacoby, 1999, p. 33)

The administration of University of Maryland has many
goals it hopes to accomplish. The vice president of
student affairs has identified the creation of a
“comprehensive center for service learning as one of his
division’s priorities for the institution’s current capital
campaign. Additionally, the coordinator hopes to produce a
faculty handbook and pilot an undergraduate teaching
assistant program for service learning” (Jacoby, 1999, p.
33). These are all programs and initiatives that will
enable the University of Maryland to moved toward campus
engagement in service learning.

The second case study describes efforts to
institutionalize service learning at the University of
Utah, but stresses the importance of faculty-driven service
learning initiatives. Buchanan (1998) stated that “without
faculty and administrator institutional commitment to
service learning, it is likely that service-learning will

be recorded in the annals of history as yet another short-

lived pedagogical fad” (p. 114). This case study reports
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the importance of administrative support. For example, the
president of the university “included comments about
service-learning in the annual faculty address and was
instrumental in the creation of the Utah Campus Compact”
(p. 115). However, the majority of the elements for
successful integration of service learning initiatives
include recommendations for faculty, not administrators.
The essential elements involve the following

initiatives for permanent change must be faculty
driven, necessary funds are needed, faculty within an
academic unit must want to integrate service learning
into their curriculum, experience with service
learning is critical, and designating a respected
faculty leader secures commitment (p. 117-118).

Buchanan did recommend a future direction for the
University of Utah. Some of these recommendations were
specific to administrators’ roles in the service learning
program. The following criteria were developed to improve
existing and develop new service-learning programs

University and community programs should be developed
on a strong foundation of mutual ownership,
commitment, and partnership, and should be designed to
address complex and important community needs;
programs should be disciplinary and interdisciplinary;
programs should involve a combination of service-
learning, research, and community action; programs
should strive for continuity beyond the length of the
academic semesters; research and service activities at
off-campus sites should be encouraged; and programs
should enable students to graduate with the desire and
the skills to be involved in the community (Buchanan,
1998, p. 118-119).
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The main recommendation was that the “university and
community programs should be built on a strong foundation
of mutual ownership, commitment, and partnership and should
be designed to address complex and important community
needs” (p. 118). However, securing top level support
remains as crucial as committed grassroots leadership.

Controversies and Complexities

The complexities of the previous case studies
highlight the multiple conflicts and controversies
surrounding the implementation of service learning in
higher education. The only consensus in service learning
is that reflection and action must be integrated into the
curriculum (O’Grady, 2000). Through the literature review,
I have noted the complexities involved in student
participation, various barriers to implementation,
definitions of community reciprocity with the university,
understanding methods that move universities toward
engagement, and faculty issues surrounding integration of
service learning. These are but a few of the complexities
involved in this teaching method. An additional concern is
the potential for “paternalism being described in the word
service learning” (O’Grady, 2000, p. 25). Jane Kendall

(1990) argues
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I have tremendous problems with the word service. It
suggests an inequity between the servers and those
served. It suggests that the former have resources
and that the latter do not...It does not carry the
connotation of social justice that is also an
essential component of service learning...And,
finally, I have heard service used too many times as a
self-righteous, vaguely disguised ticket to salvation
for upper and middle class people who feel guilty
about their access to resources (p. 24).
Such issues complicate service learning because each
constituency regards them differently. For example, The
University of Utah case study recognizes the importance of
administrators’ roles, but clearly indicates that faculty
provide the critical link in program development.

Despite these complexities, service learning is
internationally recognized as an important teaching
strategy. The organization of Campus Compact alone is
substantial. The description of membership in 1999 was
that “639 public and private, two- and four-year colleges
and universities located in 41 states and the District of
Columbia” (Caron, eds., 1999, p. 2). Further statistical
data shows that students at Campus Compact campuses spend
more that 32 million hours serving their community (Caron,
eds, 1999, p. 3). Kezar and Rhoads (2001) suggest that the
continuing interest in service learning “may be interpreted

as a response to three general critiques leveled at

academe: lack of curricular relevance, lack of faculty
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commitment to teaching, and lack of institutional (and
faculty) responsiveness to the larger public good” (p.
150) .

Additionally, service learning may help higher education
respond to questions being asked about its role in society.
For example

how are institutions of higher learning preparing

students for active roles in public life? What good

does college and university research provide for
society? What is the responsibility of these
institutions to the larger society, and are they

fulfilling it (Weigert, 1998, p. 3).

Service learning has the potential to answer all of
these questions. More institutions of higher learning are
discussing the importance of service learning. Conferences
nationwide are integrating the service learning topics into
their schedules. Continued research in this subject is
critical for the development of this teaching methodology.

Conclusion

So, I ask you to take that first step. Knock on the door

at the shelter. Call the volunteer coordinator at the
prison. Visit the high rise packed with older people with
time on their hands. Give service learning a chance.

You’ll be embarking on a journey that puts people, often
found on the margins, at the center (Finger, 1997, p. 25).

This review of literature began with defining service
learning in the context of my research and then positioning

it in the history of higher education. In addition, I
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discussed faculty, student, and university and community
partnership issues.

Because of the importance of the administrators in
successful service learning programs, I want my research to
contribute to this very important knowledge base. There is
little information about the administrators’ role in
service learning. I believe it is critical that all
participants be represented in the literature.

The literature shows that there may be positive
academic outcomes by student participation in service
learning. I wish to understand how administrators support
service learning. While faculty members have written about
their own and their students’ experiences, the literature
has not fully explored the role that university
administrators play in service learning. How does the
university administration fit into the functioning and
success of service learning programs? Do the students,
faculty, and community service agencies meet
administrators’ goals? What type of support is needed from
the administration to develop a successful service learning
program? I hope that this research answers these questions

about the administration of service learning programs.
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CHAPTER 3
METHODOLOGY

This research was aimed at discovering administrators’
goals in one particular service learning program and
determining whether or not these goals were achieved. To
accomplish this task, qualitative research methods were
used. Students, faculty, community service agency
directors and higher education administrators involved in
the service learning experience were interviewed. This
chapter provides a rationale for why qualitative methods
were used, specifically the case study, and articulates
this study’s methodological tenets.

Characteristics of Qualitative Research

Qualitative research allows the researcher to observe
the phenomenon of interest in its natural setting. Patton
(1990) states, “qualitative methods permit the evaluator to
study selected issues in depth and detail” (p. 13).
Instead of surveying the service learning participants, a
qualitative researcher listens to their direct responses
and observes their nonverbal patterns in detail.

Yin’s (1994) mandate is that every investigator work
hard to report all evidence fairly. Because qualitative
inquiry is gathered in a verbal form or through the lens of

a researcher, the interpretation of a given event may vary.
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Two people may observe the same action, but may relate the
action differently. I made every attempt to observe my
subject objectively, not asking leading questions that
would betray my biases. I paid careful attention during
the interviews when the interviewees shared information
concerning a negative aspect of the service learning
program, thereby refraining from dismissing their concerns
by verbal or nonverbal communication. Although the
researcher may not agree with the interviewee’s statements,
the researcher should not hinder the interviewee’s ability
to honestly answer the questions.

Additionally, the research process produces
descriptive data, “people’s own written or spoken words and
observable behavior” (Bogdan & Taylor, 1975, p. 4). It was
important to keep in mind that the researcher’s eyes may
see and ears may hear a different story of the service
learning experience than another individual. This is why
the exact transcription of the tape-recorded interviews was
an integral part of the data collection process.

Another benefit of qualitative research is that it is
holistic. One goal of this research was to be holistic by
including all participants involved in the service learning
experience. “The emphasis on holistic understanding in

qualitative methods is in sharp contrast to the logic and
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procedures of much evaluation conducted in a quantitative-
experimental tradition” (Patton, 1990, p. 49). Because of
specific research questions, the dissertation would not
have been of value if only one group of participants were
interviewed.

This study encompassed characteristics of qualitative
research articulated by Valerie J. Janesick (1994). For
example, Janesick (1994) states that qualitative design is
“focused on understanding a given social setting, not
necessarily on making predictions about the setting” (p.
212). This research was not meant to make predictions, but
rather to study the role of administrators in a particular
educational setting. Institutions of higher learning are
not all the same. Some colleges might be small and
private, while other institutions may have a commuter
enrollment of 20,000. However, the research could be used
as an example of a service learning program at a university
in a developmental stage.

Additionally, Janesick (1994) states, “qualitative
design looks at relationships within a system or culture”
(p. 25). This research studies the relationships between
the research participants as those relationships facilitate
or impede the attainment of administrators’ goals.

Finally, “qualitative design incorporates room for
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description of the role of the researcher as well as
description of the researcher’s own biases and ideological
preference” (Denzin & Lincoln, 1994, p. 25). Through peer
debriefing, full transcription of all interviews, and the
use of constant comparative method, I attempt to identify
ways in which my biases affected this research.

Why Case Study?

Robert Yin (1994) states that “case studies are the
preferred strategy when how and why questions are being
posed, when the investigator has little control over
events, and when the focus is on a contemporary phenomenon
within some real-life context” (p. 1). Service learning
meets all three criteria. Administrators were asked how
they ensure that the service learning goals are met. There
was no control over what students did or said at the
community service agencies. Further, service learning is a
contemporary phenomenon that deals with real-life
situations.

This research is a single case study of a service
learning program at a Research I university. The case
consists of five higher education administrators, two
faculty, five community service agency directors and nine
students who were currently or previously enrolled in a

service learning course.
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Case studies have the power to affect change and can
be helpful in establishing policies and procedures. While
admittedly offering only one interpretation, this research
will be useful to administrators who are in the process of
constructing service learning programs. Scholars have
examined student experience in service learning (Astin &
Sax, 1998; Eyler & Giles, 1997). Faculty have written
articles on their experience and, as a result, principles
have been established that give administrators service
learning guidelines (Honnet & Paulsen, 1989). Still,
little information exists concerning the administrators’
role in service learning programs. Trends towards
integrating service learning in research institutions are
just getting started.

Research Questions

As introduced in Chapter 1, the purpose of this study
is to understand the methods administrators use to work
toward service learning goals and, subsequently, to
determine if these goals are met. As such, the research
questions are

1. What are administrators’ goals in the service

learning program at the Research I university studied?

2. Were those goals achieved?

62



To measure the achievement of the administrators’ service
learning goals, I interviewed personnel at the community
service agencies and the faculty involved in service
learning, as well as students. Therefore, supplemental
guestions included

1. To what extent are the service learning goals of

university administrators achieved, as perceived by

the community service agencies?

2. To what extent are the service learning goals of

university administrators achieved, as perceived by

the faculty?

3. To what extent are the service learning goals of

university administrators achieved, as perceived by

the students?

4. To what extent are service learning goals of the

university administrators achieved, as perceived by

the university administrators?

The main questions in this research study concerned
the role of administrators. Administrators were asked
about their goals and the methods they used to achieve
these goals. To triangulate these administrators’
perspectives, I spoke with faculty, students and community
service agency directors involved in the process.

Supplemental questions targeted the concept of successful
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completion of service learning goals. The perception of
whether or not the goals were being met by the participants
gave insight to the attainment of the overall goals of the
service learning program.

Defining the Case

The setting for this study was a large, public
Research I university in the Southeast. This university is
considered the “flagship” in the state.

The particular service learning program in this case
study was nestled within a department that provides a
multitude of services to students with academic needs.
Some of these services include seminars on test taking
strategies, stress management counseling, tutoring labs,
supplemental instruction programs, and computer services.
However, the program did not initially reside in this
division, but began as part of a grant, a joint wventure
between a predominately white institution and a
historically black institution in the same city. Although
connected to both universities, the grant was administered
by a local reverend. At RWU (all names are fictitious),
the English Department taught most of the service learning
courses.

In the late 1980s the Belews, a married couple who

were both English faculty members, became the main
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proponents of this teaching method. In my interview with
Oscar, a university official, he referenced the moment when
the Belews were up for tenure. One of the professors was
denied tenure, so Oscar helped in reversing the decision
due to the professor’s intense involvement in service
learning. During this time period, many faculty members
and the upper echelon of administration did not see service
learning as a credible teaching method. Sandra, a faculty
member who teaches service learning courses, states that
“service learning was sort of ghettoized in English because
it has this connotation of liberal, humanist, volunteerism
kind of thing and nobody wants to tangle with something
that is daily related to a Christian connotation.” There
were many struggles through the development of the service
learning program.

When the grant money ran out, university
administrators did not want to completely shut down the
program. The director of a unit within student services
that specializes in promoting academic success was asked to
direct the service learning initiatives on campus. She did
not have a choice in accepting the program, but rather was
placed in a situation in which she could not say no. She
was invited to attend a meeting, with no knowledge of what

the agenda of the meeting was. Without a chance to say no,
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she was asked to absorb the service learning program into
her department, with limited resources attached to the
program.

In the beginning, a graduate assistant administered
the program, with the support of the English department
faculty. Members of the English faculty began meeting on a
regular basis and recruited more faculty into integrating
service learning experiences within their classrooms.

Currently the program has two full time administrators
directing faculty issues and agency recruitment. An
additional faculty member works directly with development
of service learning in curriculum with individual faculty
members.

The following is a detailed description of the groups
of interviewees.

Sample Information

Administrators

Because the focus of this research was on service
learning administrators, two primary administrators of the
service learning program were interviewed. The two primary
administrators had differing focuses within the service
learning program. One administrator focused on community
service agency recruitment and the other administrator

focused on faculty recruitment and faculty training.
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Through opportunistic sampling, other administrators were
identified as potential interviewees, such as the second
highest-ranking administrator at the university and the
director of the department in which the service learning
program was situated. Opportunistic sampling allows a
researcher to “follow new leads during fieldwork, taking
advantage of the unexpected flexibility” (Patton, 1990, p.
183). After reviewing literature concerning an “engaged”
campus, I considered interviewing the higher level
administrators very important. Engagement means that
service learning is embraced by the upper level
administrators and is integrated throughout the
disciplines. Service learning, as a reform movement in
higher education, must be supported by the upper level
faculty and administrators, as well as integrated into the
curriculum by faculty members.

Table 1

Administrator Interviewee Details and Pseudonym Explanation

Interviewee/Pseudonym Details
Administrators:
Sue Director of office where

service learning is situated.

Table 1 Continued

67



Oscar Second Highest-ranking
university official
Jennifer Part-time service learning

administrator and faculty

Virginia Full-time service learning
coordinator
Melanie Works in the office of the

highest-ranking university

official

Faculty

The faculty member that the research focused on is an
instructor in the department within the liberal arts sector
of the campus who is involved only with service learning
classes at this time. She also serves as the part-time
administrator in the service learning program. She has
been active in promoting service learning through
conferences nationally and on campus and organizing faculty
meetings for those interested in teaching service learning.
She has incorporated service learning into both her English
and Drama courses.

The other faculty member is an instructor who teaches
English and incorporates service learning into her

curriculum. The semester I interviewed her was her last
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semester as a doctoral candidate at the university. She
was persuaded to use service learning as a teaching
methodology by the above-mentioned instructor. 1In
comparison, one instructor was entrenched fully into this
teaching method, whereas the other was not.

Table 2

Faculty Interviewee Details and Pseudonym Explanation

Interviewee/Pseudonym Details
Faculty:
Jennifer Part-time service

learning administrator
and faculty

Sandra Service learning faculty

Students

Initially, the part-time administrator and service
learning instructor gave me names of students who were
previously or currently involved in service learning.
These students were not necessarily students enrolled in
her English class. The faculty member and part-time
service learning administrator gave me the names of other
professors to contact. In addition, I contacted students
who had been or were currently being taught by three other

faculty members in the English department to interview

69



others who have participated in service learning while
studying under various faculty. I interviewed a total of
nine students, ranging from first-year students to Jjuniors.
Table 3

Student Interviewee Details and Pseudonym Explanation

Interviewee/Pseudonym Details
Students:
Kelly Junior (took SL course first

semester in college)

Alicia First-Year student (took SL
course first semester in
college)

Wendy First-Year student; (took SL
course first semester in
college); currently enrolled
in second SL course

Christopher Sophomore (took SL course
first semester in college)

Table 3 Continued
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Laura First-Year Student (took SL
course first semester in
college)

Eric Sophomore; serving on SL
Advisory Board; completed two
SL courses

Holly First Year Student; currently
enrolled; enrolled for second
course

Dorothy Sophomore (took SL course

first semester in college)

Community Service Agency Directors

The final members of the case study included the
directors of the community service agency. Five community
service agency directors who participate in the service
learning program were interviewed. These agency directors
perform diverse tasks in differing settings: two
coordinate the volunteers at local hospitals, one organizes
volunteers at local public schools, one places students at
a shelter for children, and one coordinates volunteers to

teach adult learners professional development.
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Table 4

Agency Interviewee Details and Pseudonym Explanation

Interviewee/Pseudonym Details

Service Agency Directors:
Rebekah Volunteer coordinator for

a home for children

Monica Volunteer coordinator at
hospital
Allison Director of center for

adult learners

Leah Volunteer coordinator at
hospital
Cara Volunteer coordinator for

local public schools

The 21 interviews varied between 30 minutes and two
hours each. The data collection began in fall 1999 and was
completed in April 2000.

As can be determined from the pseudonyms, the majority
of the interviewees are women. A woman directs the
department in which the service learning is situated, and
the service learning administrators are both women. All
community service agency directors are women. Seven of the

nine students interviewed were women.
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Data Collection

A separate list of questions for each set of the
constituents interviewed was developed (See Appendix A-E).
I wanted to clearly answer the research questions, while
also asking questions that might provoke answers that would
allow for further probing by the researcher. The questions
were approved in the fall of 1999, prior to the first
interview. In the spring of 2000, all interviews began
with noncontroversial questions, as suggested by Patton
(1990), who advises an interviewer to ask for
“straightforward descriptions” in the beginning of the
interview (p. 294). All service learning participants
signed a consent form (Appendix A), showing their
understanding of my research methods and purpose. I
conducted interviews according to a structured format,
tape-recording them and transcribing the data.

Data Analysis

This case study uses Glasser and Strauss’ (1967)
constant comparative method, a strategy of data analysis
that “combines inductive category coding with a
simultaneous comparison of all social incidents observed.
As social phenomena are recorded and classified, they are
also compared across the categories” (Lincoln & Guba, 1985,

p. 335). 1Initially I focused on organizing the data by
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topical analysis, specifically by participant category.
The five participant categories included service learning
administrators, university officials, students, faculty,
and community service agency directors. According to Yin
(1994), “the strength of the case study strategy is in
having developed rich explanation for the complex pattern
of outcomes and in comparing the explanation with the
outcomes” (p. 115). By organizing the data topically,
“rich explanations” of how and why administrators’ goals of
service learning were being met or not being met were
developed. Supplemental research questions were designed
to target each participant group to see if they perceived
that the administrators’ goals were being met in the
service learning program. The data was then organized in
each participant category by specific topics in
relationship to the research questions. For example, the
categories used included university mission, community
service in high school, and engagement. The constant
comparison data analysis method allowed the researcher to
discover themes, “beginning with the analysis of initial
observations, undergoing continuous refinement throughout
the data collection and analysis process, and continuously
feeding back into the process of category coding” (Lincoln

& Guba, 1985, p. 335).
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The administrators’ goals were determined through this
process of developing themes. I specifically asked the
administrators what their goals were, and then through the
process of analyzing the data, I compiled the goals into
themes. Some of the goals were repetitive and some
overlapped. However, the goals that I analyzed for this
study were the goals of the two main administrators of the
service learning program at RWU (Jennifer and Virginia).
Although other university administrators were interviewed,
as mentioned in the previous section, the purpose of this
research was to look at the administrators that were
involved daily in the service learning program.

Additionally, this research attempts to reflect Yin'’s
(1994) four principles of quality research that “underlie
all good social science” (p. 123). Yin states, “first, the
analysis should show that it relied on all the relevant
evidence” (p. 123). By analyzing the service learning
documents and interviewing all participant groups in the
service learning program, relevant evidence was sought.
The answers to the research questions were built upon this
relevant evidence. Yin’s second principle is that
“analysis should include all major rival interpretations”
(p. 123). 1If the interpretations of the research conflict

with any other current literature, or if there are
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conflicting interpretations among the participant groups,
then all of these findings were included. Yin’s third
principle is “analysis should address the most significant
aspect of the case study” (p. 123). As Yin (1994) states,
“why go to the effort of doing a case study unless you can
address the largest issue?” (p. 124). The largest issue
concerns the administrators' goals and whether or not they
are being met. Data was analyzed keeping this in mind at
all times.

According to Yin, a researcher’s “prior, expert
knowledge” is essential to developing a meaningful case
study (p. 124). My prior expert knowledge of this program
included one semester of interning with a service learning
program and developing the research proposal. The previous
experience with the subject of service learning did
influence the research. Careful attention was given when
questioning the research participants so that the questions
were not leading in any way. Since I had positive
experiences with my prior service learning experience, I
had to consciously stay focused on the questions as to not
lead the interview to be about only the positive aspects.
My bias towards service learning did not change because of
this research, but rather it was reinforced due to the

students’ responses to the interview questions. Yin’s four
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postulates guided the data analysis, thus ensuring that
methodological tenets described in the following section
formed this research.
Establishing Trustworthiness

Qualitative research relies heavily on the skill of
the rese