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ABSTRACT

Title of Dissertation: COMBINING SERVICE AND LEARNING: A
COMPARATIVE STUDY OF THE RELATIONSHIP
BETWEEN A CLASSROOM SPONSORED SERVICE-
LEARNING INITIATIVE AND THE MORAL, CIVIC
AND INTELLECTUAL LIVES OF COLLEGE
STUDENTS
Timothy P. Leary, Doctor of Philosophy, 1994
Dissertation directed by: Dr. Monique Clague
Professor of Education
Department of Education Policy,
Planning, and Administration
The purpose of this study was to examine the effects of a classroom
sponsored community service initiative on students’ moral judgment,
commitment to civic and social responsibility, and mastery of academic
course content. A multi-method approach was utilized to examine
developmental and learning outcomes of students participating in two
sections of a Philosophical Anthropology II course, both taught by the same
instructor, offered at a small liberal arts college. Students in one section of
the course participated in a structured service-learning experience of
approximately 25 hours in length, while students in the other section were
asked to complete a library assignment of approximately 25 hours in lieu of
the service-learning component. All other aspects of the course remained
the same.

The primary instrument utilized to measure changes in students’
moral judgment was the Defining Issues Test (Rest, 1986a) and the main




instrument employed to measure changes in students’ commitment to civic
and sodial responsibility was the Social and Personal Responsibility Scale
{Conrad & Hedin, 1981a). Students’ mastery of academic course content was
determined in large part by the results on a final essay examination.

Based on an analysis of the results of the three primary instruments
utilized in this study, little or no evidence was found to suggest that
students participating in the service section of the course demonstrated
greater gains in their levels of moral judgment, commitment to civic and
social responsibility, and mastery of academic course content than did
students in the non-service section of the course.

However, analysis of the findings of the more secondary, qualitative
aspects of this study tended to differ and to somewhat contradict the
quantitative findings. Data generated from student interviews, an
interview with the course instructor, student reflection papers, and the
results of standardized course evaluations and community service
questionnaires suggest that some modest, subtle differences did exist
between the overall quality of the educational experience for students in the
service section and for students in the non-service section of the course.
These differences related primarily to pedagogy, to levels of student
involvement in the learning process, and to the degree to which students

were able to make meaningful connections to social issues and concerns.
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CHAPTERI
INTRODUCTION

School cannot be a preparation for social life
except as it reproduces, within itself, typical
conditions of social life. (Dewey, 1909, p.14)

An Overview of the Area of Concern

Many national leaders believe that the United States of America now
faces a variety of complex, deeply ingrained economic, social, political, and
environmental problems which threaten the stability of the country and the
world beyond its borders. Timothy Stanton (1990) and others have observed
that as the problems facing our society have increased in severity and
complexity, the interest of most college students in these problems and in
acting to solve them appears to be diminishing.

The Carnegie Foundation for the Advancement of Teaching
concluded in the book College: The Undergraduate Experience in America
(Boyer, 1987) that “a dangerous parochialism pervades many higher
learning institutions” (p. 281). The Commission found that the vast
majority of students, although vaguely concerned, were inadequately
informed about the interdependent world in which we live. The report
concluded that “the quality of the undergraduate experience must be
measured by the degree to which it makes a difference in the intellectual

and personal lives of its graduates, in the social and civic responsibilities



they are willing to assume, and ultimately in their world perspective” (p.
281).

Newman (1985) has argued that neither the structure nor the content
of our educational system is providing students with a means to link
classroom study with social problems and issues and, consequently, he
contended that students lack an understanding of their responsibilities of
democratic citizenship. In Higher Education and the American Resurgence
(1985) Newman wrote, “if there is a crisis in our system of education today,
it is less that test scores have declined than it is that we have failed to
provide the education for citizenship that is still the most significant
responsibility of the nation’s schools and colleges” (p. 31).

In an effort to combat this perceived lack of understanding and
commitment to issues relating to civic and social responsibility, leaders in
both the public and private sectors have begun to explore more effective
ways to educate students for their role as responsible citizens in an |
increasingly diverse democracy. While the motives of these groups have
been quite diverse, it is clear that their efforts have focused much attention
on the social, economic, political and environmental problems of our time
and on the need for a renewed interest in and commitment to active
citizenship to help address and ultimately resolve these concerns.

Colleges and universities in this country have responded to this call

for a renewed commitment to responsible citizenship by encouraging




students to become actively involved in their local, state and global
communities. Many institutions have promoted this call to service by
establishing formal centers for community and public service (e.g., Stanford
University, Georgetown University), while others have attempted to
involve students utilizing more informal, decentralized initiatives.
Although the methods and level of commitment to community service
may vary from one institution to another, the majority of these programs
have as their mission to develop in students an awareness of public issues
and community needs, to foster the development of ethical leadership, and
to encourage students to assume a lifelong commitment to social
responsibility (Kendall, 1990).

This commitment to promote the value of community service in the
college environment and to better understand the connections between
community service and student learning, has also given rise to a number of
national organizations. Organizations such as the Campus Compact (a
coalition of 280 college and university presidents), the National Society for
Experiential Education (NSEE), and the Campus Qutreach Opportunity
League (COOL) have all worked intensively to increase the number of
students involved in public and community service and the variety of
service activities and initiatives on campuses across the country. The

Partnership for Service-Learning has focused specifically on providing



opportunities for students to link community service to academic study in
the international community.

With increased interest and participation in service related activities
in higher education has come a variety of claims regarding its merits. Many
educators and service providers have asserted that participation in
community service experiences, when coupled with structured, critical
reflection and analysis: (a) increases self-esteem and levels of empathy
{student shifts from a primary focus on self to an increased focus on others),
(b) further develops a sense of reciprocity (mutual gains to both server and
those being served), (c) enhances problem solving and critical thinking
skills, (d) develops knowledge of and sensitivity to cultural differences, (e)
enhances moral and ethical development, and (f) fosters more responsible
citizenship and community leadership. While many of these claims may be
true, there is, however, little empirical evidence to support such assertions.

Although a number of researchers in recent years have begun to
examine the relationship between student participation in community
service and student learning, most of this research has focused on the
impact of service on student growth and development in the co-curricular,
out-of-classroom environment, with little attention given to the student
learning and development which takes place when service is linked to the
more formal academic environment. While the co-curricular research is

clearly important, service-learning advocates such as Howard Berry (1950)




and Jane Kendall (1990) have contended that the future of community and
public service programs on college campuses is directly linked to educators’
ability to integrate service into the academic curriculum, and to understand
the connections between community service and more formal academic
learning.

Berry (1990) asserted that “service-learning provides opportunities for
faculty members to look at their disciplines in a new way and to discover a
profound learning resource, stimulating to themselves as well as to their
students” (p.327). Stanton (1990) has stated that “by integrating efforts to
increase student involvement in public service with liberal arts curricular
reforms which promote active learning and critical thinking, we may
establish a model of undergraduate education that promotes the
development of responsible and intelligent citizens” (p. 184).

However, Campus Compact (1989-90) has found that “despite the
successful efforts of many colleges and universities to rekindle studeni
interests in public service and the apparent benefits of integrating service
and academic learning, the development of campus-based community and
public service programs assumes only peripheral significance and lacks
much needed faculty support and participation” (p.2).

Kendail (1990) has suggested that in order for service learning to be
integrated into the curriculum in an ongoing, meaningful level, it must be

academically valid and acceptable to the faculty and administration. She



believes that many faculty are often hesitant to integrate service into their
classrooms because, among other things, they “lack an understanding of
how service learning can help students test the concepts of an academic
discipline, and they lack familiarity with techruques for assessing student
learning” (p. 142).

To this end, the Campus Compact has begun working with college
and university faculty and administrators to help them think more
systematically and pedagogically about how to link service-learning to
classroom theory and knowledge. Brown University and Campus Compact
have established “The Project on Integrating Service with Academic Study”
as a way to stimulate member campuses to search for innovative ways to tie
students’ public and community service to the academic curriculum and to
strengthen the faculty role in students’ service experiences. To date,
approximately 25 institutions of higher education have participated in this
innovative project.

Statement of the Problem

The Rutgers University report on the Status of Civic Education and

Community Service (1991) aptly stated:

While there is widespread and growing concern among our nation’s
leaders about the disaffection of young people, about their alienation
from the democratic notions of civic responsibility and their
perceived lack of commitment to issues related to the common good,
there is also an emerging consensus that institutions of higher
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education have a responsibility to help equip their students for their

role as responsible citizens in an increasingly diverse democracy. (p.1)

In response to this situation, many institutions have managed to
involve successfully large numbers of students in community service
programs. While many educators and service providers have made
significant claims about how participation in community service positively
affects student growth and development, there is minimal empirical
evidence to support such claims. Even more scarce is research to support
the claim that participation in community service enhances students’
learning in a classroom setting.

In response to this situation, a group of 40 educators, researchers and
service-learning practitioners meeting at The Johnson Foundation’s
Wingspread Conference Center in March of 1991, concluded that one of the
principal research questions for service-learning educators in the 1990’s is:
“What is the effect of service-learning on the moral, intellectual, and
citizenship development of participants?” (Giles, Honnet & Migliore, 1991,
p- 9). Itis postulated that answers to this question could provide faculty and
academic administrators with a basis for judging the value of integrating
service into the curriculum, and more specifically, into the classroom
environment.

The major purposes of this study are threefold: (a) to examine the

degree to which classroom sponsored community service affects students’



moral judgment, (b) to examine the degree to which classroom sponsored
community service affects students’ commitment to civic and social
responsibility, and (c) to examine the degree to which classroom sponsored
community service affects students’ academic learning or mastery of course
content.
Research Design

Two sections of a semester-long Philosophical Anthropology O course
(PL 202), both taught by the same instructor at Loyola College, were used in
this quasi-experimental design. Students in one section of the course were
asked to participate in an ongoing service-reflection experience of
approximately 25 hours. This included participation in a minimum of 1§
hours of ongoing service, keeping a reflection journal about the service
experience, and writing a four-page paper at the end of the semester
integrating the experience with the course readings and class discussion.
Students submitted a one-page paper at the end of the second week,
outlining their proposed service experience and describing how it relates to
and would help them understand the content and themes of the course.

Students in the non-service section of the course were asked to read
two additional texts on reserve in the library and to write a five page
research paper on both readings in lieu of the service-reflection experience.

It was estimated by the course instructor that this assignment would take
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approximately 25 hours to complete. All other elements of the two sections
of the course were the same.

Students in the service section selected their service experience from
a list of possible placements previously identified by the course instructor,
working in conjunction with the director of Community Service at Loyola
College. Criteria for site selection included the agencies’ commitment to
working with people somehow marginalized or disenfranchised in society,
the providers’ willingness to offer students an opportunity to have direct
contact with those being served, and their willingness to provide ongoing
support and supervision to the students.

Research Methodology

Both quantitative and qualitative methods were used to compare
participants’ changes in moral judgment, changes in their commitment to
civic and social responsibility, and the degree to which students
demonstrated a mastery of course content. The Defining Issues Test (DIT)
(Rest, 1986a) was the primary instrument employed (pre and post) to
measure students’ changes in moral judgment, and the Social and Personal
Responsibility Scale (SPRS) (Conrad & Hedin, 1981b) was the principal
instrument used (pre and post) to measure changes in students’
commitment to civic and social responsibility. Students’ grades on a final
essay examination were utilized to determine similarities and differences in

students’ mastery of academic course content.



10

Secondarily, other measures were employed in this study to obtain a
more complete picture of differences in students’ gains in each of the three
main research areas. These methods included semi-structured interviews
with a random subsample of students from both sections, an interview with
the course instructor, and the results of the College’s standardized course
evaluations. To better understand the impact of the community service
experience on students in the service section, participants’ final reflection
papers and responses to a community service questionnaire were also
reviewed.

Primary Research Questions

The primary research questions posed in this study were the following:

L Do students participating in a course which requires community
service demonstrate a greater increase in moral judgment than
students participating in a non-service section of the same course?

2 Do students participating in a course which requires community
service demonstrate greater gains in their commitment to civic and
social responsibility than students participating in a non-service
section of the same course?

3. Do students participating in a course which requires community
service demonstrate a greater mastery of academic course content
than students participating in a non-service section of the same

course?
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A fourth exploratory question was also posed in this study.

4 Do differences emerge in students’ changes in moral judgment,
changes in civic and social responsibility, and in their demonstrated
mastery of academic course content based on gender?

Definition of Important Terms
Moral Judgment

The works of Piaget (1952), Kohlberg (1972), Rest (1979), and Gilligan
(1982) served as the theoretical and conceptual foundation for the research
in this area. Rest (1979) argued that there are four major component
processes involved in morality: (a) moral judgment, (b) moral sensitivity, (c)
moral motivation, and (d) execution and follow-through. This study deals
primarily with issues related to moral judgment, or a person’s underlying
thinking about the balancing of individual interests and the benefits of
cooperation.

The above mentioned authors agreed that students develop moral
judgment through a definite succession of transformations, and that some
types of moral judgments are more advanced than others. There is,
however, disagreement among the authors as to the content and the
sequence of position or stage development in this area. Kohlberg (1972)
viewed development of moral judgment and reasoning through a sequence
of six distinct stages, each with its own formal structures of reasoning. Rest

(1979), while in basic agreement with Kohlberg, argued that moral
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development tends to occur more in patterns and shifts than in distinct
stages. Gilligan (1982) suggested women may conceptualize the world
differently from men and that the sequence of stage development is
somewhat different for women than it is for men.

There is also disagreement as to what characterizes the highest levels
of moral judgment, with Kohlberg (1972) and Rest (1979) focusing on
notions of justice and fairness, and Gilligan (1982) asserting that caring for
others and self represent the essential elements of the most advanced moral
judgment.

Civi i Social R ibilis

Civic and social responsibility refers to the extent to which
individuals express responsible attitudes toward social welfare and personal
duty, demonstrate a sense of competence to take responsibility, exhibit a
sense of efficacy regarding their ability to fulfill social responsibilities, and
hold the perception that they do perform responsible tasks in their service
experience (adapted from Conrad & Hedin, 1981a).

This area also focuses on students’ capacity to recognize and to
understand contemporary issues such as cultural diversity (ie., racial,
ethnic, and economic), and their capacity to understand and articulate their
role in an increasingly complex, interdependent world. This includes the
capacity to see how one’s actions affect others and how one’s actions may

benefit and /or violate the collective good of all citizens (Morse, 1989).
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Mastery of Course Content

Mastery of course content refers to the degree to which students are
able to comprehend the discipline based theory and knowledge presented in
course readings, lectures, discussions, papers, and other course activities,
and the extent to which students are capabie of connecting this theory and
knowledge to broader social issues and concerns.

Service - Learning

While service-learning has been defined in various ways over the
past twenty years as both a program type and a philosophy of experiential
education, for the purpose of this study service-learning is referred to as the
process by which students integrate theory and knowledge gained from
classroom instruction with their community service. This process is
considered a dynamic and interactive approach which suggests mutuality in
learning between the student and the community with whom she or he is
actively engaged, hence, the intentional use of the hyphen between the
words service and learning.

Service-learning is viewed as a collaborative effort whereby students
apply their classroom learning to inform and understand an individual or
community being served. In turn, students are informed by the individual
or community about their needs, concerns, history, and culture. Reciprocal

learning results when the server (the student) is educated and develops a
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deeper sense of civic responsibility and the served (individual or
community) is empowered (Stanton, 1990).

Critical Reflecti
Critical reflection refers to the structured time set aside to translate
experience into learning, the time taken to “step back” and contemplate
one’s service experience, to abstract from it meaning or knowledge related to
other experience. Most experiential educators believe that service does little
to promote learning if it is not connected to ongoing, developmentally
constructed reflection. The critical reflection component in the service
section of the course included: (a) a limited number of class discussions
about the linkages between students’ service experience and the course
material, (b) journal writing to record ongoing reflections about students’
service experience (suggested, not mandated), and (c) a final reflection paper
designed to help students’ connect their service experience to the course
material, and to make sense of the course experience within a much broader
social context.
Service Providers
The service providers are those people working in the social service
agencies who supervised the students involved in the service experiences.
Students participating in the service component completed a contract with
the service providers detailing their commitment to the experience. Service

providers met with the students occasionally throughout the semester to
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help process their experience. In addition, service providers submitted
summary comments to the course instructor to assist in the evaluation
process.

Rationale and Significance of the Study

There is wide-spread consensus in higher education that students are
ill-equipped to deal effectively with the complex, deeply ingrained problems
of our increasingly interdependent world. There is also much agreement in
higher education that colleges and universities have a vital role to play in
helping students to develop a deeper understanding of the critical issues, the
skills, abilities, and most importantly, the commitment to address and to,
ultimately, resolve these problems.

In response to this situation, many colleges and universities have
begun to develop community service programs as a vehicle through which
students can serve others while simultaneously developing a greater
understanding of and commitment to responsible citizenship. Although
many educators believe intrinsically that structured service-reflection
experiences can enhance greatly students’ growth and development in this
area, there is little empirical evidence to support these claims.

Therefore, the results of this research may provide some evidence to
support claims that community and public service positively impact
students’ moral development, their commitment to responsible citizenship,

and their ability to master academic course content. This study may be of
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particular interest because it examines the role of service in the more formal
academic environment. To date, few studies have attempted to examine the
link between service and academic learning in the classroom. If service can
enhance students’ academic learning, it [service] may become a more
integral part of the academic curriculum, having implications for both
epistemological and pedagogical changes.

If service can in fact enhance academic learning, faculty members may
be more willing to reexamine and restructure their courses in ways that
could assist students in better connecting course content to broader social
issues. Courses offering students opportunities to get more experientially
involved in their learning might also provide insights into how to reach
students operating at less advanced levels of moral and cognitive
development. Knefelkamp (1974) suggested that students at lower levels of
cognitive development tend to need such experiences in order to cement
their learning.

If, however, the results of this study show service to be insignificant
in terms of its impact on students’ development and learning, academic
administrators may have added reason to suggest that service-learning
initiatives be developed primarily in the co-curricular, out-of-classroom
environment.

In addition, this study may help to underscore the importance of

establishing much needed dialogue between service providers in the
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community and members of the college faculty and administration. This
discussion may help faculty to make their courses more relevant to real-life
issues and enable those responsible for developing service projects on
campus to more effectively meet the needs of service providers, and
ultimately, the needs of those most disenfranchised in our society. This
dialogue may also lead to an improvement in the relations between campus
and local communities.

Finally, the integration of service into the classroom may also enable
both teacher and student to be seen as partners in the learning process.
Through participation in the service experience, students may feel as if they
have something significant to contribute to the learning process as well as to
gain from it.

It is important not to over-estimate the significance of this study.
However, the study may prove to be valuable if it serves only to raise new
questions for further research and to stimulate much needed dialogue about
the role of service in the teaching-learning process. It is also important to
note that while this study may help to illuminate some aspects of the link
between service and learning, it deals primarily with attitudes and ways of
thinking, and does not address the critical link between reasoning and

behavior,
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CHAPTERH
REVIEW OF LITERATURE

The literature considered relevant to this study is reviewed in four
sections. The first section examines a number of issues and concepts central
to combining the notions of service and learning. This includes a brief
history of the service-learning movement, a review of the key constructs
and theoretical frameworks essential to understanding the interrelatedness
of community service and student learning and development, and a brief
overview of the research which has been and is currently being conducted
in the area of service-learning.

Section two examines the concepts of civic and social responsibility,
focusing on the relationship between these concepts and participation in
community service. A summary of the relevant research in this area is
presented. The third section of the literature review examines the
theoretical constructs underlying moral development and the ways in
which researchers have attempted to investigate the impact of community
service on students’ moral judgment. The final section examines the
literature related to experience-based learning, with a review of innovative
learning constructs, classroom strategies and techniques, as well as issues
related to learning assessment. It is important to note that many of the
concepts and constructs presented in this review are interrelated and,

therefore, information presented may tend to overlap in places.
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An Overview of Service-Learning

Essential Principles for Combining Service and Learning
Service-learning has been defined as both a program type and a
philosophy of education. The Research Agenda for Combining Service and

Learning in the 1990s (Giles, Honnet, & Migliore, 1991) stated that:

as a program type, service-learning includes myriad 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 the service. As a philosophy of education, service-
learning reflects the belief that education must be linked to social
responsibility and that the most effective learning is active and
connected to experience in some meaningful way” (p. 1).

Although service-learning has some special characteristics, Jane

Kendall et al. (1986) suggested that service-learning draws on many of the
same basic tenets as does experiential education. Based on the work of
Dewey, Lewin, and Piaget, experiential education is viewed as a pedagogy
which engages the learner directly in the phenomenon being studied.
While all service-learning programs can be viewed as experiential learning,
not all experiential learning qualifies as service learning. Stanton (1990)
contended that service-learning focuses on service to others, community
empowerment, and reciprocal learning while other’ forms of experiential
education accentuate career development, academic knowledge, skill

development, or some combination of these objectives.
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The “Principles of Good Practice in Combining Service and Learning”

(Honnet & Poulsen, 1989), developed in consultation with more than 70

organizations to serve as guidelines for establishing and sustaining campus

and community-based, service-learning programs, stated that these

initiatives must:

1.

10.

Engage people in responsible and appropriately challenging
actions for the common good.

Provide structured opportunities for people to reflect critically
on their service experience.

Acknowledge that those with needs define their needs.
Have genuine, active, and sustained organizational
commitment.

Articulate clear service and learning goals for all parties
involved.

Clarify the responsibilities of each person and organization
involved.

Incorporate an ongoing process for matching resources and
needs for the mutual benefit of all concerned.

Insure that the time commitment for service and learning is
flexible, appropriate, and in the best interests of all involved.
Include training, supervision, monitoring, support, and
evaluation to meet service and learning goals.

Be committed to program participation by and with diverse
populations.

Robert Sigmon (1979) contended that there are three principles which
qualify a program as service-learning:

1

Those being served control the service(s) provided,
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2. Those being served become better able to serve and be served by
their own actions,

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

The Wingspread Conference (Giles, Honnet, & Migliore, 1991)

concluded that one of the characteristics of service-learning that
distinguishes it from volunteerism is “its balance between the act of
community service by participants and reflection on that act, in order to
provide both better service and to enhance the participants’ own learning”
-7

The concept of reflection, while inclusive of a wide variety of
thoughtful processes, is crucial to linking the notions of service and
learning (Hutchings & Wutzdorf, 1988). Although those working in the
service-learning field tend to agree that the time set aside by participants to
reflect on and to make sense of the service experience within a broader
context is essential, there appears to be little agreement on how to structure
the reflection process to best facilitate student learning from service
experiences.

Jane Kendall (1990) stated that “at its best, service-learning is a
philosophy of reciprocal learning, a dynamic and interactive approach
which suggests mutuality in learning between the student and the

community with whom he or she is actively engaged” (p. 23).
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The Hist ¢ Service in Higher Educati

Boyer (1994) has stated that “higher education and the larger purposes
of American society have been - from the very first - inextricably
intertwined” (p. A48). Laurence Veysey (1965) suggested that after 1865
almost every visible change in the pattern of American higher education lay
in the direction of “concessions to the utilitarian type of demand for
reform” (p. 60). President Charles W. Eliot of Harvard stated in 1874 that
“the throbbing life of today demands from our colleges something besides
learning and culture. ...It calls for true men, who are earnest, and practical,
who know something of the problems of real life and are fitted to grapple
with them” (cited in Veysey, 1965). While it is clear that academic leaders
have wrestled for some time with questions about how to make college
educated men and women more aware of and sensitive to the needs of their
communities, serious attempts to formally link community service to
higher education first began in the 1960s.

Todd Gitlin in his book The Sixties: Days of Hope, Days of Rage (1987)
emphasized a complex matrix of explosive cultural events and contending
political forces which led to the student movements of the sixties. He
contended that the civil rights movement was the significant index of
change in that decade which gave inspiration to the free speech, feminist,
and counter-cultural movements. Gitlin argued that the hopes and dreams

of many students of that era to bring about nonviolent social and political
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change were destroyed by our country’s continued involvement in the war
in Southeast Asia. Arthur Levine (1980) asserted that the turbulence of the
1960s and the profoundly negative impact exerted by the Vietnam War
brought about much cynicism, distrust, apathy and alienation among college
students of the late 60s and early 70s.

In an effort to combat students’ negative perceptions about social and
political issues, and to develop, establish and/or repair relationships
between colleges and local communities, many institutions established
volunteer and social action programs which coincided with the formation
of national service initiatives such as the Peace Corps and its domestic
partner, Volunteers in Service to America (VISTA) (Kendall, 1990). Most
noted of the campus programs was the University Year for ACTION which
sent more than 10,000 American college students to live and to work in both
rural and urban communities throughout the country. Many of these
programs flourished into the mid-1980s at which time they succumbed to
what some educators (e.g., Kendall, 1990} perceived as the rise in self-interest
among college students and social and political changes in American society,
not the least of which was the changing role of women in our society
(Strand, 1993).

Janet Kendall (1990) asserted that although self-interest and changes
in society played a role in the decline of the community service movement

in the mid-1980s, a combination of factors related to deeply rooted
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misperceptions about service and ineffective attempts to connect service to
the academic community played a significant role in the demise of the
movement. More specifically, she argued that a sense of paternalism, the
unequal relationships between the parties involved, the lack of emphasis of
integrating learning with the service experience, the lack of attention to
long-term institutional support, and the emphasis on charity over social
justice all contriﬁuted to the movement’s decline in the mid-1980s.

In 1984 John Gardner wrote:

An education at any of the great universities, followed by a
graduate degree, followed by a plunge into the world of young
professionals moves students steadily from the bedrock of everyday
American experience.

(Stanford University Campus Report, p. 16)
This wide-spread perception of malaise and apathy among young

people, particularly those in American colleges and universities, gave rise to
a number of service-related national organizations in the mid-1980s. The
Campus Outreach Opportunity League (COOL) was established as a student
response to the need for more active involvement in college-sponsored
community-centered service. In addition, more established organizations
such as the Partnerships for Service-Learning, the National Society for
Experiential Education (NSEE) and the Council for Adult and Experiential
Learning (CAEL) all experienced a surge in membership and a renewed

commitment to the promotion of service-learning initiatives. In 1985, a
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coalition of university presidents, under the leadership of Stanford
University’s president Donald Kennedy and Harvard University’s president
Derek Bok, established Campus Compact: The Project for Public and
Community Service to set policy and to encourage the revival of the
academy’s commitment to public service.

In the past five years, colleges and universities have reported a
tremendous increase in the number of students participating in service-
learning activities. Conservative estimates indicate that 142,000 college and
university students are currently engaged in part-time comumunity service
activities (Waller, 1993). To keep pace with this renewed enthusiasm and
commitment to service, college officials have established hundreds of
community service programs on American college campuses. It is
estimated that about 21% of all higher educational institutions now have a
college-based service office or department (Waller, 1993).

This surge in student interest in community service has also
challenged college officials to create meaningful service-related activities
that promote both co-curricular and curricular learning. In response to this
concern, organizations such as Campus Compact and the National Society
for Experiential Education have committed significant resources in an effort
to more fully integrate community service into both the social and the
academic life of campus. While colleges and universities have experienced

some success in connecting service to the co-curricular life of the college,
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few have managed to fully integrate community service activities into the
more formal, academic sector of campus. This link to the academic sector is
perceived by many to be the most critical task currently facing the service-
learning movement.

A number of educators (e.g., Stanton at Stanford University) have
suggested that by formally linking service to the curriculum a new
“pedagogy of experience” may emerge on college campuses. Stanton (1990)
contended that "when effectively structured, facilitated, related to
discipline-based theories and knowledge, and assessed ... service-based
learning is the means to link the initiative to develop [students’] social
responsibility ... with the efforts to improve undergraduate education” (p.
14).

President Bush refocused attention on community service at the
national level when he signed the National and Community Service Act of
1990, providing funding for programs and services which promoted
comununity service. Under President Clinton, service has received even
greater attention. His national service initiative (National and Community
Service Trust Act) may earmark up to $98 million in the next four years for
programs related to community service. It is estimated that President
Clinton’s youth service agenda could triple the number of students engaged
in school and college sponsored community service by the year 1997, In

1992, seven separate pieces of legislation related to national service were
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introduced into the Congress of the United States (Senate Labor and Human
Relations Committee, 1992).

Officials at the state and local levels have also been active in the past
two years in their efforts to formalize students’ involvement in community
service. Since 1993, all Maryland students must complete 75 hours of
service during their high school years, and in Atlanta and Detroit, the
schools systems now require 200 hours of community service for high
school graduation.

While there is much enthusiasm in the service-learning community
about the recent attention to service at both the state and national levels,
many believe that the Clinton administration has little understanding of
the learning part of the equation. Harkavy (1993) and others have suggested
that in order for the national service agenda to succeed, policy and program
developers must comprehend the interrelatedness between the service

performed and the learning process.

Theoretical and Developmental Modeis of Service-Learning
The Service Learning Model
In an effort to identify and articulate the impact of service on
participants’ growth and development, Delve, Mintz, and Stewart (1990)
designed the Service Learning Model. The model, the first and most
comprehensive attempt to link participation in community service and

student growth and development, is based on the developmental research
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of Perry, Kohlberg, Gilligan and, to some extent, Kolb’s work with learning
styles. The model includes five progressively more advanced phases of
development (Exploration, Clarification, Realization, Activation, and
Internalization) which result from students’ participation in service related
activities. Each phase is examined by using four key variables: Intervention,
Commitment, Behavior, and Balance. The first variable, Intervention,
deals with both the mode and setting of the service experience. The mode
refers to whether the student engages in a service-learning activity alone or
as a group member, and the setting focuses on the student’s relationship to
the client population (i.e., indirect, non-direct or direct).

The second variable, Commitment, examines the frequency and
duration of the service learning activity, while the Behavior variable refers
to the needs or motivations students have for engaging in service and the
possible developmental outcomes students may experience from
participating in service. The final variable, Balance, relates to Nevitt
Sanford’s (1966) work with the variables of challenge and support. Sanford
suggested that students’ growth and development is maximized when an
optimal amount of these two variables is present in the environment.

Phase One, Exploration, is characterized by infrequent (possibly one-
time) service experiences in which students have little or no direct contact
with a site population. Activities are usually perceived to be non-

threatening and students remain generally naive about the problems facing
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others. In Phase Two, Clarification, students participate in a group
sponsored service activity which involves more direct and sustained contact
with site population. In this phase, students begin to channel their energies
towards a particular service activity and become aware of internal dynamics
and conflicts within the group. The security of the group provides for
ongoing elements of support.

Phase Three, Realization, is characterized by students making more
consistent, long-term commitments to a given site, often individually,
independent of their peers. In this phase students often have transforming
or “Aha!” experiences as their awareness and understanding of the service
site is enhanced. They begin to examine connections between their service
experience and their own lives. Challenges in this particular phase are
diverse and can lead to burnout if support is not provided by campus service
coordinators (i.e., opportunities for structured critical reflection). In Phase
Four, Activation, students are engaged in direct, prolonged service in which
they participate in resolving group issues and concerns. In this phase
students begin to view their experience within a much broader social
context, examining critical questions related to racism, classism, and issues
of economic and social injustice. Typically, students begin to recognize the
“reciprocity” between service and learning and they begin to change their

lifestyle to reflect their increased commitment to social justice. Students in
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this phase connect intellectual concepts discussed in class to their own
thinking and are willing to challenge people with alternative perspectives.

The authors (Delve et al.,1990) contended that few students fully
integrate their service experiences into their lives as characterized in Phase
Five, Internalization. In this phase, students pledge a life-long commitment
to making their behavior consistent with their professed values related to
fairness and justice.

Delve, et al. (1990) argued that participation in structured service-
learning activities encourages responsible citizenry and community
leadership. More specifically, they asserted that as students become
involved in direct, prolonged, and increasingly more complex service
experiences, they move from an egocentric to a more allocentric viewpoint,
thereby being able to accept greater responsibility for their immediate
community and the larger society. While there has been little empirical
evidence to affirm this contention, there is no question that the Service
Learning Model has served as the theoretical framework from which
numerous colleges and universities have designed, implemented, and
evaluated service-learning programs and policies.

The Two Feet of Christian Service

Another closely related service model referred to as “The Two Feet of
Christian Service,” was developed by James McGinnis (1984). One foot, or
the first step of the model, focuses on students’ experiences in serving
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directly those in need in our society, while the second step deals with issues
of advocacy or sodal change. Advocacy in this case means working with
citizens and community leaders to craft relevant and creative solutions to
pressing public problems.

McGinnis believes that the first step is not enough. He suggested that
students who participate in service, in conjunction with structured
reflection activities, will be motivated to create changes in their lives and in
the lives of others that will promote social justice and transform society to
better meet the expressed needs of all citizens, particularly those most
disenfranchised in our communities. Referring to the critical link between
service and advocacy Sondra Hausner (1993) stated “direct service and
advocacy are inextricably linked: to promote service without concurrently
encouraging advocacy is to do a great disservice to both communities in
need and providers of service” (p. 31).

Nolan’s Modet of Spiritual Growth Through Service

Albert Nolan, (1984) created a four stage model which attempts to
describe the spiritual development individuals pass through as they become
increasingly more connected to those disenfranchised and marginalized in
society. The first is characterized by compassion, a stage in which
individuals working with the poor are deeply moved by their experiences.
In stage two, service participants begin to view poverty as a structural

problem, a direct result of political and economic policies. Individuals at
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this stage express much indignation and anger about the state of affairs of
those disenfranchised. In stage three, participants come to realize that the
poor must and will save themselves, and that they don’t necessarily need
their help. There is, however, often a tendency to romanticize the poor at
this level. In the final stage, participants come to see themselves in
solidarity with the poor. “We” and “they” are no longer relevant terms at
this level. Faults and weaknesses in all people are acknowledged in this
fourth stage.

The Servant Leadership Model

As college faculty and administrators have begun to consider more
seriously issues related to the study of student leadership and service-
learning, a theoretical model has emerged that seeks to integrate many of
the concepts inherent in these two areas. Based on the work of Robert
Greenleaf, the Servant Leadership Model (1977) assumes that the student
leader is servant first, as opposed to leader first, which is then followed by a
conscious choice to aspire to lead. Greenleaf suggested that the servant first
leader is more likely to make choices based on how a given decision might
affect others, particularly those least privileged in society. The model
suggests that the best test of successful servant leadership, although difficult
to administer, is to ask questions not only about what the servant leader

gained from a given experience, but how did those served grow as persons;
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did they while being served become healthier, wiser, freer, more
autonomous, and more likely themselves to become servant leaders?

Greenleaf’s model has provided a theoretical framework and guiding
principles for numerous leadership development programs on college
campuses throughout the country (University of Maryland, 1992). Ethical
and moral development is at the very heart of these programs, and
community service is perceived to be a major vehicle by which students
develop morally and ethically.
Critici £C ¢ Service-1 ing Model

There are those, however, who argue that the current models for
understanding and promoting service-learning on college and university
campuses are incomplete, ineffective, and often distort reality. Kerry Strand
(1993) has contended that most service-learning models and programs: (a)
fail to challenge conventional thinking about philanthropy, (b) promote
individualistic approaches to solving systemic problems, (c) encourage‘
reliance on experience as the main mode of knowing, and (d) perpetuate
traditional gender-learning among female students. She argued that most
programs are not based on a theoretical model which helps students to
develop the sort of critical consciousness needed to make sense of social
problems and to ultimately help resolve them. Nadine Cruz (1990) has
argued further that in their good intentioned efforts to promote reciprocal
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learning, service-learning programs often perpetuate long-standing racist
and sexist stereotypes.

Efforts to Integrate Service into the Curricul

In 1992, Campus Compact found that despite the tremendous interest
in student volunteerism and growth of community service programs on
college campuses in this country, the development of these programs
assumed only slight significance and lacked faculty support and
participation. Kennedy and Warren (1992) indicated that “these efforts have
had minimal impact on faculty or on the curriculum as a whole, and with
few exceptions, most institutions have yet to involve faculty on a broad
scale in ensuring that students both serve well and learn effectively from
their service” (p. 1).

In 1988, Campus Compact executive committee members Donald
Kennedy and David Warren (1990) commissioned a study to examine how
faculty might play a stronger role in promoting service. The results of these
efforts led to the following conclusions:

1. Out of respect for the community and individuals that the
students serve, institutions should include in service programs
opportunities for critical reflection which enables students to
serve more effectively.

2. The commitment to integrate public service into the academic
life of an institution should be matched with a commitment to
include issues in the curriculum such as relationship of
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individual achievement and the common good, or whether
knowledge can be extracted through socdial exchange and
participation.

3. Institutions should establish a sequential service-learning
curriculum which prepares students for service-based learning,
supports and facilitates student learning while “in the field,”
and provides for post-experience reflection and analysis.

4. Institutions should provide strong incentives for faculty
involvement in public service. Faculty recognition, rewards
and incentives, such as including public service activity in
promotion and tenure reviews, are viewed as critical to
successful development of civic participation and social
responsibility within higher education.

Jane Kendall (1990) argued that service-learning has not received
wide-spread support from the faculty for a number of reasons related to
their lack of understanding about service, their unfamiliarity with the
pedagogy of experiential learning, their limited knowledge about how
service connects to academic disciplines, as well as their logistical concerns
about how to include service in an already full course schedule. Howard
Seeman (1990) contended that faculty have been reluctant to integrate
service into the curriculum because they are being asked to do nothing less

than to redefine knowledge and how it is best acquired. He suggested that
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the debate is among those who believe that knowledge is acquired through
abstract concepts and cognitions apart from the real world, and others who
contend that knowledge is best gained through interaction and reflection in
real world settings.

Those who have studied organizational change in higher education
may better understand the difficulties educators have experienced in
integrating service into the curriculum. Cohen and March (1974) described
colleges and universities as loosely coupled, open systems with multiple
and poorly defined goals, and unclear links between means and ends, with
highly political decision making processes. They contended that relatively
autonomous, professionally staffed subunits or departments often cannot or
will not carry-out activities suggested or even mandated by administrators.
Benevista (1989) suggested that faculty tend to operate with their own best
interest in mind and tend to favor the status quo unless incentives are
created that entice and persuade them to change.

A number of educators such as Jon Wagner (1986) believe that
community service and academic excellence are not competitive demands
to be balanced through discipline and personal sacrifice [by students], but
rather are interdependent dimensions of good intellectual work. Acting on
this assumption, educators (e.g., Stanton at Stanford University) have
sought to improve undergraduate education by infusing campus efforts to

improve liberal arts education with efforts to introduce experience-based,
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service-learning into the curriculum. Stanton contended that educators
have an opportunity to assist students in reflecting critically about their
public service experiences and in relating them both to broader social issues
and to liberal arts disciplines, to develop what Bruce Payne (1987) refers to as
“academics of human reality.”

In 1991 Campus Compact created the Project on Integrating Service
with Academic Study to stimulate campuses to search for innovative ways
to tie students’ public and community service to the academic curriculum
and strengthen the faculty role in students’ service experiences. A grant
from the Ford Foundation enabled Campus Compact to establish a series of
three summer institutes to bring teams from member schools to week-long
workshops on combining service with academics. Each team (three faculty,
a senior administrator, and a community service program advisor)
developed an action plan to address the issues on their own campus. While
it may be too soon to determine the effectiveness of this initiative, it is clear
that the project has done much to promote discussion about the theoretical
and practical aspects of linking service with academic study.

Although only a few colleges and universities report that they have
been successful in fully integrating service into the academic curriculum, as
in the cases of Berea College and Alverno College, there are many
institutions that have begun to make some inroads into this process. A

number of institutions such as Stanford University, Georgetown University



38
and Loyola College in Maryland have committed significant campus
resources to develop centers for public and community service. These
centers were developed not only to provide opportunities for students to
serve their communities (local, state, national and international), but for the
purpose of linking service to the more formal academic environment.
These institutions have sought ways to integrate service into the
curriculum, as well as to promote faculty and administrative research
related to service-learning.

Other attempts to more fully integrate service into the academic

sector of college life include the following:

. Service as a graduation requirement. A number of institutions such
as Seattle University and Rutgers University require all
undergraduate students to participate in 30 hours of community
service.

. Service-learning or community service courses taken for credit.
These courses, such as Project Community, Sociology 389 offered at
The University of Michigan, and Teaching Literacy ED 461 at Loyola
College in Maryland, are heavy on the service with a somewhat
lighter emphasis on the academic material. The service goals are
often intended to provide immediate, tangible service to the
community as well as to contribute to the student’s development of
long-term commitment to service and the public good. The learning
goals often relate to sharpening the student’s critical observation and
analysis skills and to learn the academic material as it is related to
field placement. On-campus classes are usually quite small (10 - 20
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students) and utilize a seminar-discussion format. The students’
commitment to service in these courses may be as much as 60 hours

per semester.

Academic courses which require community service. In 1992 Campus
Compact published the Index to Campus Service-Leaming Course
and Policies. The publication lists approximately 100 courses from
colleges and universities throughout the country that have included
community service as part of their course requirements. The vast
majority of these courses were offered in the humanities (Philosophy,
Theology, Sociology. Political Science, & English), with a few courses
tied to Education, Business and the physical & natural sciences. The
amount of time committed to service averaged 15-20 hours per
semester.

Service as a fourth credit option. A number of institutions offer one
extra credit in a three credit class to students interested in adding a
community service component to a select number of eiective core,
major and minor courses. The service component allows students,
individually or in groups, to apply the theory learned in the course to
practical real-life situations. Students participating in the fourth
credit option must complete up to 60 hours of service work a
semester.

Summer Institutes. Schools such as Wheaton College and
Georgetown University have sponsored faculty development
institutes for the purpose of promoting faculty interest and
involvement in making service-learning an integral part of the
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academic curriculum. The Georgetown program has as its far-
reaching goal “to develop students’ abilities to articulate and thus
make sense of their service-learning as they are asked to connect
‘hands-on’ experience with theoretical or methodological concepts
presented in the classroom” (Donahue et al. 1992, p. 1).

. Connecting writing and service. The Community Service Writing is
a joint project of Stanford University’s Freshman English Program
and the Hass Center for Public Service. Students involved in the
project are assigned, as part of their work for a Freshman English
class, to write for a community service agency. The aim of the project
is to give students a chance to write outside the academic setting,
where their work will reach an audience beyond the teacher and will
serve a purpose for its readers as well as for the students.

The University of Pennsylvania (The West Philadelphia
Improvement Corps) and Santa Clara University (The East Side Project) are
two institutions that have committed significant financial and human
resources to try to address not only the concerns of the institution, but the
needs of the outside community as well. These two universities have
formed comprehensive, long-term partnerships with the leaders of local
schools, businesses, and nonprofit organizations for the purpose of helping
to solve deeply entrenched, complex economic, social, and educational

problems. It is their expressed goal to address such daunting problems with
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hopes of empowering civic leaders and thus reinvigorating whole sections
of city communities.

In an effort to promote a more coordinated approach to service-
learning and community development, particularly as it relates to
improved student achievement, the American Association for Higher
Education (AAHE) allocated a $1.5-million grant from The Pew Charitable
Trusts to fund up to 15 comprehensive school and college-community
partnership programs.

The Status of Service-Learning Research

Lee Levison (1990) stated that “among school administrators, faculty,
and parents, community service is now perceived as “a panacea for the
current generations unhealthy preoccupation with self” (p. 73). President
Clinton himself in a speech at Rutgers University on March 1, 1993 declared
that his community service initiative “will change the country forever, for
the better” (Friedman, 1993). A commentary appearing in the Philadelphia
Inquirer entitled “Youth Service can rebuild the Cities” (Waller, 1993),
contended that wide-spread participation in community service could help
solve many of the daunting problems which have plagued American
nation’s cities.

Such claims have prompted a number of researchers to more actively
seek answers to questions related to the impact of community servicé on the

individual and on the broader community. To this end, a select number of
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educators, researchers, service-learning practitioners, foundation
representatives, government officials, students and staff members from
national organizations gathered at The Johnson Foundation’s Wingspread
Conference Center in Racine, Wisconsin in March, 1991 to set a research
agenda for combining service and learning in the 1990s.

This group found that despite the claims of many practitioners, there
was a “scarcity of replicable qualitative and quantitative research on the
effects of service-learning on student learning and development, the
communities in which students serve, on educational institutions and on
society” (Giles, Honnet, & Migliore, 1991, p. 5). The conference participants
concluded that the lack of standardized instruments to measure program
effects, the difficulty in identifying and defining control and comparison
groups, the idiosyncratic nature of the service experience, as well as the
absence of longitudinal studies to measure participant growth and
development, have resulted in a relatively weak theoretical base for service-
learning.

Hamilton & Fenzel (1988) contended that there are many plausible
explanations for the difficulty in attempting to verify empirically the
predictions of theory and comunon sense. They suggested that this is due in
part to

..real and important benefits from participation vary so much from
one participant to another that any measure that averages gains across
the entire group misses what happened to different individuals, and
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that if one grants that important idiosyncratic effects cannot be
assessed by measures of specific gains and looks instead for more
general changes, the phenomena of interest ( e.g., self-esteem, social
responsibility) are not likely to change easily or quickly precisely
because they are so general. (p.67)

A review of the literature suggested that much of the research
considered relevant to measuring and assessing the impact of service-
learning on participants has been conducted in high schools under the more
general rubric of experiential education. This research has tended to focus
on issues related to employment and training, career development and
personal life skills for the purpose of program evaluation, with very little
work having been conducted on the effects of service on the participants’
themselves.

The research conducted by the Center for Youth Development and
Research under the title The Evaluation of Experiential Education Learning
Project (EELP) (Conrad & Hedin, 1981a) is considered by many to be the
most extensive work on the impact of experiential learning programs on the
social, psychological, and intellectual development of student participants.
This study evaluated 30 exemplary experiential learning programs in
independent, public, and parochial schools around the country.
Approximately 4,000 students ranging in age from 12 to 19 participated in

the study. The research sought answers to the research questions: To what
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extent do experiential programs have a positive impact on students’ (a) level
of personal and social responsibility, (b) attitudes toward others, both adults
and the person with whom they were in primary contact during their
service experience, (c) attitudes toward active participation in the
community, and (d) involvement in career planning and exploration?

The Social and Personal Responsibility Scale (Conrad & Hedin, 1981b)
was administered (pre and post) to examine students’ commitment to sodial
and personal responsibility, the Defining Issues Test (Rest, 1986a) (pre and
post) to measure levels of moral judgment, and levels of academic learning
were investigated through self-reports of the participants. Because the
programs varied widely regarding academic objectives, it was considered
impractical to measure academic learning using any general test of facts or
concepts.

The pre-post data in the EELP study clearly showed that experiential
education programs can have a positive impact on students’ social,
psychological, and intellectual development. The study indicated that
students participating in experiential programs (1-9 months in duration)
tended to score significantly higher on instruments designed to measure
psychological and intellectual development, both in absolute terms and in
comparison with students in regular classroom settings. More specifically,
in regard to social and personal responsibility, experiential groups indicated

positive movement, a mean increase of two full points (p<.0001), while
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comparison groups showed no change or decline on the SPRS. The results
of the DIT showed that experiential groups attained significant gains in
moral reasoning, while the comparison group indicated no gain. In regard
to academic learning, 73% of the students reported learning more (41%) or
much more (32%) in their experiential programs.

According to the EELP study, the most significant increases in student
development were found in those programs where students were in a
helping role that related closely to the dilemmas to be solved and were
engaged in regular seminars in which they were encouraged to reflect and
analyze their experiences. The research also indicated that the most
effective programs gave students substantial autonomy, lasted at least one
semester, and involved students in the community 4 or 5 days a week.

In regard to research, it is generally acknowledged throughout the
service-learning movement that: (a) @st of the research has focused on the
personal, career, and social outcomes of service on the server, (b) much of
the data collected has been anecdotal and self reported, (c) a great deal of the
research has emphasized out-of-class learning with little attempt to measure
academic and cognitive goals related to classroom learning, (d) little or no
attention has been focused on the effects of community service on the
community providers or on development in the community itself, and (e)
funding agencies are most interested in supporting research which attempts

to examine the relationship between participation in community service
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and the development of citizenship and civic and social responsibility (Eyler
& Giles, 1993).

Service-learning educators such as Sigmon (1979), Kendall (1990),
Delve et al. (1950) and Berry (1990) all claim that a key component of service-
learning is reciprocity, the notion that those being served somehow become
empowered by the service experience and are, therefore, better able to serve
and be served by their actions. While reciprocity is frequently discussed in
the literature as an essential element of service-learning, there appears to be
little research to substantiate the reciprocal effects of community service.

It is anticipated, however, that the recent surge in student interest, the
academy’s concern for students’ lack of commitment to civic and social
responsibility, coupled with President Clinton’s emphasis on the subject,
will combine to serve as the impetus for more rigorous research in the area
of service-learning. The Kellogg, Lilly, and Ford Foundations have all
initiated programs and research efforts recently to examine the impact of
service-learning initiatives on participants and on the communities in
which they serve. In addition, the Fund for the Improvement of
Postsecondary Education (FLPS.E.) plans to sponsor grants for service-

learning research in the near future.
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Civic and Social Responsibility
Learning democracy can not be accomplished
through a sterile civics and citizenship course.
Democracy is a lived process, and it invariably
involves people attempting to change some
aspect of their personal, occupational and social worlds.
(Brookfield, 1987, p. 174)
Reports written for the Carnegie Foundation for the Advancement of

Teaching such as Boyer and Hechinger’s “Higher Learning in the Nation’s
Service” (1981) and Newman'’s “Higher Education and the American
Resurgence” (1985) have concluded that: (a) the present educational
structures in this country promote passivity in students, rather than
encouraging active involvement in the learning process, (b) that current
educational practices reinforce tendencies within the larger culture towards
a narrow pursuit of individual interests, to the exclusion of community
involvement and awareness, and (c) that education focuses increasingly on
the means for doing things without examining the ends to which our
actions are directed (Schultz, 1990). The result, Schultz contended, is “a
growing ignorance of our common cultural heritage and a loss of any sense
of shared normative values that govern our common life” (p. 211).

While the motives, program goals, services offered, and resources
comumitted to service-learning programs vary widely from one institution to
another, most appear to be in agreement that service-learning programs can

and should educate students first and foremost for democratic citizenship.
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There also appears to be a general consensus among educators, community
service providers, and politicians that little has been done to prepare the
youth of this country to assume their role as democratic citizens. Farland
and Henry (1992) have stated that “in so far as students acquire a civic
education in their college years it is generally incidentally, through casual
contacts with other students or sporadically, through individual dasses that
make a difference in the way they think about the world” (p. 3).

Richard Morrill (1982) suggested that to be literate as a citizen requires
more than knowledge and information, it includes the exercise of personal
responsibility, active participation, and personal commitment to a set of
values. Similarly, Suzanne Morse (1989) has identified a number of skills
(the ability to talk, think, judge, imagine, and act) she believes to be critical
to the development of civic and social responsibility. Morse argued that
these skills are active, not passive, and that “they require, even in thinking,
that individuals interact and be in ‘conversation’ with each other” (p. 104).
Talk refers not only to speech, but to the whole range of communicative
skills: listening, cognition, setting agendas, and mutual inquiry. Thinking
includes three elements: an attitude to thoughtfully consider problems and
issues, knowledge of logical and reasoning inquiry, and the ability to apply
those methods. Judgment refers to the capacity to think with others about

collective lives and actions. It goes beyond individual needs toward
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consideration of common goals, requiring the ability to view particular
situations from multiple perspectives.

Imagination refers to the power to envision a state of affairs that does
not yet exist: a way of inserting oneself into the existence through the future
(Murchland, 1988). The courage to act comes from the interaction of the
previously mentioned skills. Talking, thinking, judging, and imagining are
all called for when taking the courage to act. Denneny (1979) contended that
“the courage to act is the political virtue, because other skills become
worthless without it” (p. 274).

Morse (1989) argued that thinking, talking, and acting like a citizen
are different from thinking, talking, and acting like an individual. She
suggested that the challenge is to get individuals to realize that their actions
affect others and that their individual actions may violate the collective
good of all citizens. She suggested further that the process of taking others’
viewpoints and perspectives into account moves people from the
individual or private good to the collective or public good.

In addition, Morse (1989) asserted that moral and civic attitudes are
framed not only by observations and interactions but also by the
environment in which people live. She argued that the way people practice
citizenship is a reflection of how they define politics and their relationship
toit. Coles (1993) argued similarly that people develop their perspectives

about the pubiic world and their relationship to others from their parents,
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peers, teachers, the media and history. Hence, he suggested that one’s vision
and imagination of what could be is often determined (restricted or
enhanced) by his or her experience and understanding of life in a
democracy.

There is much discussion in the literature as to whether or not
community service should be mandated. Benjamin Barber (1991) suggested
that if the aim of student community service is the encouragement of
volunteerism and a spirit of altruism, then clearly it should not be required.
However, he argued, that if service is understood as a dimension of
citizenship education and civic responsibility in which individuals learn the
meaning of social interdependence and become empowered in the
democratic arts, then mandating that students participate in classroom-based
community service is essential.

Four Frames or Models of Democracy

Keith Morton (1993) has observed that there are four distinct sets of
core assumptions or different frames for viewing democracy which serve to
inform practice. The first, Liberal Democracy, emphasizes the relationship
between the individual and the state. The assumption in this view of
democracy is that the political and the economic systems in this country are
theoretically sound and will work well if individuals are informed and
active in traditional ways such as voting. The Participatory Democracy

model is based on the belief that citizens have control over their own lives,
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that private and public aspects of life are intertwined and that human
potential is achieved only through active, direct participation in the political
process. It is this model of democracy upon which much of the civic and
social responsibility literature is based. A third model referred to as Service
as Citizenship views service as the defining act of citizenship and focuses
on the relationship between the individual nd the community. The
emphasis is on caring, interdependence, and the “authenticity” which
results from integrated values and action (Morton, 1993).

In addition to the above mentioned models of democracy, a fourth,
more radical frame, frequently referred to as the Social Justice model, has
emerged as a fundamental tenet in a number of service-learning programs
throughout the country, particularly among those programs deeply rooted
in religious and /or theological principles and traditions. The model, often
framed in terms of “distributive justice,” assumes that human beings have
certain rights based solely on their existence such as food, clothing, shelter,
health care, access to employment. Based on the work of Freire (1970), this
model assumes that society is marked by fundamental structural conflict
which produces deep suffering to those not part of the dominant Western,
patriarchal culture such as people of color, women, gays and lesbians, and
those trapped in lower sodo-ecom&ﬁc classes. The model calls for
empowering those most disenfranchised in our society to transform or alter

the basic arrangements and structures and thereby alleviate their suffering
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(Fay, 1987). Freire (1970) suggested that in order for this empowerment to
take place, students must first develop a “critical consciousness” through
active exploration of the personal, experiential meaning of abstract concepts
in dialogue among equals.

Morton (1993} believes that the above models are not antithetical and
that in practice, some combination of the four is usually present. He
suggested that having a working knowledge of the concepts inherent in a
variety of models enables educators to complicate their thinking about
citizenship and to design programs and activities that engage students in
community service and critical reflection about key social issues and
concerns which will ultimately lead them to a life-long commitment to
active citizenship.

Morton argued that the ideal service-learning program should: (a)
teach how to articulate one’s “self” in a public context, (b) lower the
perceived and real barriers to participation in public life, and (c) develop in
students the capacity to think strategically. He contended that educators
should teach from the experiences of the students, rather than from the
theories of citizenship, drawing attention to the insights offered by each

student as they attempt to make sense of democratic practice.
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M ing Civic and Social R ibilit
The Social and Personal Responsibility Scale

Relatively little is known empirically about how civic and sodal
responsibility develops and few instruments exist for measuring growth in
this area. However, the Social and Personal Responsibility Scale (SPRS),
developed by Conrad and Hedin (1981b) and based on the Social
Responsibility Scale (Berkowitz & Daniels, 1964), is the best known and most
widely-used of the instruments. The Social and Personal Responsibility
Scale (1981b) is built on the assumption that a person will actin a
responsible manner when the following conditions are met. First, one must
feel a sense of responsibility or have a responsible attitude toward others in
society. Second, one must have sompetence to act upon this feeling of
concern for others. Finally, one must have a sense of efficacy, which allows
one to believe that taking action and feeling concern can make a difference.
Relevant Studies

Hamilton and Fenzel (1588) used both the Social and Personal
Responsibility Scale (SPRS) and open-ended questionnaires to study the
effects of service on 84 students, ranging in age from 11 to 17 years,
participating in 12 different types of eight week service projects. Pre and
posttest results of the SPRS showed a statistically significant gain on the
Social Responsibility Subscale (assessing attitudes toward society’s obligation
to meet the needs of others) (p = .037) , and no gains on the full scale or the
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Personal Responsibility Subscale (assessing perception of personal
responsibility, competence, efficacy, and performance ability towards those
in need). However, on the full SPRS scale (F (1, 35 = 4.678, .037) and the
Social Responsibility subscale (F (1, 35) = 7.720) girls recorded more
significant gains than did boys.

The researchers concluded that the modest impact revealed by
participants’ scores on the SPRS, limited to the Social Responsibility
subscale, can be attributed to the relatively short period of service (eight
weeks), and to the ineffectiveness of quantitative instruments in measuring
the impact of service experiences on participants. Hamilton & Fenzel (1988)
stated that “real and important benefits from puﬁépaﬁon vary so much
from one participant to another that any measure that averages gains across
the entire group misses what may happen to different individuals” (p. 64).

Other researchers have developed their own instruments in an
attempt to measure students’ commitment to civic and social responsibility.
Under the auspices of a grant from the Kellogg Foundation, the University
of Michigan (Markus, Howard, & King, 1993) has been conducting research
which, among other things, attempts to measure the relationship between
participation in service-learning and one’s commitment to social
responsibility. Their instrument has been designed based on a
conceptualization of social responsibility which includes the following five

variables:
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1. serving others

2. donating money to charity

3. orientation towards others

4. commitment to social justice

5. recognition that citizenship includes a responsibility for others.

The University of Michigan’s current study of the effects of service-
learning may be the most comprehensive to date. In this study, Michigan is
attempting to examine how the integration of community service into the
classroom affects students’ personal values, orientation toward their
community, and their academic learning. Eighty-nine undergraduates,
predominantly sophomores and juniors, enrolled in eight sections of a
“Contemporary Political Issues” class offered in the fall of 1992 participated
in the study. Two of the eight sections were designated as “community
service” sections, in which students were assigned to engage in 20 hours of
service at one of a number of designated community agencies, while
students in the other six sections were assigned research papers requiring an
equivalent amount of work over the course of a 13-week semester. All eight
sections were required to attend the same 50-minute lectures (twice weekly),
and to participate in small group discussion sections two times a week.
Time in the service sections was regularly devoted to discussing the

connections between students’ community service experiences and class



56
readings and lectures, while the “control group” discussion sections simply
discussed the readings and lectures.

All students were administered (pre and post) a brief questionnaire
inquiring about their social and political beliefs and values, an end of the
semester standard evaluation questionnaire, and both a mid-term and a
final exam. Results indicated that students participating in the service
sections of the course were significantly more likely than students in the
control sections to report they had performed up to their potential, had
learned to apply principles for the course to new situations, and had
developed a greater awareness of societal problems. In addition, University
of Michigan researchers found that course grades were significantly higher
in the two service sections (mean grade 7.47 or B+ to A-) of the course than
in the control sections (mean grade 6.42 or B to B+).

While one of the stated goals of most service-learning programs is to
enhance students’ commitment to civic and social responsibility, the results
of a study performed by Rutter and Newmann (1990) suggested that the
actual service experiences connected with these programs are often
operationalized and interpreted in terms of individual rather than public
experience. Their comprehensive study of eight exemplary high school
service-learning programs tried to assess the effects of participation in
community service programs in three areas: personal development,

developmental opportunities (i.e, experiences that promote development),
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and civic responsibility. Through the use of student interview data and
observations of students in classtoom and service settings, the researchers
found that participation in community service positively affected students’
personal development, yet appeared to have only meager, if any, program
effects on students’ sense of civic responsibility. The researchers
emphasized the key to enhancing students’ commitment to civic and social
responsibility is to systematically integrate opportunities for critical
reflection and analysis into the service experience.

A study conducted at the University of Virginia suggests that
participation in service-learning programs may have long-range effects on
participants’ commitment to social and civic responsibility. Gansneder and
Kingston (1990) interviewed 65 individuals who had served as interns in
UVA’s University Year of ACTION (UYA) program between 1973 and 1976
and compared them with UVA students who did not participate in the
program. The researchers found that over half of all the students who
participated in the UYA were in human services careers, and that UYA
participants devoted twice as many volunteer hours to community
activities than graduates who did not participate in the program. While the
authors of the study admitted that their findings cannot be causally linked to
the UYA experience, it does present strong evidence to support some of the

optimistic claims of proponents of service-learning.
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Educators in Rutgers University’s Civic Education and Community
Service Program are currently in the process of developing an instrument
which will attempt to measure more accurately students’ attitudes about and

commitment to civic and social responsibility.

Moral Development

The moral contradictions and inconsistencies in our personal
lives more than resonate with those in our social order, our
nation’s politics, our culture. ...Our colleges have not been all
that successful in figuring out for themselves what their
obligations are with respect to the moral questions that many
students put to themselves. (Coles, 1989, p. 203)

Relevant Student Development Theory
There appears to be a general consensus in the field of moral

development that young people learn about morality through their own
experiences, observing and interacting with other young people and aduits,
and that morality develops over time, as young people move through a
series of increasingly more complex ways of thinking about the nature of
cooperation, fairness and sharing (Winkler, 1988). However, there remains
much disagreement over the universality of patterns of moral
development, particularly as they relate to the effects of culture and gender.
While John Dewey (1916, 1938) is often cited as having been
influential to the development of many of the basic concepts of moral

development, it is Jean Piaget's research in the 1930s that has provided
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much of the foundation for the current study of moral and cognitive
development. Piaget’s four-stage theory of moral development (1952)
suggested that a person’s perception of reality is cognitively constructed and
that these cognitive structures evolve — that there is a developmental
progression along a hierarchical continuum which is divided into a
sequence of stages, with each stage representing a qualitatively different way
of thinking (King, 1978).

Piaget was the first to recognize that movement from one stage to the
next higher stage is often irregular and involves an individual’s ability to
employ the set of behaviors consistent with that next stage. In describing
cognitive disequilibrium, Piaget asserted that as new experiences cannot be
assimilated into existing categories of experience, humans attempt to revise
their categories and expectations so that experience once again makes sense
and is predictable (Rest, 1986b).

Kohlberg’s Theory of Moral Development

Building on the ideas of Dewey (1938) and Piaget (1965), Kohlberg
developed his theoretical model of moral development. His six-stage
scheme of development (1972) is constructed around the concepts of fairness
and justice, and is based on three fundamental assumptions: (a) a majority
of an individual's spontaneous reasoning can be classified at a single stage
(or at the most 2 adjacent stages), (b) movement in time is always from the

individual’s major stage to the next stage in the sequence, with each new
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stage a reconstruction or transformation of the prior stage, and (c) each stage
is described in terms of formal structures of reasoning, not in terms of the
context of judgments and values such structures generate (Rest, 1979).
Kohlberg suggested that stage structure can be disassociated from the content
of issues and is, therefore, concerned about how and why judgments are
made.

Kohlberg contended that the concepts of fairness and justice are
essentially notions about the balancing of individual interests and the
benefits of cooperation. He asserted that each stage has a distinctive concept
of fairness and justice and that as an individual’s understanding of these
two concepts increases in sophistication and complexity, this results in more
independent thinking and autonomy in making moral judgments. In other
words, Kohlberg’s model attempted to analyze moral development in terms
of its successive conceptions of how mutual expectations among cooperating
individuals are established, and how the interests of individuals are to be
balanced (Rest, 1979).

Kohlberg’s Stages of Moral Development are divided into three
distinct levels, which reflect a movement in moral perspective from the
individual, to societal, to a universal point of view. Within each of these
three levels, Kohlberg has identified two distinct stages of development.
Moral judgment at the Preconventional Level is characterized by the

moraiity of obedience and an inability to construct a social viewpoint. In
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stage one, Punishment and Obedience, the physical consequences of action is
most important in determining its goodness or badness, regardless of the
values of the consequences. In stage two, referred to as Instrumental-
Relativist, the focus is on which satisfy one’s own needs as a way to insure
survival. Reciprocity is considered a matter of “making deals,” not one of
justice.

The Conventional Level is characterized not only by a need to
conform to personal expectations and social order, but of actively seeking to
maintain, support and to justify the order. In stage three, termed
Interpersonal Concordance, behaviors which conform or please others is
considered appropriate. Judgment proceeds from conventional perceptions
of goodness which reflect a concern for others and the relationship of the
group appears to be more important than individual needs. In stage four,
the morality of Law and Duty to the social order is apparent. Fulfilling ones
obligations to groups, institutions or society becomes paramount.

Moral judgment at the PostConventional or Principled Level is freed
from both individual and sodietal constraints and becomes rooted in
principles of universal justice. Rest (1979) suggested the problem at this
level is that of “devising a plan for cooperation that minimizes arbitrary
inequities and maximizes the stake each individual has in supporting
cooperation” (p. 32). In stage five, the Social Contract, correct behavior is

determined by standards of government and human rights which have
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been reached by means of societal consensus. “Right” however, is more
concerned with issues of individual rights and the dignity of all human
beings, than simply with developing consensus, and, therefore, conflicts
between legal and moral perspectives may arise. In the final stage, referred
to as the Universal-Ethical-Principle Orientation, individuals select a set of
ethical principies that are aligned with universal principles of reciprocity,
equality and justice. Individuals at this stage in their development
understand that these universal principles must be defended over and
above existing societal laws and hence, civil disobedience is often considered
an acceptable action.

According to Kohlberg, progression through the stages is done
sequentially, and occurs when new experiences cannot be assimilated into
existing cognitive structures, thus inducing a state of cognitive conflict
which leads to structure disequilibrium and accommodating or changing
the cognitive structures so that the new structures can assimilate the
experience (Rest, 1986b). Kohlberg and others have contended that the best
way to induce this cognitive disequilibrium and stage advancement is by
presenting moral arguments consistent with the next stage’s structure, or
one stage above the person’s stage of reasoning. Rest (1986b) also found that
students understand but reject examples of thinking lower than their own

and fail to comprehend examples more than one stage above their own.
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Kohiberg (1972) suggested that there is no reason to believe that the
reorganization of basic cognitive structures can take place in a relatively
short period of time. He asserted that an individual takes on average over
12 years to move a full stage in his or her moral development. There is also
evidence to suggest that excessive cognitive conflict or challenge in one’s
environment may create a situation that could cause students to actually
regress in their moral thinking (Deemer, 1987).

James Rest (1986b) has questioned the universality of Kohiberg'’s
theory and the notion that moral development is sequential, hierarchical
and an unchanged process. Carol Gilligan (1982, 1988) and others have also
contended that Kohlberg’s theory misrepresents and inappropriately
characterizes women’s moral development, and have suggested that many
traditional theories of moral development such as Kohlberg’s, do not
adequately account for and address the developmental orientations of
people of lower social power and status.

Rest’s Mode] of Moral Development

Rest admitted that many of the basic concepts in his model are
“borrowed” from Kohiberg's stage scheme. However, he suggested that
there are some subtle, yet important differences between the two. While
Kohlberg contended that the content of issues can be separated from stage

structure, Rest argued that this assumption is problematic and that in
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attempting to understand the process of moral judgment, content cannot be
separated from stage distinctions.

In addition, Kohlberg tended to view moral development through a
simple stage theory which suggests that individuals move one step at a time
through the stage sequence and always in the same order. This is in contrast
to Rest’s perspective which tended to view moral development in terms of
“patterns” or “shifts,” either upward or downward, in an individual’s
distribution of responses, where upward is defined as increases in higher
types of moral reasoning at the expense of lower types (Rest, 1986b).
Although both Kohlberg and Rest focus on issues of fairness and justice,
Rest’s scheme attempts to more directly analyze the underlying logic of
people’s moral sense in terms of different social arrangements for
distributing the benefits and burdens of cooperation (Rest, 1979).

In stage one in Rest’s model, referred to as Obedience, being moral is
simply doing what you are told. At this stage the child doesn’t comprehend
any reason for the rules, nor any interconnectedness among set rules. In
stage two, termed Instrumental Egoism and Simple Exchange individuals
begin to cooperate with others as rights and responsibilities are determined
through simple “bargain type, favor for favor” interactions. In stage three,

referred to as [nterpersonal Concordance, reciprocal role-taking is evident.
Individuals are aware of each other’s thoughts, needs and expectations.
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In stage four, termed Law and Duty to the Social Order, social
interaction is governed through laws rather than mutual understanding
based on group relations as in stage 3. At this particular stage, no personal
consideration or circumstance can supersede the law, and respect for
authority is part of one’s obligation to society.

Rest (1979) argued that stages 5 and 6 are distinctive in that they deal
with the problem of devising a plan for cooperation that minimizes
arbitrary inequities and maximizes the stake each individual has in
supporting cooperation. The major accomplishment in stage five, Societal
Consensus, is to develop a rational plan for setting up a system of social
cooperation, that must reflect the general will of the people and provide
safeguards for basic human rights.

In stage six, Nonarbitrary Social Cooperation, individuals believe that
moral judgments are ultimately justified by establishing principles of ideal
cooperation rather than relying on social consensus. Individuals are viewed
as ends in themselves and not means for some other good.

In his most recent book, Rest (1986b) has extended the scope of
research to examine the complex question of how moral reasoning is linked
to moral behavior. (Earlier work by Blasi (1980) found that 57 of 75 studies
using Kohlberg’s work showed moderate relationships between reasoning
and behavior.) In his Four Component Model (1979), Rest presented an
analytical framework, utilizing four major kinds of psychological processes,
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for depicting what must go on in order for moral behavior to occur. First,
the person must be able to “make sense” of the particular situation in terms
of possible actions and who would be affected by the actions. Second, the
person must be able to make a judgment as to which course of action is
morally right. Third, the person must be able to prioritize moral values
above all others. Finally, the person must have the skills and the
perseverance to actually implement his or her intention to act morally.

Rest’s Four Component Mode! assumes that moral development or
moral behavior is not the result of a linear sequenced, unitary process, but
four distinct processes with complex interconnections and complicated
interactions among all four components. While the model may prove
useful in helping researchers identify the complexity of the processes which
link moral behavior and action, to date little research has been conducted to
test the its validity.

A Eeminist Critique of Moral Development Theory

Virginia Held (1993) contended that traditional moral theory has
provided us with two alternatives: survival of self or duty to all mankind.
She argued that the feminist perspective of morality, which more fully takes
into account the experience of women, provides researchers with an
opportunity to examine the ways in which women and men differ in their

experiences and approaches to dealing with moral problems.
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In her book In.a Different Voice, Carol Gilligan (1982) claimed that

girls and women experience themselves and their world much differently
than do boys and men. She argued that for boys and men, issues of
separation and individuation are critically tied to gender identity, whereas
for girls and women issues of feminine identity are linked to a continuing
importance of care and attachment to others. She contended that women
are often torn between caring for themselves and caring for others, and tend
to view their failures to care as failures to be “good” women, which suggests

a link between moral judgment and self-identity development.

In Mapping the Moral Domain, Gilligan and others (1988) advanced
the notion that because boys and girls follow markedly different social

pathways, they tend to develop within two distinct modes of moral
judgment or moral orientations: (a) a morality of justice (predominantly
male), or (b) a morality of response and care (predominantly female).

The Morality of Justice orientation, as defined by Gilligan (1988, p. 75),
draws attention to problems of inequality and oppression and holds up an
ideal of reciprocity and equal respect. Reciprocity is defined in terms of
maintaining standards of justice and fairness established independently of
persons, to legitimize existing rules and standards. The Morality of Care,
draws attention to problems of detachment or abandonment and holds up
an ideal of attention and response to need. This perspective rests on an

understanding of relationships as a response to another on their terms
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(Lyons, 1983) and involves the question of how to act responsively and to
protect vulnerability in a particular situation.

Gilligan and Attanucci (1988) suggested that detachment, the mark of
mature moral judgment in the justice perspective, becomes the moral
problem in the care perspective - the failure to attend to need. Conversely,
the authors argued that attention to the particular needs and circumstances
of individuals, the mark of mature moral judgment in the care perspective,
becomes the moral problem in the justice perspective - failure to treat others
fairly and as equals.

Gilligan’s Stages in the Moral Development of Women

Gilligan used a three-level model with transitional stages which link
the different levels to describe development. In Level 1, referred to as
Orientation to Individual Survival, the person is focused on issues which
relate to the preservation of self. Moral considerations arise only when the
individual’s needs are challenged. Women at this level often feel powerless
and relationships are viewed as painful. This level is followed by a
transitional stage, termed Seifishness to Responsibility, in which the
individual begins to move from a self-centered focus to assume a greater
sense of understanding and connectedness to others: peer acceptance is key
at this time.

In level two, Goodness as Self-Sacrifice, the individual tends to focus

on the needs of others, at the expense of her own developmental needs.
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Individuais come to view their own self-worth in relation to their ability to
care for others. Fear of abandonment and protecting those most
disenfranchised are key issues at this stage. This level is followed by a
transition from Goodness to Truth, in which the individual begins to
realize that care of self is critical to her ability to care for others. The
individual begins to accept and hold as legitimate her thoughts, feelings and
attitudes, rather than basing her perceptions on the opinions of others.

In level three, Morality of Non-Violence, an individual begins to deal
with others in nonviolent ways without compromising her own self-worth.
Universal obligations of care for self and others as developed and
maintained through relationships are accentuated.

Gilligan (1988) argued that since Kohlberg'’s theory is derived from the
study of men'’s lives and reflects the importance of individuation and
separation, it tends to misrepresent women’s moral development and to
obscure an understanding of the morality of care. She suggested that his
traditional theory mistakenly portrays women as deficient in moral
development because his scheme views issues of connectedness and
relationship building as lower level tasks (Stage 3) and fails to deal with the
fact that advanced stages of moral development for women may well

include issues related to their care for and sensitivity to the needs of others.
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Measuring Moral Development
The Moral Development Scale

Kohlberg attempfed to measure levels of students’ moral judgment
using his Moral Judgment Scale (1976). This process involved time
consuming, expensive clinical interviews in which individuals were
presented with a situation or dilemma and asked to make a decision and to
give a rationale for that decision. The scoring was based primarily on the
nature of the explanation.

The Defining Issues Test

By far the most widely used instrument to measure levels of moral
judgment and reasoning is Rest’s Defining Issues Test (DIT) (1986a). Rest
developed the DIT in response to the need for a more practical, validated
method of assessing moral judgment and the need to establish a data base
for the major claims of the moral development theory (Rest, 1979).

The DIT, while utilizing moral dilemmas similar to Kohlberg’s, does
not ask subjects to provide a rationale for their decisions, it simply asks
them to rate how important each given question is in making a decision,
and to then rank order the four most important questions. In other words,
the DIT doesn’t measure spontaneous moral reasoning, but rather
recognition, comprehension and preference for moral judgments. From
the results, the researcher gains a P% (percentage of principled thinking) and

a D score (a composite score).
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The P% indicates the relative importance an individual gives to
principled moral considerations in making a decision and is based on Stages
5(a & b) and 6. Since the P score does not include information about lower
stages of reasoning (Stages 2, 3, and 4), Davison and Bobbins (1978) offered
the alternative D score, an empirically weighted sum which uses
information from all stages. Their research suggested that the D score may
be more sensitive to longitudinal change.

Data from numerous studies which have used the DIT report that
scores can be significantly increased by moral education interventions (e.g.,
service-reflection experiences) of several months duration, but not by short-
term interventions (Rest, 1979). Deemer’s (1987) extensive 10-year study
correlating interviews over time with the DIT found that dvic
responsibility and political awareness were significantly associated with DIT
scores.

In addition, the normative data collected from the DIT studies
mentioned above indicate that scores on the instrument were positively
correlated with education, age and IQ, with years of formal education
having the strongest correlation (upward development tends to level off
when individuals cease to be involved in the formal educational setting).

Despite Gilligan’s claim that justice-oriented scoring systems, such as
the one used in the DIT, tend to diminish and distort the development of
women, studies by Thoma (1984), Walker (1985) and Moon (1986) have
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indicated that sex differences are trivial on the item level, at the story level,
at the composite level, and for all age and education groupings. In many
instances women participating in these studies actually scored higher than
men on the DIT.

Deemer’s (1987) extensive ten-year study involving over 100 subjects
(first tested as high school seniors) found that “civic responsibility” (F(4,96) =
4.94, p< .001) and “political awareness” (F(3,93) = 11.13, p<.0001) were both
significantly associated with DIT scores. She concluded that moral
development may be as much a by-product of general social development as
a product of a result of participation in a particular set of moral courses,
particular experiences with moral crises, or involvement with moral
leaders.

Margaret Gorman and her colleagues at Boston College (1979) were
possibly the first to attempt to identify the effects of community service on
college students’ levels of moral judgment, as measured by the DIT in a
classroom setting. The Defining Issues Test (DIT) was administered pre and
post to 70 students (41 enrolled in a service course, 29 enrolled in a non-
service course) at Boston College. Their findings indicated that while there
was no significant difference between the men and women within the
service group or between men and women within the non-service group, in
both cases the women scored higher than the men as shown in both the P%
and the D score. In addition, service men did not score significantly higher
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than non-service men, but service women scored significantly higher than
those women in the non-service course.

Cheryl Keen’'s (1990) study of high school seniors participating in the
New Jersey Governor’s School (a one-month residential, experience-based
program designed to enhance students’ commitment to dvic and social
responsibility) found that while participants made no gains in their
development of a sense of civic and social responsibility (as measured pre
and post by the DIT), they showed significant gains in this area when tested
nine months following the program.

Getz (1985) in her doctoral dissertation found a significant
relationship between levels of moral reasoning and attitudes towards
human rights. Sampling both liberal and conservative church members
and undergraduate students using the DIT, she concluded that support for
human rights was associated with higher stages of moral reasoning and
principled thinking, while individuals with more conventional moral
reasoning were not as likely to indicate support for human rights.

While the relationship between DIT scores and religion is somewhat
ambiguous, there is some indication that DIT “P“ scores and religious beliefs
are positively correlated. Six of seven recorded studies (Rest, 1986a) using
the DIT to assess the relationship between moral judgment and religious
ideology/belief found that liberal religious thinking is associated with
higher P scores than is conservative religious thinking.
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There is also some evidence to suggest that the DIT is a valid measure
of moral judgment among non-Western populations (Snarey, 1985).
However, there is little empirical evidence to determine whether or not the
DIT is an appropriate instrument to measure moral judgment in African
Americans, Native Americans, Asian Americans and Latino Americans. In
addition, no consistent relationship has been found between DIT scores and
college major and DIT scores and socioeconomic background.

There are those, however, who remain skeptical about the use of
quantitative instruments such as the DIT to assess levels of moral
judgment. Jim Ostrow (1994) has argued that researchers should not
attempt to match a presumed “learning process” up with some prefabricated
model or models of develépment. In The Moral Life of Children Coles
(1986) cautions researchers that “moral life is not to be confused with tests
meant to measure certain kinds of abstract (moral) thinking or with tests
that give people a chance to offer hypothetical responses to made-up
scenarios” (p. 29).

Alternative Ways to Measure Moral Development

Researchers such as Mentkowski (1980), Hamilton & Fenzel (1988),
and Keen (1990) have all stressed the importance of employing a multi-
dimensional approach to moral development assessment which includes

the use of more qualitative measurements such as semi-structured
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interviews, aggregated research methods and “triangulation” to confirm the
validity of findings.

Utilizing just such a multi-dimensional approach, Cagenello (1993)
studied the impact of a semester-long service-learning project in Great
Britain on the lives of 10 American college students. In an effort to
understand the effects of the service experience on participants levels of
empathy, reciprocity, civic responsibility, diversity, and views of learning,
he employed quantitative instruments such as the Learning Environment
Preferences (LEP) (Moore, 1987) and the Learning-Style Inventories in
combination with extensive interviewing procedures. Cagenello
interviewed the participants on four separate occasions, coding all data
along the five variables previously mentioned. His findings indicated that
all ten students experienced degrees of growth in terms of the five variables,
while each participant gained in cognitive complexity on the LEP and
demonstrated slight shifts in their learning styles. More specifically,
Cagenello utilized his extensive interviewing technique to determine that:

. nine students were perceived to have become more empathic,

. nine students were perceived to have gained in additional
awareness of mutuality and reciprocity,

. eight students were perceived to have an increased
understanding of civic responsibility and the role of the citizen,

o nine students were perceived to have a heightened
appreciation of diversity, most notably with students with
physically and emotionally disabilities, and
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. ten students were perceived to have demonstrated a more
multiplistic, multifaceted view of learning.
Referring to the developmental Service-Learning Model advanced by Delve,

Mintz, and Stewart (1990), Cagenello asserted that all ten students exhibited
upward developmental shifts within the Realization phase (phase three) of
the model.

A number of researchers, who maintain that the DIT is based on a
justice conception of morality and, therefore, not representative of women's
moral development, have sought to address the question of whether or not
women develop morally and construct reality quite differently than do men
by analyzing the content of open-ended interviews. Lyons (1983), drawing
on the work of Gilligan (1982), conducted interviews with 36 individuals in
an attempt to identify participants’ conception of self and orientation to
morality. The data were analyzed first for descriptions of self, and then for
considerations participants presented from their own real-life moral
conflicts, and finally for correlations between the two.

Results of this study indicated that participants described themselves
in relation to others in two distinct ways: a self separate or objective in its
relations to others, and a self connected or interdependent in its relations to
others. The data supported the assertion that women and men tend to
consider moral conflicts and issues from quite different perspectives: a
morality of rights and justice (predominantly men) and a morality of

response and care (predominantly women).
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Langdale (1983), who adapted Lyon’s procedures in order to code
hypothetical dilemmas, found that Kohlberg’s dilemmas elicit significantly
more justice considerations than hypothetical or real-life dilemmas, and
that the same dilemmas can be seen in different ways. Gilligan and
Attanucci (1988) also found that while about two-thirds of the men and
women in their study viewed questions about their personal experience of
moral conflict and choice from both care and justice perspectives, the care
focus is much more likely to occur in the moral dilemmas of women. The
researchers found that men were virtually absent from the care perspective.

Liddell (1992) has developed an instrument which attempts to
measure moral development while being sensitive to issues related to both
distinctly different moral voices: the justice-centered morality and the ethic
of care morality. The Measure of Moral Development Orientation is a paper
and pencil instrument which consists of two components. A 12-item self-
description inventory (6 to measure care, 6 to measure justice) was
developed to reflect students’ perceptions of themselves as just and/or care
people. The second component instructs students to respond to 77 questions
(36 justice items, 41 care items) related to 10 moral dilemmas.

A study, which asked 366 undergraduates at a large, state university to
complete the Measure of Moral Orientation and items from the
thinking/feeling scale of the Myers-Briggs Type Indicator, revealed that
females and males differed in their feeling/thinking preferences, with
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females more feeling-oriented and males more thinking oriented. When
thinking/feeling preferences were statistically controlled for, women scored
significantly higher than men on the ethic of care, but there were no gender
differences on the ethic of justice (Liddell, Halpin & Halpin, 1993).

Cheryl Keen at Monmouth College in New Jersey is currently
involved in a research project which attempts to link involvement in
community service with faith and spiritual development. She has identified
and interviewed extensively 50 or so people considered to be life-long
servant leaders in our society. Initial findings indicate that the one element
most often identified as having central importance to participants’ lives is
their commitment to faith and spiritual development.

In The Call of Stories Robert Coles (1989a) argued that literature has a
powerful role to play in helping students to develop what he refers to as a
“moral life.” He suggested that by reading works such as those written by
Tolstoy, Dickens, Eliot, Hardy, Emerson O’Connor, and William Carlos
Williams, students are encouraged to wrestle with moral contradictions and
inconsistencies which leads them to a deeper questioning and
understanding of their own humanness and of their relationship and
commitment to others, particularly those most in need in our society.

Moral Education Programs and Initiatives
Over the past 15 years, a great deal of time and effort has been devoted

to creating programs for the purpose of promoting the development of
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moral judgment and reasoning. While there is little empirical evidence to
suggest that moral education programs increase significantly students’ levels
of moral development, there is much discussion about this notion in the
literature and some evidence to suggest that certain educational strategies
may enhance students opportunities for growth in this area.

Rest (1979) is one researcher who believes that moral education
programs can actually speed up the natural development of moral
judgment. While gains in moral judgement as a result of having
participated in moral education programs have tended to be small, possibly
due to the fact that the instruments used to measure changes (e.g., DIT) were
designed to depict broad changes in thinking over the life span, Rest
contended that even small gains are of theoretical and practical interest.

Linda Rosenzweig (1980) has identified a number of ways in which to
increase students’ levels of moral reasoning within the context of a moral
education program. Her strategies are reflected in four basic models: (a)
classroom discussions of moral dilemmas; (b) the introduction of moral
issues through experiential components (i.e., community service); (c)
extensive infusion of ethical considerations and supplementary materials
dealing with moral issues; and (d) the establishment of participatory
democratic structures.

Two meta-analyses (Rest, 1986a and Schaefli, et al., 1985) reviewing

the impact of moral education programs on changes in moral judgment
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concluded that: (a) the discussion of moral dilemmas tends to increase
moral reasoning, (b} academic courses in the humanities and social studies
do not seem to have an impact on moral judgment, (c) programs with
adults (24 years and older) seem to produce greater increases in moral
judgment than programs involving younger subjects, (d) effect size tends to
be related to exposure to Kohlberg’s theory, and (e) interventions longer
than 12 weeks have no more impact than interventions of 3-12 weeks; yet
durations less than three weeks tend to be ineffective when measuring
moral judgment by the DIT. These studies did not, however, clarify the
conditions necessary to produce the above mentioned effects (Rest, 1986b).

Writing in Conversations (1992), a Jesuit magazine focusing on issues
in higher education, Charles Shelton S.J., stated that “the moral mission of
higher education is a noble one but it is more and more a mission facing
imposing if not insurmountable odds as we face the full brunt of culture’s
dominating influences” (p. 11). He suggested that in order to help students
enhance their capacity to make moral decisions, college faculty and
administrators must: (a) create a climate in which on-going dialogue about
moral issues occurs, (b) serve as role models and mentors for students as
they struggle with moral issues, and (c) take seriously the teaching of moral
education at both the undergraduate and graduate levels.

Knefelkamp designed a strategy for restructuring classroom

environments which has implications for the development of more
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effective moral education programs. Her Developmental Instruction Model
(1974), based on cognitive-developmental theory, identifies four elements
which can assist educators in creating environments which both challenge
and support students and, ultimately, help to promote moral and ethical
growth and development.

Knefelkamp (1974) contended that students’ opportunities for growth
and development are significantly enhanced when the elements of
Experience, Diversity, Structure and Personalism are considered in the
design of educational experiences. The elements of Experience and
Diversity contribute primarily to issues of challenge in the environment,
while the elements of Structure and Personalism deal more specifically with
support. She argued that students at lower levels of moral and intellectual
reasoning should be emersed in environments with a high degree of
experience and structure, and that while all students can benefit from direct,
concrete learning opportunities such as community service, those students
at lower levels of cognitive and moral development tend to need such
experiences in order to cement their learning.

Rest (1988) concluded that it is not so much specific moral experiences
(i.e., moral education programs, moral leaders, moral crises, thinking about
moral issues) that foster the development in moral judgment as it is “a
growing awareness of the social world and one’s place in it” (p. 57). He

asserted that people who tend to develop in moral judgment “are those who
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love to learn, who seek new challenges, who enjoy intellectually
stimulating environments, who are reflective, who make plans and set
goals, who take risks, who see themselves in the larger social contexts of
history and institutions and broad cultural trends, who take responsibility

for themselves and their environs” (p. 57).

Experience-Based Leaming

Learning is a process whereby knowledge
is created through the transformation of experience.
(Kolb, 1984, p. 36)

Student Involvement

In his Student Involvement Theory, Astin (1985) asserted that:
the amount of student learning and personal development with any
educational program is directly proportional to the quality and
quantity of student involvement in that program, and that the
effectiveness of any educational policy or practice is directly related to
the capacity of that policy or practice to increase student involvement.
(p. 136)

By involvement, Astin quite simply referred to the amount of physical and

psychological energy that the student devotes to the academic experience.
Astin suggested that students tend to learn more in the classroom when
faculty take steps to actively (as opposed to passively) involve them in the

course material.
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Active I .

Although the active learning literature does little to address directly
the ways in which students can link their service experience to more formal
academic learning, it is clear that many of the strategies and techniques
promoted in this area have important implications for those attempting to
understand the student learning which may take place when service is
integrated into the classroom environment.

While active learning has been defined in various ways in the
literature, Bonwell and Eison (1991) suggested that it is anything that
involves students in doing things and thinking about things they are doing.
In Active Learning: Creating Excitement in the Classroom, the authors
identified some general characteristics which appear to be commonly
associated with classroom-based active learning strategies:

. listening is only one aspect of learning,

. more emphasis is placed on developing students’ skills than on
transmitting information,

J higher-order thinking skills such as analysis, synthesis and
evaluation are present,

J students are actively engaged in the teaching-learning
process,

. and there is greater emphasis on students’ exploration of their
own attitudes, beliefs, values and perspectives.

Active learning advocates have stressed a variety of techniques and

strategies which foster students’ involvement in the teaching-learning
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process and ultimately enhance student learning. Strategies include the use
of role playing and simulation exercises, debates, peer teaching, in-class
writing, case studies, cooperative learning, and out-of-class experiences (e.3.,
internships, service projects). Bonwell and Eison (1991) have suggested that
faculty have tended to resist implementing more active learning techniques
for a number of reasons related to: (a) their tendency to favor the lecture
approach, (b) their lack of experience with possible strategies, and (c) their
general hesitancy to try introduce new pedagogical approaches to their
subject matter.

Baxter Magolda (1992) stated that in order to fully involve students in
the learning process, educators must seek to “situate learning in students’
own experience, recognizing that experience sets the stage for validating
their reflection upon it, and thus further confirms their ability to know”

(p- 294). She argued that perceiving learning as a relational activity is also
central to the development of complex ways of knowing and thus
encourages instructors to help students construct their own view by
interacting with others and taking other ideas and information into
consideration. Baxter Magolda contended that by truly listening to students’
experiences and by working from their knowledge, instructors can better
understand knowledge construction from their perspectives and can keep
abreast of changes in them (p. 295).
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In regard to research in this area, Bonwell and Eison (1991) reported
that the vast majority of articles published on active learning have been
descriptive in nature rather than empirical investigations, many of which
are out dated, either chronologically or methodologically. It is clear that the
area is in much need of both quantitative and qualitative research.

Emancipatory Learning

Mezirow (1990) referred to emancipatory education as an “organized
effort to help the learner challenge presuppositions, explore alternative
perspectives, transform old ways of understanding, and act on new
perspectives” (p.18). He and others (e.g., Heaney & Horton, 1990) believe
that new ways of thinking about and working toward social change become
possible only when individuals develop a keen sense of critical self-
reflection. This self-reflective learning process must occur, according to
Freire (1973), not apart from the world, but while deeply engaged in it
[society]. Freire suggested that as individuals become more aware and
critical of assumptions they have about social issues, they begin to develop a
conceptual framework through which effective problem solving around
these issues becomes possible.

Experiential Learning Models

Dewey, Lewin, and Piaget, often regarded as the intellectual ancestors

of experiential education, have all made significant contributions to the

field. All three have argued that individuals must be active and involved
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in their education and that learning is a continual process grounded in
experience. The Lewinian Model of Experiential Learning (Lewin, 1951)
was designed to help illuminate the learning process. The model conceived
learning as a four-stage cycle which begins with a current experience,
followed by collection of data and observations about the experience. The
data are then analyzed and the conclusions of this analysis are fed back to
the individual for use in modifying behavior and choice of new experience.
Lewin has argued that learning is best facilitated in an environment where
there is dialectic tension and conflict between immediate, concrete
experience and analytic detachment (Kolb, 1984).
Kolb’s Experiential I ing Model

Kolb’s Experiential Learning Model (1984) also offers insight into how
to design an environment for the purpose of enhancing students’ learning.
The model identified a four-step cycle students constantly revisit in their
efforts to develop a better understanding of themselves and the world
around them. It begins with concrete experience, followed by reflective
observation, abstract conceptualization and active experimentation. Stewart
(1990) stated that “through a multidimensional understanding and
implementation of Kolb’s Experiential Learning Model, service-learning is
enhanced and serves to promote the holistic development of the student”
(p. 41). He suggested that by engaging in deliberate and planned service-

learning interventions, particularly those designed through a learning-styles
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filter, students are challenged to clarify and to act on their values, and hence,
exhibit higher levels of moral reasoning and judgment.

Kolb’s Experiential Learning Model (1984) has also led to the
development of four distinct learning styles, each with a tendency to favor
two learning types. Divergers tend to have well developed imaginations,
which enables them to view situations from a variety of perspectives.
Assimilators tend to favor inductive reasoning techniques, and are often
more focused on ideas than on people. Convergers tend to be highly
organized in deductive reasoning, however, they are quite capable of
conceptualizing in abstract ways. Accommodators tend to favor concrete
experiences and are often considered risk takers and people of action.
Stewart (1990) suggested that accommodators and divergers may tend to
gravitate to direct service-learning experiences.

Kolb (1984) argued that it is important to recognize that experiential
learning is not a series of techniques to be applied in current practice but a

program for “profoundly re-creating our personal lives and social systems”
(p- 18).

Learning Assessment
Hutchings (1989) asserted that many of the current methods utilized

to assess student learning tend to focus on outcomes alone and, therefore,

fail to accurately reflect important aspects of the teaching-learning process.
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She suggested that at its best, assessment raises and illuminates practical,
day-to-day questions about teaching and learning such as:

. What do we expect out students to know and do?

J What expectations and goals do students bring to our classes?

. What motivates students?

. What do we do in class to promote the kinds of learning we
seek?

. How can we help students make connections between
classroom learning and experiences outside of class?

Hutchings (1989) called for a more comprehensive view of learning

assessment that focuses not only on outcomes, but on what students are
learning along the way, and on understanding the context or conditions
under which students learn best. In addition, she argued that assessment
needs to take place within a broader conception of learning which “values
the connections between learning and experience, and the view that aspects
of student growth and development are integrally linked to students’
intellectual development” (p. 4).
Assessment Tools and Instruments

It is clear from a review of the classroom assessment literature that
the concepts of teaching and learning are inextricably linked. Angelo and
Cross (1993) stated that “while learning can and often does take place
without the benefit of teaching - and sometimes in spite of it - there is no
such thing as effective teaching in the absence of learning” (p. 3). Classroom

assessment, as pioneered by Cross, is an approach designed to help teachers
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find out what students are learning and how well they are learning it.
Angelo and Cross (1993) described the approach to learning as learner-
centered, teacher-directed, mutually beneficial, formative rather than
summative, context-specific, ongoing, and rooted in good teaching practice.
The approach is based on the assumptions, among other things, that the
quality of student learning is directly, although not exclusively, related to
quality teaching, and that to improve their learning, students need to
receive appropriate and focused feedback early and often, and to learn how
to assess their own learning.

Angelos and Cross (1993) have developed a variety of classroom
assessment techniques to assist faculty in assessing: (a) course-related
knowledge and skills (i.e., analysis, synthesis, critical thinking, and problem
solving), (b) learner attitudes, values and self-awareness, (c) learner
reactions to instruction, and (d) learner reactions to class assignments,
activities, and materials. It is important to note that the purpose of the
above mentioned techniques is to better understand and to improve the
quality of student learning, not to provide evidence for evaluating or
grading students.

As previously indicated, varied academic objectives, the generality of
quantitative instruments, and the idiosyncratic nature of community
service experiences have made it difficult and impractical to test academic

learning assumptions through any general test of facts or concepts.
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However, researchers such as Coles (1989a), Baxter Magolda (1992) and
Angelo & Cross (1993) have focused less on quantitative measures to assess
student learning and instead emphasized more student-centered approaches
and techniques which more fully consider the learning experience of the
individual student. In other words, these researchers have made attempts
to better understand knowledge and learning from the students’ frame of
reference, rather than from interpretations of statistical procedures.

Robert Coles (1989a) was one of the first researchers to explore the
ways in which stories can provide deep insight into the moral lives of
young people. He suggested that as researcher listens to students’ stories
from their [students] frame of reference, themes and patterns emerge which
reflect the idiosyncratic nature of the individual student’s learning
experience, and offer insight into the moral dilemmas, paradoxes, choices
and ironies with which students are struggling. This technique, first
utilized by Coles while doing his doctoral research in the South in the early
1960s, has been used by service-learning researchers in recent years (e.g.,

Cagenello, 1993) to measure the impact of service on student learning.
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CHAPTER Il
METHODOLOGY

Using a multi-method approach consisting of both quantitative and
qualitative measures, the researcher assessed the developmental and
learning outcomes of students participating in two sections of a
Philosophical Anthropology II course. One section of the course participated
in a service-learning initiative, while the other section performed a library
reference assighment, in lieu of the service: all other elements of the two
sections of the course were the same. The developmental and learning .
outcomes of those participating in the service section of the course were
compared and contrasted with those of students participating in the non-
service section of the course in an effort to determine the relationship of
service to student learning and development. In addition, the researcher
examined differences in developmental and learning outcomes based on
gender.

Research Design
Barticipants

Those examined in this study were students in two sections of a
course entitled Philosophical Anthropology I (Appendices A & B) being
offered at Loyola College in Maryland during the spring semester, 1993. This
course was selected for the study because of its focus on issues of economic

class, poverty, power, and racism, and because the instructor (Dr. Rick
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Boothby) was willing to participate and to provide access to students taking
the course.

Students enrolled in the course based on their interest in the subject,
their desire to take a course from this particular instructor, their need to
fulfill an academic core requirement, and/or because of the course’s
compatibility with their schedules. Students had no prior knowledge of
course or section requirements. Both sections of the course met Monday,
Wednesday, and Friday for 50 minutes, the first from 12:00 - 12:50 pm, and
the second from 1:00 - 1:50 pm. To address the concern that instructors are
often more effective with their second class, the 12:00 pm section was
designated as the service group, and the 1:00 pm class as the non-service
comparison group.

A total of 57 students participating in the two sections of the
Philosophical Anthropology II (28 in the service section, 29 in the non-
service section) completed a demographic information sheet (Appendix C)
administered during the first week of class. To determine if the two sections
were “roughly equivalent,” data collected on the following five variables
were analyzed: gender, age, prior service experience, Standardized
Achievement Tests (SATs), and grade point averages (GPAs). Information
related to academic performance (as measured by SAT scores and grade
point averages) was acquired, with students’ permission, from the Records
Office (Appendix D).
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Service Section

Students in this section of the course were asked to participate in an
ongoing service-reflection experience of approximately 25 hours. This
component included at least 15 hours of an ongoing service experience at a
community agency, maintaining a reflection journal (strongly encouraged),
and writing a four-page reflection-synthesis paper at the conclusion of the
semester as a way of demonstrating their ability to integrate their service
experience with course materials (i.e., lectures, readings, class discussions).
At the end of the second week of class, students submitted a one-page paper
outlining their proposed service experience and how it related to and would
help them understand the content and themes of the course.

The 15 hour minimum service requirement was determined after
much discussion with the course instructor about the role of service in the
class and following an examination of the assessment literature and a cross-
section of syllabi from similar courses as identified in the [ndex to Campus
Service-Learning Courses and Policies (Campus Compact, 1992). The
journal writing was encouraged to assist students in recording their ongoing
thoughts and feelings about the service experience and to aid them in
writing the final paper. While the final reflection paper was reviewed and
graded by the instructor, the journal was not. A number of questions were
designed by the instructor and the researcher to assist students in writing the

reflection paper (Appendix E). These questions, along with a description of



94
the reflection paper assignment, were distributed in-class around mid-term
to help stimulate thinking about the task long before it was due.

The service-reflection component counted for 20% of a student’s
grade in the course. The grades in this component of the course were based
on students’ successful completion of the service experience and on their
ability to integrate their thoughts about the service experience with course
material on the final reflection paper.

Non-Service Secti

In lieu of the service-reflection component, students participating in
the non-service section of the class were required to read two brief
additional philosophical texts on reserve in the library and to write a 5-page
paper on each relating them to other course readings (Appendix F). It was
suggested that students spend approximately 25 hours combined on these
two assignments.

The topics and guide questions for these two papers were developed
by the instructor. The two research papers counted for 20% of students’ final
grade in the course.

Service and Non-Service Sections
With the exception of the interventions described above, all other

components of the two sections of the course were the same.
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This consisted of:

Ongoing lectures by the course instructor, and an occasional
guest speaker,

Assigned readings (eight books and articles),

Ongoing class discussions related to required readings,

Eight short quizzes (10 minutes in length) given throughout
the semester to assess how well students were understanding
the readings,

Audio-visual presentations (e.g., films, slides)

Take-home midterm examination (short essay),

Pre and post completion of moral development (DIT) and civic
and social responsibility (SPRS) instruments, and

Final examination (five medium-length essays).

Research Hypotheses

Based on the three main questions and one exploratory question posed in

this study, the following hypotheses were formulated.

H1.

Students participating in the service section of the course will
demonstrate greater gains in their levels of moral judgment
from pretest to post-test on the DIT than will those students

participating in the non-service section of the course.

Students participating in the service section of the course will

demonstrate greater gains in their commitment to social and
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civic responsibility from pretest to post-test on the SPRS than
will those students participating in the non-service section of

the course.

H3. Students participating in the service section of the course will
demonstrate a greater mastery of course content on the final
examination than will those students participating in the non-

service section of the course.

H4. (exploratory) Differences will emerge in students’ changes in
moral judgment, changes in commitment to civic and social
responsibility, and in students’ mastery of academic course
content based on gender.

Measurement Tools and Instruments
The primary instrument utilized to measure changes in students’
moral judgment was the Defining Issues Test (Rest, 1986a) and the main
instrument employed to measure changes in students’ commitment to civic
and social responsibility was the Social and Personal Responsibility Scale
(Conrad & Hedin, 1981a). The primary instrument used to measure
students’ mastery of course content was the final essay examination.
Secondarily, a number of qualitative methods were utilized for the

purpose of obtaining descriptive, anecdotal information to further
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illuminate and bring to life the effects of the course experience on
participants’ moral, civic and intellectual lives. These methods included:
semi-structured interviews with a representative group of students (7, or
25%) from each class, an interview with the course instructor, and a review
of the results of the College’s standardized course evaluations. To better
understand the impact of the service component on students in the service
section of the course, a cursory review of students’ final reflection papers
and a review of the results of responses to a community service
questionnaire were also conducted.

It is important to emphasize that the qualitative aspects of this study
were not the primary methods employed to determine changes and
differences in participants’ moral judgment, commitment to civic and social
responsibility and mastery of course content, but were intended to
supplement and enrich the data collected and analyzed from the three main
instruments (i.e., DIT, SPRS and final examination).

The Defining Issues Test

The Defining Issues Test (DIT) (Appendix G) was used (pre and post)
to measure students’ changes in moral judgment. The DIT is a paper-and-
pencil test of moral judgment designed by James Rest (1979) and based on
Kohlberg's research on moral development. The test consists of six moral
dilemma stories which require students to consider 12 items about each

dilemma and to rank the four most important items. The text assumes that
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there are fundamental problem-solving strategies for making sense of social
or moral situations, and it attempts to assess how people use different
considerations in making sense of these different moral dilemmas. Moral
judgment scores on the DIT are considered characterizations of the
conceptual tools used by a person to make a moral judgment.

The DIT produces two indices: (1) the P% indicates the ranked
importance of principled statements, and (2) the D score is a composite score
which is an overall index of moral development. Data from over 500
studies using the DIT have been reported making it the largest and most
diverse body of information on moral judgment available. Studies by
Davison and Robbins (1978) concluded that the test-retest reliabilities for the
P and D scores are in the high .70s or .80s.

There are two checks on the reliability of each subject’s questionnaire.
The first is the “M” score. M items are written to sound lofty and
pretentious and have no significant meaning. Subjects who score 8 or
greater on this measure are eliminated from the study. The second check is
for consistency between subject’s ratings (upper left side of the page) and
rankings (the four items at the bottom of the page). Ranked items should
always be higher or equal to those items rated in the top section. If there are
inconsistencies on more than 2 stories or if the number of inconsistencies
on any one story exceeds 8 instances, the subject’s responses are eliminated.

The values for Cronbach’s alpha index of internal consistency are
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generally in the high 70s (.77 for the P score and .79 for the D score). Rest
(1979) contended that while the major interest of the 500 studies tended not
to test the validity of the DIT, the fact that so many of the studies produced
meaningful results (i.e., change in the direction of higher stages of moral
reasoning) indicates that the instrument is a useful measure in moral
judgment research. Thoma (1984) reported that numerous longitudinal
studies have showed upward movement (about ten times more than
downward movement) which could not be explained away due to cohort or
cultural change, or attributed’to testing effects.

The Social and P IR ibility Scal

The Sodial and Personal Responsibility Scale (SPRS) was used to
measure students’ commitment to civic and social responsibility. Designed
by Conrad and Hedin (1981a), the scale (Appendix H) attempts to measure
the extent to which respondents express responsible attitudes toward social
welfare and personal duty, a sense of competence to take responsibility, a
sense of efficacy regarding their ability to fulfill social responsibilities, and
the perception that they do perform responsible tasks in service.

The instrument contains 21 questions with each item rated on a 4-
point scale providing a potential range of full scale scores of 21 to 84. The
items assess the extent to which participants regard a particular facet of
personal or social responsibility as characteristic of themselves. The full
SPRS is divided into two subscales for purposes of analysis. The Social
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Responsibility subscale assesses respondents’ attitudes toward society’s
obligation to meet the needs of others, and the Personal Responsibility
subscale assesses respondents’ perceptions of their personal responsibility,
competence, efficacy, and performance ability toward others in need.

The full SPRS has demonstrated acceptable reliability (Cronbach’s
alpha = .73) as have the two subscales for attitudes toward socal
responsibility at the societal level (alpha = .73) and the personal level (alpha
= .68). The scale’s construct validity is strengthened by its objective scoring
system, random reversal of items to eliminate response bias, and its
standardized administration procedures. Tests for concurrent validity
include establishing correlations between the social responsibility scale and
teacher supervisor ratings on student responsibility. In addition, five
independent judges agreed (.92) on the category placement of the 21 items in
the scale (Conrad & Hedin, 1981a). The SPRS was administered during the
first (Time 1) and final (Time 2) weeks of the course. The SPRS took
approximately 15 minutes to complete.

The full scale SPRS was used on the present study because clear
factors to identify subscales did not emerge from a factor analysis. Reliability
analysis was performed on the full scale SPRS measure for Time 1 and Time
2 resulting in the elimination of 3 items (1,2,17) which failed to correlate
with other items in the scale. The resulting 18-item scale demonstrated

acceptable reliability Timel (alpha = .80) and Time 2 (alpha = .81).
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Ihe Final Examination

Based on the learning objectives of the course (as outlined on the
course syllabus), this essay exam (Appendix I), administered in the final class
session, attempted to measure the degree to which students developed a
mastery of course content within a broader social context. That is, the final
attempted to measure how well students could integrate the knowledge
gained from course readings, class lectures and discussions, with their
knowledge of real-life social issues and problems.

The exam, worth 35% of the course grade, was divided into two
sections; the first (10 points) asked students to identify the correct authors
with eight significant quotations, the second section (90 points) asked
students to write comprehensive essays on five of seven questions
provided. Students were given two hours to complete the exam. In order to
control for instructor bias, all exams were graded anonymously by the
instructor with no knowledge of students’ names or section.

Semi-Structured Interviews

James Rest (1986a) has argued that general, quantitative measures
such as the DIT often misrepresent idiosyncratic, content-specific influences
on students’ growth and development. Therefore, semi-structured
interviews were conducted with a subsample of students in an attempt to
identify many of the nuances and idiosyncracies of participants’ course

experiences, and to gain further insight into the similarities and differences
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which may have existed between students in the service and non-service
sections.

The researcher conducted semi-structured interviews (45 minutes in
length) with seven students from each section (approximately 25% of the
total number of participants) of the course at the conclusion of the semester.
A stratified random sample technique was used to select students who
placed at the low end, middle range, and the high end on the DIT
administered the first week of class (Time 1). Four women and 3 men were
interviewed from the service section, and 5 women and 2 men were
interviewed from the non-service section of the course. All participants
granted the researcher permission to tape and transcribe the interviews.

General, open-ended questions (Appendix J) related to the three
principal questions examined in this study and based on the researcher’s
understanding of the literature related to student development, service-
learning, and dvic and social responsibility were asked of each parﬁcipént.

Instructor Interview

The researcher interviewed the course instructor (Appendix K) at the
conclusion of the semester (for approximately 2 hours) in an effort to solicit
his thoughts about the similarities and differences in the two sections of the
course as they related to the overall quality of the student learning
experience, class dynamics (e.g., student interaction), as well as to his own

teaching style and methodology. The instructor granted the researcher
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permission to tape and transcribe the interview.
College Standardized Course Evaluation

Students participating in both sections of the course were asked to
complete the College’s standardized evaluation form (Appendix L)
administered on the final class day. The form attempts to evaluate issues
related to instruction, course materials, and the overall quality of the
learning experience. The computer generated form is divided into two parts
and asks students to rate their course experience using both a 4- point Likert
scale and short answer responses.

Service Reflection Papers

Students participating in the service experience were asked to write a
reflection paper (four-page minimum) at the conclusion of the service
experience. The aim of the paper was not merely to have students
summarize their service experience, but to encourage them to connect their
experience in the community with ideas and themes they had encountered
in the course readings and discussions. A series of questions developed by
the instructor were distributed to students at mid-semester to help guide
students’ reflection-writing processes (Appendix E).

The instructor graded the service experience based on students’
successful completion of the service experience (assessed in consultation
with service providers), and on students’ ability to link their service

experiences with material read and discussed in class.
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C ity Service Questi .

Students in the service-section of the course were asked to complete a
brief questionnaire (Appendix M) on the final class day as a means to help
evaluate the effectiveness of the service-learning component. The five
questions asked participants to evaluate the quality of their service
experience, how well the service component was integrated into the overall
course experience, and the impact of the service experience on their
attitudes and behaviors.

Data Analysis
Quantitative Analysi

The key variables to be quantified and measured in this quasi-
experimental design were changes over time (Time 1 and Time 2) in the
development of students’ moral judgment and commitment to civic and
social responsibility, as well as students’ mastery of academic course content,
measured once at the end of the semester.

Since the two sections of the course had not originally been equated
by randomization, five variables (age, gender, SAT score, grade point
average (GPA), and prior service experience) were examined to determine
whether the two groups were “roughly equivalent.” Chi-square tests (two
variable) were used to examine the independence of group membership and
gender, and group membership and prior service, and t-tests were conducted

to compare the two groups with respect to age, GPA, and SAT scores.
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Variables that distinguished the two groups (found to be significant at the
.05 level) were used as covariates to help equate and account for differences
between students in both sections of the course.

In an effort to test the hypothesis about the relationship between
community service and students’ changes in moral judgment, and to
determine the extent of change within subjects and differences in change
scores between groups from pretest to post-test, a multivariate analysis of
variance (MANOVA) was performed on participants’ mean scores (Time 1
and Time 2) on the Defining Issues Test, using both the P% (sum of the
weighted ranks of Kohlberg'’s stages 5 and 6) and the D score (composite
score for stages 2, 3, 4, 5, & 6). In addition, gender was included as a second
between-subjects factor in the MANOVA. Finally, between group
differences o‘f males and females in changes in moral judgment were
examined by a group-by-gender-by-time interaction in the MANOVA.

In an effort to test the hypothesis about the relationship between‘
community service and students’ changes in their commitment to civic and
social responsibility, and to determine the extent of change within subjects
and differences in change scores between groups from pretest to post-test, a
multivariate analysis of variance MANOVA) was also performed on
participants’ mean scores (Time 1 and Time 2) on the Social and Personal
Responsibility Scale. In addition, gender was included as a second between-
subjects factor in the MANOVA. Finally, between group differences of
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males and females in changes in moral judgment were examined by a
group-by-gender-by-time interaction in the MANOVA.

In an effort to test the hypothesis about the relationship between
community service and mastery of academic course content, a two-way
analysis of variance (ANOVA) was conducted using final examination
scores as the criterion variable. Gender was included as a second variable in
the analysis. '

Qualitative Analysis

Unlike the quantitative aspects of this study which were utilized to
prove or disprove the three main hypotheses and one exploratory
hypothesis, the qualitative aspects of the study were designed and analyzed
for the purpose of providing additional information about and insight into
the ways in which participants made meaning of their course experiences.
In other words, the researcher focused less on a strict analysis of the changes
and differences in the two sections of the course as they related to moral
judgment, civic and social responsibility, and mastery of course content, and
more on attempting to gain insight into the nuances and idiosyncratic
nature of students’ thoughts, perceptions and stories regarding their course
experiences.

Since the data in this area were considered to be of secondary

importance to this study, the researcher did not engage in a more formal,

rigorous, systematic approach to analysis (e.g., content analysis or
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triangulation). Therefore, the approach employed to analyze the qualitative
data, particularly the data collected in the student interviews, may have
limited the researcher’s ability to observe distinct differences and changes in
participants’ learning experiences and clearly restricted his ability to draw
conclusions from his observations and findings.

The researcher utilized a modified version of the constant
comparative method (Glaser & Strauss, 1967) to examine data compiled
from student interviews. This method emphasizes such tasks as unitizing,
categorizing, filling in patterns, and member checks. Unitizing refers to the
process by which the researcher identifies and records small pieces of
relevant information or “chunks of meaning” which serve as the basis for
defining categories. Categorizing is the process by which units of
information are sorted and divided into groups based on same or similar
content. These groups or categories that emerge from this process are
constantly compared for the purpose of combining, establishing, or filling in
new groups or categories. It is these categories that serve as the foundation
for the conclusions or theory developed by the researcher. The member
check, a process by which the validity of the reconstruction is examined, can
be conducted either by an inquiry team or by returning the reconstructed
data to the respondents for their examination and reaction.

The process used to collect and to analyze the data from the student

interviews was as follows: (a) all interviews were taped and then
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transcribed, (b) interviews were reviewed, both read and listened to
simultaneously, and units of information were recorded (all information
was coded to delineate students’ section affiliation and gender), (c) units of
information were divided into categories through which four major
conceptual themes emerged, (d) units of information and categories were
then examined in an effort to identify similarities and differences which
may have emerged based on section and gender. Due to the distant
relationship of these data to the study’s hypotheses, a member check was not
conducted.

The instructor’s interview was transcribed and reviewed in an effort
to identify major themes in his perceptions of the impact of the study on
students’ learning and development, the classroom environment, and on
his teaching style and methods. Segments of this interview are included in
Chapter IV to provide a general sense of the instructor’s thoughts in each of
these areas.

The College’s standardized course evaluations were compiled and the
mean scores of student responses to each of the 14 Likert scale questions
were calculated and reviewed. A sign test was performed in an effort to
determine the significance of student responses on the evaluation. Student
responses to two open-ended questions were also compiled and examined in
an effort to identify similarities and differences in students’ perceptions of

the overall quality of the educational experience.

»
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All community service reflection papers (service section only) were
graded by the course instructor. The criteria for grading included students’
ability to understand the work of the philosophers discussed in class and
their [students] ability to integrate the course material with their service
experience. The researcher examined students’ grades and reviewed all
papers in an effort to gain some insight into their ability to integrate service
and learning. Anecdotal information was identified for the purpose of
providing examples of students’ work in this area.

In addition, responses on the five question Community Service
questionnaires (completed by service section only) were compiled and
examined in an effort to better understand students’ own perceptions of the
degree to which the service-learning component enhanced their
developmental and learning experience.

Adams (1981) and Sadler (1981) have both identified a number of
limitations and constraints to conducting and making sense of qualitafive
research considered relevant to this study such as the researcher’s tendency
to: (a) anchor conclusions based on first impressions, (b) be overwhelmed by
the sheer volume of the data, (¢c) ignore information that conflicts with
already-held hypotheses and to emphasize that which confirms them, and

(d) to devalue something for which some information may be missing or

incomplete.
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CHAPTER IV
DATA ANALYSIS

This chapter presents the results of the tests of the proposed
hypotheses using the data obtained from both quantitative and qualitative
measurements. First, demographic information about the participants is
presented followed by the results of chi-square tests and {-tests undertaken to
determine the relative equivalency of the two groups on certain potentially
confounding variables. It then moves on to consider the three main
research questions by examining the three hypotheses in light of statistical
results obtained on analyses of the Defining Issues Test, the Social and
Personal Responsibility Scale, and on the final essay examination.

Additional information obtained from the analysis of semi-structured
interviews conducted with 14 students (7 from each group), an interview
with the course instructor, and student responses to the College’s
standardized course evaluations is then presented in an attempt to respond
more fully to the questions posed in this study. Finally, some summary
thoughts about students’ final reflection papers and their responses on the
community service questionnaires (both completed only by students
participating in the service section) are presented to illuminate further the
influence of the service project on student learning and development.

Results pertaining to the fourth exploratory question and supporting
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hypothesis related to gender differences will be discussed throughout this
chapter.

Demographic Information
A total of 57 students (41 women and 16 men) participating in

Philosophical Anthropology II completed the demographic information
sheet in class during the first week of the Spring semester, 1993. Twenty-
eight students in the service section, 7 men and 21 women, chose to
participate in the study (2 students in the service section of the class declined
to participate). Twenty-three of the students were Caucasian (82.1%), two
were Asian American (7.1%), and three were African American (10.7%). All
students were between the ages of 18 and 22, with the mean age being 19.32
(SD=.77).

The non-service section had a total of 29 students, 9 men and 20
women participating in the study. Twenty-six of the students were
Caucasian (89.7%), one Asian American (3.4%) , one African American
(3.4%), and one referred to himself as other (3.4%). All students were
between the ages of 18 and 21, with the mean age being 19.10 (SD=.82).

Twelve students (42.9%) in the service section reported that they had
performed less than one hour per week of community service in the past
year, while 15 students (53.6%) reported to have done at least one hour per

week of service in the past year. In the non-service section, 6 studenfs

(20.7%) had performed less than one hour of service per week, while 23
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students (79.3%) had participated in at least one hour of service per week in
the past year. The mean SAT score for students in the service section was
1041.15 (SD=124.58), and their mean grade point average (GPA) was 2.87
(SD=.66). The mean SAT score in the non-service section was 1048.15
(SD=103.26) while their mean GPA was 2.95 (SD=.70).
Group Equivalency Tests

In an effort to determine whether the two groups were “roughly
equivalent” on characteristics or experience that could potentially confound
the study, five variables were analyzed (gender, prior service, age, SAT
scores, and GPA). The results of chi-square tests (see Table 4.1) to determine
the independence of group membership and gender, and group
membership and prior service indicated that neither relationship was
significant at the .05 level. Results of t-tests (see Table 4.2) conducted to
compare the two gioups with respect to age, SAT scores, and GPA also
proved to be insignificant at the .05 level, and, therefore, none of the five
variables used to determine the equivalency of the two groups were used as
co-variates in performing the multivariate analysis of variance tests

(MANOVAS) and the analysis of variance (ANOVA).
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Table 4.1
Results of Chi-S Tests C ing Servi
and Non-Service Groups,
Yariable Chi-Square Value df B
Group membership 25 1 61
and gender
Group membership 3.62 1 06
and prior service
Table 4.2
Results of t-tests C. ing Servi
and Non-Service Group
Yariable  Serv. Mean (SD) Non-Serv, Mean (SD) t -]
Age 19.32(.77) 9.10(.82) -64 52
SAT 1041.15 (124.58) 1048.15 (103.26) -63 53

GPA 2.87 (.66) 2.95 (.70) -1.19 24
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Tests of Hypotheses
Gains in Moral Iud I
The first hypothesis tested is as follows:

HL  Students participating in the service section of the course will
demonstrate greater gains in their levels of moral judgment
from pre to posttest on the Defining Issues Test (DIT) than will
those students participating in the non-service section of the
course.

The Defining Issues Test

DIT Reliability. A total of 17 students were eliminated from the DIT
analysis when they failed to meet one or more reliability and consistency
checks mandated by Rest (1990). Three students in the service section of the
course failed the consistency check by registering M (meaningless) scores of
greater than 8.0, and 14 students (7 from each section) were eliminated from
the DIT analysis when their rankings proved to be inconsistent with their
ratings scale (Rest, 1990, p. 4).

Although the high percentage (23%) of students eliminated from this
study raised questions about the assumptions regarding the normal
distribution of scores for such a sméll number of participants, tests for
skewness and kurtosis revealed the scores to be within acceptable limits. In
an effort to determine the extent of change within groups and the

differences in change scores between the two groups, a multivariate analysis
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of variance was performed using pre and post scores on the P% (sum of the
weighted ranks given to Kohlberg’s Stages S and 6) and the D score
(composite score for Stages 2, 3, 4, 5a, 5b, & 6).

DIT Results. Results of multivariate analysis of variance, with Time
1 DIT scores and Time 2 DIT scores entered as dependent measures, indicate
that overall, participants taken together failed to demonstrate a significant
gain in levels of moral judgment from pretest to posttest as measured by
mean scores on the P%, Difference = 4.32, F(1,33) = 3.40, p = .074, and D score,
Difference = 9.05, F(1, 33) = .41 p = .528 (effect for time in Tables 4.3 & 4.4).
There was, however, a significant group-by-time effect for P%, F(1,33) = 4.14,
p = .050, such that non-service section students showed a significant increase
in P% of 6.74 from Time 1 to Time 2, t (40) = 2.96, p = .008, whereas students
in the service section showed no significant change, contrary to prediction.
There were no other effects for the P%. In addition, there were no
significant findings in the prediction of D score changes for group-by-time,
gender-by-time, or group-by-gender-by-time effects. Thus, the results of the
Defining Issues Test, depicted in Tables 4.3 and 4.4, show that there is no
support for the first hypothesis nor for the fourth exploratory hypothesis
related to gender differences.



Source

Time

Group x Time
Gender X Time
Group x Gender

x Time

Error

Source

Time

Group x Time
Gender x Time
Group x Gender

x Time

Table 4.3
Results of MANOVA Analyzing Changes
in P% in the Defining I Tost
SS df MS E
162.54 1 162.54 340
197.87 1 197.87 4.14
10.24 1 10.24 21
95.34 1 95.34 2.0
1575.44 33 47.74
Table 4.4
, .
MMMW&DMH 5 i the Definine I T
SS df MS E
523.77 1 523.77 A1
932.47 1 932.47 T2
34 1 34 00
537.50 1 537.50 42
42573.62 3 1250.11

Error

116

2 8

167

528
401

987

523
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Gains in Civic and Social R ibilit
The second hypothesis tested is as follows:

H2. Students participating in the service section of the course will
demonstrate greater gains in their commitment to civic and
social responsibility from pre to posttest on the Social and
Personal Responsibility Scale than will those students
participating in the non-service section of the course.

The Social and P IR ibility Scal

A multivariate analysis of variance was performed to compare the
pre and posttest scores of participants in an effort to determine the effects of
group membership and gender (Hypothesis 4) on changes in SPRS scores.
Results shown in Table 4.5 indicate that participants in both groups
experienced no significant gain from pre to posttest at p <.05. Differences
failed to emerge with respect to gender as well. Thus, the results of the
SPRS, shown in Table 4.5, provide no support for the second hypothesis nor
for the fourth exploratory hypothesis.

Mastery of Academic Course Content

The third hypothesis tested is as follows:

H3. Students participating in the service section of the course will
demonstrate a greater mastery of course content on the final
examination than will those students participating in the non-

service section of the course.
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Table 4.5
, ,
5 WW the Social and P LR ibility Scal
Source SS df MS E R
Time 2.95 1 295 47 497
Group x Time 1.55 1 1.55 25 622
Gender x Time 7.16 1 7.16 1.15 293
Group x Gender
x Time 2.83 1 2.83 45 S06
Error 187.49 30 6.25
The Final Examination

The final essay examination attempted to measure students’
knowledge of the material presented in class, focusing on the degree to
which students could connect their thinking about the philosophical
readings to a much broader social context. The exam was cumulative in
nature and consisted of eight multiple choice questions worth a total of 10
points, and five medium length essay questions worth a total of 90 points.
The instructor graded the exams with no knowledge of students’ identity or
course section. Results of a two-way analysis of variance (Table 4.6) indicate
that there was no significant difference between the grades attained by
students in the service section (mean score, 78.04) and those of the students

in the non-service section (mean score, 78.82), F(1,36) = 1.097, p = .302. In
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addition, there was no significant effect found for gender nor a significant
group-by-gender effect. Thus, the results of the final examination, depicted
in Table 4.6, show there is no support for the third hypothesis nor for the
fourth exploratory hypothesis.

Table 4.6
Results of ANOVA Analyzing
Grades Received on Final E E inati
Source SS df MS E R
Group 87.007 1 87.007 1.097 302
Gender .004 1 .004 .000 995
Group x Gender  42.066 1 42.066 530 471
Error 2855.021 36 79.306
Qualitative Analysis

Although quantitative analyses failed to provide support for any of
the three principal hypotheses and one exploratory hypothesis, qualitative
data presented in the next section of this chapter suggest that a number of
differences, albeit subtle, may have existed between the learning experiences
of students in the service section and those of students in the non-service
section of the class.

The qualitative data discussed in the next section consist of the results

of semi-structured student interviews, an interview with the course
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instructor, the College’s standardized course evaluations, and data from
service section students’ final reflection papers and responses to a
community service questionnaire.

Semi-structured Interviews

Fourteen students, seven from each section of the course, were
selected to participate in the interview process based on their pretest scores
on the Defining Issues Test (2 with lower scores, 3 with medium range
scores, and 2 with high scores). All participants were Caucasian and between
the ages of 18 and 20. The service section was represented by 4 women and
3 men, while the non-service section had 5 women and 2 men. The 14
interviews (lasting approximately 45 nﬁnutés each) were conducted
individually during the final week in the semester.

The 11 interview questions (Appendix J), constructed by the
researcher, were designed to elicit information regarding similarities and
differences in the learning experiences of those in the service section and
those in the non-service section of the course. Specific references to and
follow-up questions about community service were made only after the
topic was introduced into the conversation by students.

Utilizing a modified version of the constant comparative method
(Glaser & Strauss, 1967) described in Chapter III, the researcher identified
four major themes in the student interviews: (a) general impressions of the

course, (b) connected learning, (c) issues related to compassion and empathy,
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and (d) issues related to responsibility and efficacy. Each of these themes is
discussed in turn below.

General Impressions of the Course

The general impressions theme refers to students’ perceptions of the
learning environment. This includes students’ impressions of the
instructor’s effectiveness, their levels of satisfaction and enthusiasm
regarding course material, as well as their perceptions about the degree of
difficulty and challenge involved in the academic experience.

Interviews indicated that students in both sections found the course
overall to be enjoyable, interesting, and a very meaningful educational
experience. One student in the service section commented: “This was the
best class I’'ve ever had. This course has given me things to relate so many
of my thoughts to.” One student in the non-service class asserted: “The class
was harder than most, yet it was very interesting.” There was also
consensus among students interviewed from both groups that the instructor
was an outstanding teacher and that he did a tremendous amount to help
students to make sense of the material. Typical of the comments found in
this area were the following:

The instructor does a great job of helping you to make sense of the

material. I'd rather be challenged in his class than take another
philosophy class for an easy A. (service student) ‘

It's easy to pay attention because he [the instructor] makes it so
interesting. He makes you want to learn, be informed, and to be
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educated about philosophy and about issues in general. (non-service
student)

However, differences between the two groups of students interviewed
did emerge in regard to the perceived degree of course difficulty. Only 1
student in the service section of the course referred to the work as difficult, 4
students referred to it as average, and 2 students found the work to be less
difficult than others they had taken at the College. In contrast, 5 out of 7
students in the non-service section referred the course as difficult, 2 referred
to it as about average, and no students found the course to be less difficult
than others they had taken at the College. One student in the service section
stated: “The course stimulated me to question the way I think about things.
My interest is a lot greater in the material so I guess the course didn’t seem
as difficult.” One non-service student commented: “Philosophy is so
abstract, sometimes the reading is pointless because I don’t understand it
until he explains it in class.”

When asked to identify the most beneficial aspect of the course, 5 of 7
students in the service section stated that the community service project was
most beneficial. As one student stated, “the community service project was
important because it provided us with an opportunity to see some of what
the authors were really talking about.” There was no consensus, however,
among those interviewed in the non-service section about the most

beneficial part of the course; responses included the instructor’s style (2), the
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readings (2), and American Pictures (2) (a multimedia presentation on
poverty and racism viewed by both groups). One person suggested that
actually writing the papers was most beneficial.

Connected Learning

The connected learning theme refers to the degree to which
participants demonstrated an ability to make sense of the material read and
discussed in class within their own life experiences.

Interview data showed that the course experience challenged and
expanded the thinking of students in both sections. Typical of service
student responses were the following:

I find myself more critical of people who are ignorant. For instance,

my manager at work is so self-absorbed. He thinks his problems are

the most important in the world, he can’t function because of his

problems. I tend to see a broader scheme of things, and to see
problems much worse than his.

As a result of having taken this course I tend to see both sides of
issues.

There is no one reason why things are the way they are, and there are
no simple solutions.

I learned that my way isn't the only way to view a problem. There are
other ways to look at things to help solve problems.
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Typical of the responses from students in the non-service section
were the following:
When you deal with philosophy, more things are brought up that
confuse the issues.

The course has taught me to look below the surface in everything you
read and everything you look at and try to see the real meaning of

things.

The nature of the class really makes you think about things in
general about how things work and about life. It makes you realize
how petty and how much emphasis we place on things that are
irrelevant and unimportant in the bigger scheme of things.

As a result of taking this course I find myself questioning and
thinking more about issues, rather than just accepting things as they
are.

However, students in the service section were slightly more likely to
cite and to integrate the work of the philosophers’ into their own thinking.
That is, students interviewed from the service section made on average
three attempts to integrate philosophers work into their own thinking,

while non-service students made on average two attempts to do so. Typical

of the responses from service students were the following:

My beliefs and values about social issues and problems change daily.
You read the material, you reflect upon your beliefs and everything
you know,... the actions that you make, or thoughts that you have.
The course contributed to a personal system of checks and balances. 1
often found myself asking the question, what would Freud and
Nietzsche have said if they had seen me in my role as a tutor?
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I've always wanted to go out and help the homeless... and the
community service project was something to kind of kick me in the
butt to get me out there to do it. I think it related to Nietzsche when
he said that we often do something moral for immoral reasons.
Many of us were doing the community service project to get a good
grade, not to go out and just help people.

The semester, I've tried to relate all of the philosophers to my own
life. I've tried to think about why I do things and why other people
do things. For instance ['ve tried to tie a dying AIDS patient’s faith in
God to Freud.

Typical of the responses from non-service students were the

following:

Marx, what he thinks of the work ethic and things like that I found
that I could apply to my views of things. I don’t remember a whole
lot of it, but the idea of the upper class-lower class struggle and things
like that.

Many of the readings made you realize how badly people have been
screwed over.

Marx helped to broaden my awareness of what is going on between
the poor and the wealthy.

Gosh, I don’t know, I guess I never really thought about it.

It is noteworthy that 4 women (3 service, 1 non-service) mentioned
that their strong religious beliefs (Catholic) made it difficult for them to
consider fully the perspectives presented by non-Christian philosophers.
Typical of the comunents from these students were the following:

I have very strong Christian values...therefore it's hard to get a grasp
of a philosophy which challenges my basic religious beliefs.
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I've been raised a Catholic all my life and a lot of what we talked
about was completely opposite of Catholic teachings.

I grew up in a Catholic family, and, therefore, there are some issues I
feel very strongly about and won’t change like abortion. I don’t agree
and [ don't trust a lot of the philosophers we read in class.

I had a hard time with many of the philosophers’ thinking about
religion. I'd call home and tell my mother about it and she would teil
me not to read the material.

Empathy

The empathy or compassion theme refers to the degree to which
students’ perceptions of self are embedded in their understanding and
relationships with others, particularly with those who are poor or
marginalized in our society. Gilligan (1982) referred to empathy as the
degree to which individuals “experience another’s needs or feelings as one’s
own” (p. 8).

In response to questions which asked participants to discuss ways in
which the course challenged or changed their thinking about people
somehow different from themselves (e.g., culturally, racially, socio-
economically), service students tended to cite specific examples of their
personal encounters with others and to demonstrate a more empathic or
compassionate view toward those most disenfranchised in society, while
students from the non-service section of the course tended to speak in
generalities and more abstract terms about their interactions with and

learnings about people different from themselves.
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Typical of the responses to this issue from service students were the
following:

It really hurt me to see people with less in hard times as with the
homeless people. I think it's because I've always tried to relate
myself to them.

It was really hard for me, I mean I think I learned a lot from the
experience...but I don’t know if I gave enough of myself. I was afraid
to interact that much with the people [AIDS patients] because I didn’t
want to get attached for fear that our relationships would end in
death. I learned so much about myself and about people suffering
with AIDS from this experience. I learned that I'm not as secure in
my emotions as [ thought and that there are a lot of people really
hurtding and a lot of people who are helping and loving those most in
need.

Words are nice and everything, but when you meet people different
than yourself you really see a lot more. It’s easier to see someone’s
frustrations and understand their condition than just reading about
them. I get a feeling of why they think the way they do.

I felt so guilty because I have so much and they have so little.
However, just talking to them [people living on the street] made me
lose a lot of my guilt feelings and to try to get to know them as

people.

Non-service students’ responses to questions asking them about their
thoughts and feelings about people who differ from them included the
following:

I don’t discriminate and I don’t see how I could be any less racist.

I can’t really think of a time when I thought about these issues,

however, some of the readings helped to increase my awareness
about the extremes, both the poor and the wealthy.

Many of the readings made me realize just how bad people have been
screwed over.
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I really experienced no change in my thinking about others, however,

the course did expose me to other ways of thinking and, therefore, |
came to understand where others are coming from.

I never really thought about it. I guess the course has helped be to be
aware of under-privileged and extremes of both wealth and

poverty.

Gilligan and Wiggins (1988) asserted that “empathy and concern
about feelings, once seen as the source of limitation in women’s reasoning,
are now viewed as the essence of morality but not longer associated
particularly with women” (p. 111). Delve et al. (1990) and Nolan (1984) have
indicated that empathy or compassion are critical to students as they seek to
develop more complex, mature views of themselves and of their

connectedness and commitment to others.

Level of Responsibility and Efficacy

The fourth theme refers to the degree to which students articulated
their understanding of complex social issues and problems, their
commitment to help resolve these issues and problems, and the extent to
which they believed that they could make a difference. Such responses tap
many of the issues the Social and Personal Responsibility Scale (Conrad &
Hedin, 1981a) purports to measure.

Although all students interviewed believed that they had some sort
of responsibility to help address societal problems, students in the service
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section tended to expx;ess a greater commitment to working in their
communities to help resolve social problems, and tended to be more
convinced that their efforts could make a difference than did students in the
non-service section of the course. Service students’ comments on these
issues included:
Handing out sandwiches isn’t going to change the world or change
their [homeless] being there. However, everyone has a responsibility
to do something. If it's not going out in the streets, it could be writing

letters to their congressman or getting into government to try to
change the structure of the system.

You can’t help but think that something major has to be done when
you see those people in the city jail. If we don’t do something, we are
going to have all these people out there either in jail or just lost in
life.

I'm really tired of hearing people criticize the status quo... and not
really doing anything about it! My goal now is to help find solutions
to our problems.

The responsibility is to think about the issues and to then decide your
own personal response to them.

It's not a responsibility but an obligation to help others. An obligation

to at least think about the solutions to problems.

Comments from students interviewed from the non-service section
of the course included the following:

I think people should have a sense of responsibility, but I'm not sure
how the course had anything to do with this.
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I think so, I think we could make a difference by just getting
involved even though I'm not a volunteer.

Not really. There are some things you just can’t change.
It depends, I think. I guess it depends upon your effort, what you put
into it.

It's not really a responsibility, just if you happen to feel something is
right, do it.... It's hard for any one person to really make a difference.

We should all try to be responsible for each other in some way or
another.

I have a responsibility to others because I've gone to college and I
come from a middle-class background. It’s not a responsibility I feel I
owe to society, but a responsibility to myself.

Things should matter to us, even if they don't affect us personally.

I almost think that I could make a difference through my writing.

Sometimes I sit in class and think, maybe I could write books and can

change people’s minds and make the world a better place.

Five students in the service class stated that they believed their
involvement in the community could make a difference, while two
students in the non-service class believed that their involvement could
somehow positively affect society. Most students interviewed in the non-
service section were unsure about whether their involvement could make a
difference.

In summary, although neither significant nor dramatic differences

among students interviewed in the two sections emerged, the data suggest
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that there may have been some, more subtle, differences and nuances
between the learning experiences of those students in the service section
and those in the non-service section of the course.

Interview data suggest that service students were more likely than
non-service to find the course experience less difficult, were slightly more
likely to integrate course readings into their own thinking, tended to have
greater personal connections with and a more empathic view of others,
were somewhat more committed to getting or staying involved to help
resolve social issues, and were more likely to believe that their efforts could
make a difference in the community.

The richness and power of the stories told by students interviewed in
the service section of the course was also quite evident. Their first-person
accounts of their struggles to make sense of injustices and complex socal
problems was quite impressive.

Instructor Interview

A semi-structured interview was conducted with the course
instructor immediately following the conclusion of the semester. The
interview was designed to elicit information from the instructor about his
general impressions of the course experience, his perceptions of the
differences and similarities between the two sections, and his more general

thoughts about integrating community service into the classroom. The



132
interview, which lasted approximately two hours, was taped, later
transcribed and analyzed to determine basic themes.

It was clear from the interview that while the instructor had found
the experience to be both meaningful and worthwhile, he had also found it
to be a bit cumbersome and somewhat of a constraint on his teaching. He
commented:

I didn’t do as good a job at integrating the service because I hadn’t

worked with this before and because I was concerned about focusing

too much on the service section of the class. I feel as though I got
hung up on trying to keep the two groups equal, with the exception of
the community service and library experience. I couldn’t spend

enough time helping service students integrate their experiences
outside the classroom.

The instructor also felt as though students in the service section may
have found their course experience to be more meaningful than those in
the non-service section. While his reasoning on this issue seemed
somewhat vague, he commented:

I think there was a perception in the service section that there was a

special involvement, which oddly enough involved me. Although

in fact I was not involved, the fact that I was asking them [service

section] to go out into the world and have these experiences created a

little bit more of a special atmosphere. The irony is that while I felt

better in the first class, I think I did a better job teaching in the
comparison group.

While the instructor had no knowledge of the results of the paper

and pencil measures, student interviews, or course evaluations at the time
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of the interview, he indicated that he had detected clear differences between
the two sections of the course. He stated:

There was clearly a difference in the tone of the two classes. The
service class was more participatory, tended to show-up for class more
often (instructor perception), was more alert, more open, and more
plugged into what was going on {than those in the non-service class].
My general impression is that the service experience was very
successful, however, I'm not fully confident in saying that service was
the only key variable. [Instructor was unsure of other contributing
variables.]

The instructor appeared to be most impressed with the quality of the
final reflection papers submitted by students in the service section. He
stated:

In the reflection papers, students appeared to be more open to
wrestling with complexities and ambiguities than in almost anything
I have seen from students. It surprised me in large part because their
efforts outdistanced what I felt we had prepared them for. I felt as
though I was sending them out more or less on their own to see what
they could make of it and they did well.

He commented further:

The papers were an impressive display of writing. Students seemed
to own the material, to really have something to write about,
something they felt in their guts to write about. The voice was direct,
and that translates, as it often does, into better prose. They did a good
job of bringing their course readings to bear and in a way that wasn't
artificial and simply external.

In response to the results on the final examinations the instructor

stated:

The key to pedagogical success or in any measure of academic mastery
of course content is how deeply that content registered relevantly to
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their own sort of personal grounding, so that they can relate it to their
lives, so that they can see around themselves, so that they can
replicate it outside of class. I think that's what my exam failed to
measure. However, while the results of the final exams appear to
indicate that students in both sections did remarkably about the same,
my intuitive impression was that the people in the service group had
some greater feeling for the readings, they had a deeper kind of
personaily relevant connection to the philosophical texts.

It was clear from the interview that although the instructor had not
previously integrated service into his courses, he had come to believe that
service could have an important role to play in the classroom environment.
He stated:

I think the experiential dimension, where you confront some real
“otherness” in their own experience, is conducive to setting up the
fundamentally philosophical situation, mainly that you are stopped
up short in front of something that is undeniably significant but that
you feel you don’t really understand. You then have to struggle to
say, what the hell’s going on here? What's this about? It challenges
the categories and that seems to me to be the fundamental
philosophical mystery.

In discussing ways in which the experience could be made more
meaningful in future course, the instructor suggested five things:

(1) teach not only the philosophers but include readings about
those that have tried to live the work of the philosophers (e.g.,
Dorothy Day),

(2) increase the service component from 15 to 20 hours,

(3) sharpen the definition of service to specifically mean contact
with disenfranchised or marginalized people,

(4) more explicitly make the theme of “otherness and what it
means to confront the other” the guiding thread of the whole
course experience, and




135

(5) personally [the instructor] get involved in the service

experience.

While the primary instruments in this study used to identify
students’ growth and development failed to detect significant differences
between the two sections, the instructor appeared to be quite convinced that,
in general, the educational environment in the service section of the class
was more conducive to learning than was the environment in the non-
service section of the course. In regard to learning outcomes, he postulated
that students in the service section tended to demonstrate a deeper
understanding of their relationships with “others” (a major theme of the
course), a more complex understanding of social issues, and an
understanding of course readings within a broader social context than did
students in the non-service section of the course.

The instructor’s enthusiastic embrace of the concept of integrating
service into the classroom and his willingness to advance the thinking
about specific ways in which to improve student learning from this
integration appeared to reflect his belief that the service component did
make a difference in advancing the goals and objectives of the course. This
is somewhat remarkable given the fact that the instructor was hesitant to

integrate service into his classroom prior to the study.
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College Standardized Course Evaluation

Students in both sections of the course were asked to complete the
College’s standardized course evaluation forms (Appendix L). The
computer generated form is divided into two parts. Part one asks students
to rate their course experience in 14 areas using a 4-point Likert scale (4
indicates that students strongly agree with the question,1 means that
students strongly disagree with the statement). Students participating in the
non-service section were asked to respond to two additional questions (15
&16) in this first part regarding their thoughts about the library assignment,
given in lieu of the service component. In the second part of the
evaluation, students in both sections were given an opportunity to identify,
in short answer form, their perceptions of the major strengths of the course,
as well as their thoughts about ways to improve the course.

The results of the evaluations indicate that students participating in
the service section of the course rated their overall educational experience
more favorably than students participating in the non-service section on all
14 questions in the first part of the evaluation. Questions on the evaluation
dealt primarily with issues related to pedagogy such as teacher effectiveness,
course readings and assignments, and overall classroom environment.
While the differences in the mean scores on each question were quite
modest (service, 3.74; non-service, 3.56), a sign test indicated that the

probability that the service section responses would be higher on all 14
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questions if there really was no difference between the two sections is .0001.
The responses to questions 15 and 16 indicated that while students in the
non-service section believed their library assignment was somewhat
relevant (18 students, 64%), an overwhelming number of them (20 students,
71%) would have preferred the community service assignment.

In the second part of the evaluation, students in both groups
indicated that the instructor was the most positive ispect of the course.
Seventy-seven percent of students from the service group listing comments
in this section mentioned the instructor as the most positive aspect of the
course, while 68% of non-service students responding to this question stated
that the instructor was the major strength of the course. Students, in
general, were impressed by such things as his grasp of the material, his
ability to articulate the words of the philosophers in language they could
understand and relate to, and his energy and enthusiasm for the material.
Students in the service section (46%) identified the community service
component as their second most positive course experience, while no clear
second choice emerged from students in the non-service section.

Community Service Reflection Paper

Students in the service section of the course were asked to write a
paper (4 pages minimum) that not only presented or summarized their
community service experience, but one that connected their experience in a

community service placement with themes they had encountered in
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readings and discussions in the course (PL 202, syllabus). Although the
paper was not due until the final week of class, a sheet that detailed the
objectives and provided guide questions for the assignment was distributed
mid-way through the semester in order to assist students in formulating
their thoughts about the connections between their class and community
experiences. Students were also encouraged to keep notes about their
service experiences throughout the semester to assist them further in their
efforts to write the reflection paper.

All 29 papers were read and detailed notes and anecdotal information
were recorded in an effort to get a general sense for how well students were
able to integrate their service experiences with class readings and
discussions. Much like the response of the instructor, this researcher was
struck by the quality of the students’ writing and the power of their stories.
Their candor regarding their feelings about the service experience, their
willingness to struggle with their perceptions of others quite different from
themselves, and their ability to integrate their thoughts about service with
the course readings and discussions were profound.

Typical of students’ responses were the following:

People choose to ignore the homeless because they remind us that

something is wrong with society and perhaps with ourselves. If we

truly admitted it, we would realize that each one of us could do

something to help or even change their situation. In admitting this,
however, we suffer a loss of self-respect, which makes us anxious.
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The experience made me realize just how unfair the economic system
is. It would be very difficult for these women to get out of poverty for
many reasons. Many don’t have foundations to build upon, like an
education, others have been abused and beaten, likely to need
counseling. This capitalistic system alienates these women from
other people.

These were people just like me, with a little less luck. I couldn’t feel
better about myself for helping either. I wasn’t helping out of a self
motivated desire, but in order to get a good grade. One man even
asked if we were there for a project and I denied it, ashamed I hadn’t
done this on my own. Nietzsche would say I was doing something
moral for immoral reasons. He would criticize the entire community
service project because people participated for selfish reasons. And
when confronted, I was dishonest, refusing to recognize my
selfishness. For Nietzsche, who believed in the morality of honesty,
this was the ultimate crime.

One student, who entitled his paper “Instigating Nietzche's
Thunder,” imagined himself lying awake in bed reflecting on his service
experience as Nietzsche and Freud screamed challenges to him from the

closet.

Stop fooling yourself, son! Had it not been for the instructor’s
insistence that you participate in a community service project, you
would have never considered volunteering your precious time in the
inner city. You’re just like those groveling followers of Christianity
who lead subservient lives in order to appease their almighty God.
Guilt is the motive of your pathetic actions!...Let us not forget, that
Christianity is a deception where the promise of a heavenly utopia
has deprived mankind the value of the body, and has rotted its soul
with guilt, pity and power.

Students were also quite perceptive in their discussions about issues
related to reciprocal learning. Typical of students’ responses were the

following:
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It really struck me that these men are human beings, not just the
stereotypical bearded object that you have to step over on the
sidewalk.

I gained a new respect for these people through this project. In a
sense, they are better than me. They endure more hardships than I
ever could.

I came away from my service experience with the vast realization of
all my prejudices and corresponding behaviors.

My attitudes towards the underprivileged has changed drastically
since my service experience...These people are no different than the
rest of us and they need to be treated that way.

While I continuously want to change the lives of the people I am
serving, in actuality it is I, the person doing the community service,
that changed more from this experience.

Each time I left that corner on Baltimore Street I felt that I was the one
who benefitted most from the service, not the guy I handed a
sandwich and a cup of coffee to.

The grades on the paper (17 A's, 10 B's, 3 Cs) reflected the instructor’s
high degree of satisfaction with students’ abilities to integrate their service
experience with course readings and discussions. While there was virtually
no difference between the grades women [mean = 88.18] received on the
paper and the grades of men [mean = 89.62]), a few more subtle distinctions
between the two groups appeared to emerge. First, women students tended
to discuss more openly their fears, anxieties, and vulnerabilities

surrounding the service experience, and second, women students tended to
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become more attached or connected to those they were serving than did the

men.

Of interest was the fact that the three African American women
students appeared to approach the assignment quite differently. While the
vast majority of the white students emphasized the authors Nietzsche and
Freud, the three Black students focused almost exclusively on the writings
of Martin Luther King Jr (MLK Jr.) One student commented:

I chose to relate my community experience to MLK Jr. because he’s
African American, and his views (quite a few of them) and my views
are equivalent. We both have heard about and seen the constant
struggles of our Black people.

The Black students also appeared to connect on a much deeper, more
personal level with those in their service experience than did the White
students. One black student wrote:

Helping those children was a way of constantly reminding me that

black people are still faced with the fight against injustice and

prejudice. It was a way of reminding me of what is at risk if the fight
is lost- both for our children and our future.

In addition, the three African American students spoke much more
passionately about their commitment and sense of responsibility to help
resolve many of the problems that plague society. One student wrote:

Not only could they be like me, but if not for the grace of God I, too,

could be like they are now. Knowing that so very little changes after

my community service is over, is a harsh-stinging reality. These
people have done nothing to deserve their plight, but have tried
almost everything to change it. Working at this site had further
rooted my conviction to do everything I can to help my people and all

those who suffer this similar oppression and disappointment by the
American system.
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While there are no comparative data available from students in the
non-service section of the class in this particular area, a review of the
reflection papers revealed much about the quality of the service-learning
experiences and about students’ ability integrate their service with course
readings and discussions.

Noteworthy is the fact that a review of the papers written by those
interviewed for this study suggests that students were much more successful
in connecting their service experiences with the course material on paper
than they were in trying to verbalize the connections during the taping.

C ity Service Ouesti .

Twenty five students in the service section of the course completed a
short questionnaire (Appendix M) distributed by the instructor at the end of
the semester. The evaluation asked students to respond to five questions
related to their community service experience. Students were invited to
check the response that best fit their opinions and to add any additional
comments after each question.

A review of the responses to the questionnaire indicate that all 25
found the service component to be very useful, with all but 1 student
indicating that she or he may continue serving in the community
placement after the conclusion of the course. In addition, 17 of the students
indicated that the community service experience had positively inﬂﬁenced

their attitude toward and interest in community service in general.
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Although 14 of the respondents indicated that the service component was
well integrated into the content of the course, 11 students suggested that the
integration could have been done more effectively.

Clearly the responses indicate that the service component was a
valuable part of the course experience, helping the vast majority of them
(71%) to develop further their commitment to working with those

marginalized in society.
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Table 4.7

Results of Students” Responses
to the o ity Service Ouestionna

Question 1. How would you rate the community service project
component of the course?

All 25 students who responded to this question checked the highest
response indicating that the community service project was very
useful and should remain in the course.

Question 2. Do you plan to work in the future at the community site
where you did your project?

9 students indicated that they would continue working at the site
15 students indicated that they might return to work at the site
1 student indicated that she had no plans to return to the site

Question 3. Did the project change your attitude toward and
interest in community service in general?

17 students indicated that the community service project got them
more interested in doing community service.

7 students indicated that their level of interest was unchanged.

0 students indicated that the project had made them less interested in
doing community service.

Question 4. Was the service component integrated into the content
of the course?

14 students indicated that the service component was well
integrated into the course.

11 students indicated that they were able to make some connections
between their service project and the course content.

0 students indicated that they were unable to make connections
between the service and the course content.

Question S. In general, what were the greatest strengths and
weaknesses of the service component as you experienced it?
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Strengths:

. The paper was a great way to evaluate how philosophy and
service come together.

. Helped to bring the writings to life.

. It did more good for me as a person than any reading ever
could

. It made me do a lot of thinking

. It helped me to become aware of problems not related to me
and how they fit in with philosophy

J A great way to glimpse the real world for sheltered students

. It helped me to learn more about myself and others.

. It emphasized the ties between philosophers and everyday life.

Weaknesses:

. It should be optional/voluntary,

Transportation was a big problem,

L ]
. Need to have more class discussions about the service,
. It's a pain with so much other stuff going on.

Chapter Summary

Analysis of the data compiled from the three major instruments (i.e.,
DIT, SPRS, & final examination) utilized in this study to assess changes and
differences in students’ moral judgment, commitment to civic and social
responsibility, and mastery of course content failed to provide support for
the three principal hypotheses and one exploratory hypothesis.

However, additional data presented in the form of student
interviews, the instructor interview, and the standardized course
evaluations, as well as data gathered from the final integration papers and
community service questionnaires of students in the service section, tended
to conflict with and contradict the results of the quantitative measurements

utilized in this study. The data indicate that modest, more subtle differences
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may have existed between the overall educational experiences of those in
the service section and that of those in the non-service section of the course.
These subtle differences, related primarily to pedagogy, to levels of student
involvement in the learning process, and to the degree to which students
were able to make meaningful connections with social issues and concerns,
combine to suggest that the overall quality of the teaching-learning
experience in the service section may have been slightly higher and more
meaningful than the teaching-learning experience in the non-service
section of the course.

These findings and their significance will be discussed in detail in the
final chapter of this study.
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CHAPTER V
DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS
Discussion
Overvi f the Findi

The purpose of this study was to examine the effects of a classroom
sponsored community service initiative on students’ moral judgment,
commitment to civic and sodal responsibility, and mastery of academic
course content. The three principal hypotheses and one exploratory
hypothesis examined in this study were formulated from questions about
how a classroom sponsored community service-reflection component (25
hours in duration) would affect students’ learning and development in the
above mentioned areas.

An analysis of the quantitative data collected in this study failed to
support the three principal hypotheses and one exploratory hypothesis.
More specifically, based on the results of the Defining Issues Test, the Social
and Personal Responsibility Scale, and the grades on the final essay
examination, little or no evidence was found to support the assertion that
students participating in the service section of the course demonstrated
greater gains in their levels of moral judgment, commitment to civic and
social responsibility, and mastery of academic course content than did
students in the non-service section of the course. In addition, an analysis of

these data failed to support the exploratory hypothesis which suggested that
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significant differences would emerge in the gains made by men and by
women on the above mentioned instruments.

However, analysis of the findings of the more secondary, qualitative
aspects of this study tended to differ and to somewhat contradict the
quantitative findings. Data generated from student interviews, the
instructor interview, student reflection papers, and the results of the
standardized course evaluations and community service questionnaires
suggest that some modest, subtle differences did exist between the overall
quality of the educational experience for students in the service section and
for students in the non-service section of the course. These differences
related primarily to pedagogy, to levels of student involvement in the
learning process, and to the degree to which students were able to make
meaningful connections to social issues and concerns.

Results of the qualitative measurements suggest that students in the
service section of the course were slightly more satisfied with the quality of
instruction, class assignments, techniques used to evaluate their progress,
and the degree to which the class stimulated their intellectual curiosity than
were students in the non-service section of the course. Although a rigorous
content analysis was not performed on the interviews conducted in this
study, the results of both student and instructor interviews suggest that
students in the service section of the course were more likely to make

connections between course readings and broader social issues, to articulate
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an empathic voice toward others, to express their commitment to get
involved in their community, and to believe that they could make a
difference in helping to resolve social issues.

Di ion of the Findi

As is evident from the summary of the results mentioned above, the
findings of this study proved to be inconclusive and somewhat
contradictory. An analysis of the findings of the principal quantitative
aspects of this study taken alone suggest that a 25 hour, classroom sponsored
community service component has little or no effect on students’ moral
development, commitment to civic and social responsibility and mastery of
academic course content. These data present a case for the assertion that one
cannot expect to observe significant change in students’ learning and
development from the integration of service into a course over the span of
one semester.

However, an analysis of the findings of the more secondary,
qualitative aspects of this study, while in no way conclusive, raises a
number of additional questions about the influence of the classroom
sponsored service component on the growth and development of student
participants, and about the methodology utilized to measure that influence.
For instance, if students in the service section of the course did in fact

experience modest gains in areas the students in the non-service section did



150

not, why weren’t these differences detected on the paper-and-pencil instruments?

It is possible that these differences failed to emerge on the DIT and
SPRS because the instruments were too general in nature and not sensitive
enough to identify subtle changes in students’ thinking over a relatively
short period of time. Rest (1979) has indicated that general, quantitative
measurements can often misrepresent idiosyncratic, content-specific
influences on students’ growth and development. Hamilton and Fenzel
(1988) have suggested that community service programs that involve
relatively few hours of participation may be quite valuable but not in ways
measurable on more general, quantitative instruments. It is also possible
that these differences did not emerge on the paper-and-pencil instruments
utilized in this study because there were none in the three areas measured
as conceptualized by those instruments, or because the quantitative and
qualitative instruments were actually measuring different aspects of
students’ growth and development related to service-learning.

In regard to the lack of differences that emerged between students’
mastery of course content as indicated by grades on the final examination, it
is possible that the exam itself did not provide students with enough of an
opportunity to demonstrate an understanding of the course material within
a broader social context. The instructor indicated in his interview that this
may in fact have been the case. He stated that although differences did not

emerge between the grades of service and non-service students on the final
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exams he believed that “people in the service group had some greater
feeling for the readings and a deeper kind of personally relevant connection
to the philosophical texts.”

However, it is also quite possible that the differences identified in the
qualitative aspects of this study were undetected by the quantitative
instruments because the differences were too modest and insignificant.
Alternatively, the qualitative findings may overstate the case for differences
in gains due in part to limitations inherent in the methodology utilized to
analyze these data. These limitations include the tendency to anchor
conclusions based on initial impressions, to ignore information
(subconsciously) that conflicts with already formulated perceptions, and to
emphasize that which confirms them (Adams, 1981; Sadler, 1981).

Most important to consider, however, in the discussion of the
findings of this study is that significant changes and differences in students’
moral judgment, commitment to civic and social responsibility, and
mastery of academic course content failed to emerge on any of the
measurements (with the exception of the P% on the DIT), quantitative or
qualitative, employed in this study.

Although an analysis of the DIT did indicate that non-service men
made significant gains in their levels of moral judgment from pretest to
posttest as recorded on the P%, these findings are considered questionable
given the small number of men who completed and successfully passed the
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reliability and consistency checks (service=2, non-service=6), and the fact
that all non-service men received extremely low scores on the pretest, with
two of these participants receiving exceptionally high scores (outliers) on the
posttest.

It is also possible that significant differences in the results may not
have emerge because of reverse bias on the part of the instructor. In his
efforts to provide equal treatment to both sections of the course, he may
have inadvertently focused more of his attention on the students in the
non-service section of the course, thus minimizing differences which may
have emerged between the two groups.

Limitations of the Study

A number of limitations were evident in this study related to both
design and methodology. Although the quasi-experimental design enabled
the researcher to examine similarities and differences between students’
development and learning in each of the three principal areas (moral
judgment, civic and social responsibility and academic learning), it also
proved to be somewhat problematic.

The concern for providing students in the two sections of the course
with similar educational experiences, with the exception of the service-
reflection and library assignment, appeared to have prevented the instructor
from more fully developing and integrating the service-reflection

component into the classroom (i.e., in discussion and tests). For instance, a
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review of the transcript of the instructor interview suggests that this
concern precluded him from making frequent, direct links between the
service experience and academic material via class discussions, quizzes, and
exams. The literature (Giles et al., 1991; Mezirow et al., 1991) is clear that the
reflection and analysis component is critical to the advancement of student
learming and development that may take place as a result of participation in
community service.

The relatively short period of time (15-20 hours over the course of the
semester) students spent in their service placements may have also limited
the amount of growth and learning observed in each of the three main
developmental areas. While a number of studies (Gorman, et al. 1979;
Markus et al., 1993) have indicated that students can make significant
changes in their thinking about social issues over a relatively short period of
time, others (Deemer, 1987; Keen, 1990) have argued that to expect
significant changes over short periods of time is unrealistic. Marsh (1993)
suggested that it is often years after participation in community service that
students begin to truly make sense of their experience. The relatively short
time frame may also have caused the researcher to identify partial and, thus,
inaccurate assessments of students’ growth and development.

As discussed in the previous section, a number of limitations may
have existed related to the limited ability of more general paper-and-pencil

instruments to detect subtle changes in student development over relatively
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short periods of time. There is also some question as to how sensitive
instruments, such as the ones utilized in this study, are in accurately
measuring levels of growth and development in women. While an
analysis of the results of the quantitative data failed to detect significant
differences based on gender, the qualitative data provide some evidence to
suggest that, in general, women and men approached and made sense of
their service experience somewhat differently. Gilligan (1988) and others
have argued that instruments based on Kohlberg’s work, such as the DIT, do
not accurately account for and address the developmental processes in
women and people of lower social and power status. Although women in
this study tended to score higher on the DIT than did men, it is possible that
the instrument may not have been sensitive to the ways in which most
women students conceptualized and responded to their educational
experiences.

In regard to the more qualitative aspects of this study, the lack of
pretest data and the absence of a more systematic content analysis and
reliability check on the student interviews limited the researcher’s ability to
analyze and to draw more definitive conclusions about differences which
may have existed between the two groups of students. In addition, although
the final reflection papers provided insight into the power of the service
experiences and students’ effectiveness in connecting their experiences with

the course material, the lack of comparable data from the non-service
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section of the course further limited the researcher’s ability to examine
differences between students in the two classes.

It also appears that the amount of challenge and, in particular,
support students received in their service placement varied greatly, making
it difficult to compare the experiences. Knefelkamp (1974) has suggested that
students at lower levels of moral and intellectual reasoning, such as
freshmen and sophomores in college, benefit most from environments
with high degrees of experience (challenge) and structure (support). While
students participating in the service section clearly experienced much
challenge in their service placements, it is unclear to what degree they felt
supported. It is also unclear how often and to what extent students had
direct contact with marginalized people in their service placement. Delve et
al. (1990) have contended that more direct {vs. indirect) contact with those
being served tends to foster greater development.

A number of limitations to this study related to the students
themselves. For instance, gains in the qualitative aspects of the study may
have appeared to be greater because of “social desirability” factors such as
students writing and saying what they believed the instructor and
interviewer want to hear, and because of the Hawthorne Effect. This effect
suggests that the students in the course were likely to notice they were being
studied and, therefore, develop feelings and attitudes about being studied

which influenced the outcomes. In zddition, the strong reputation of the
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instructor as one of Loyola’s best teachers may have attracted only the best
and brightest students and, therefore, the participants in this study may not
be representative of the College’s “typical” student.

Gains in moral judgment may also have been limited by the fact that
students who participated in this study were for the most part traditionally
aged (19 or 20) freshmen and sophomores. Student development theorists
(e.g., Kohlberg, 1972) have suggested that the college setting has the potential
to stimulate an upward shift in students’ levels of moral reasoning, and that
older, more advanced students may be reasoning at higher levels than
younger students just beginning their college careers . It is, therefore,
suggested that greater gains may have been detected in students’ levels of
moral judgment had the participants been older and more advanced in their
college experience (i.e., juniors and seniors).

Stewart (1990) has suggested that service-learning interventions
designed through a learning-styles filter can help students to clarify and to
act on their values, and hence exhibit higher levels of moral reasoning and
judgment. He contended that certain kinds of learners (i.e., accommodators
and divergers) actually gravitate to direct service-learning experiences. This
study did not consider issues related to learning styles and, therefore, was
unable to detect the impact of learning styles on students’ learning and

development as a result of their participation in the course.

3
.
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The researcher’s interest in and commitment to linking service and
learning in the academic environment may also have played a role in his
assessment of the differences in the gains made by students in this study.
However, the researcher was quite aware of his potential biases and drew
only the most conservative and obvious of conclusions about the
differences in changes made by students, particularly those changes observed
in the qualitative aspects of this study.

Finally, the importance and generalizability of the results of this study
may also have been limited because of the relativeiy small size of the
sample (N = 54) and the nonprobability sampling procedure used.

Conclusions

Based on the findings identified in this study, it would be
inappropriate to conclude that the service-reflection component had any
significant effect on the moral, civic, and intellectual development of
students participating in the service section of the course. It would also,
however, be inaccurate to conclude that the integration of the service-
reflection component into the class had no effect on the overall quality of
the learning experiences of those participating in the study.

Although there is no support for the three principal hypotheses and
one exploratory hypothesis advanced in this study based on an analysis of
the quantitative instruments, the qualitative data appear to suggest that

some differences, albeit subtle, did emerge in areas related to pedagogy, to



158
levels of student involvement in the learning process, and to students’
ability to make meaningful connections to people and issues outside of their
personal envirorument.

Stanton (1990) and others have suggested that linking service to
discipline-based knowledge is the key to not only developing sodial
responsibility, but to reforming the liberal arts and to improving
undergraduate education. While the results of this study in no way prove
such a assertion, it is evident that the inclusion of the service-reflection
component did have an effect on pedagogical issues. For instance,
participation in this study caused the instructor to reexamine his use of
materials, to redesign his instructional approach, as well as to expand his
thinking about new and innovative ways to assess student learning. As a
result of participating in this study the instructor has now chosen to more
fully integrate a service-reflection component into some of his other
courses.

Student and instructor responses also indicated that the service
section of the course “came alive,” with participants actively engaged in the
teaching-learning process in ways somewhat different than in the non-
service section of the course. Astin (1985) suggested that learning is
enhanced when students are actively engaged in the teaching-learning
process. In addition, the level of class discussion, the intensity and power

with which students told their stories, and the results of the course
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evaluations all appear to suggest that learning in the service section of the
course was somewhat more situated in students’ own experience and
therefore, in some ways more meaningful. The research of Coles (1993),
Magolda (1993) , Angelo & Cross (1993), Mezirow et al. (1990), and Cagenello
(1993) have all indicated the importance of situating learning in students’
own experience and designing methods which enable students to share their
own stories.

However, it is important to note that, in general, students from both
sections rated the quality of the educational experience in Philosophical
Anthropology I high, with almost unanimous approval of the course
instruction. Clearly the instructor’s presentation of course material and his
genuine respect and concern for students enabled most participants to make
sense of and even enjoy often difficult philosophical material. It is,
therefore, concluded that the exceptional skills and abilities of this particular
faculty member may have helped to create an unusual educational
environment which maximized students’ potential for learning and
development, thus minimizing the possibility that significant differences
would emerge between students in the two groups.

Recommendations
Recommendations for Future Research
Although the findings of this study have shown no significant

relationship between the classroom sponsored service project and changes
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in students’ moral judgment, civic and social responsibility and mastery of
academic course content, the modest findings in the qualitative data, the
results of similar studies (Gorman et al., 1979; Markus et al., 1993), and the
potential benefits to both higher education and the broader community all
appear to reinforce the need for additional research in this area. Therefore,
to better understand the influence of classroom sponsored community
service on the teaching-learning experience, the following

recommendations are offered.

1. Data from this study suggested that general pencil-and-paper
tests may be unable to detect the nuances and often less dramatic changes in
student learning and development over a relatively short period of time.
Therefore, it is recommended that assessment measurements (both
quantitative and qualitative) be developed and refined that are more
sensitive to subtle changes in students’ thinking in areas related to moral
judgment, civic and social responsibility, and mastery of academic course

content.

2. Data collected and analyzed from the qualitative aspects of the
study gave some indication that students were more deeply affected by their
involvement in the service learning initiatives in each of the three

principal areas targeted in this study than the methodology allowed the
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researcher to conclude. It is, therefore, recommended that additional studies
include a stronger multidimensional approach to evaluation and
assessment that involves more rigorous, systematic qualitative analysis for
the purpose of capturing the idiosyncratic nature of the service-learning

experience and giving voice to and affirming the human story.

3. Although aspects of this study and much of the literature (Eyler
& Giles, 1993) continues to emphasize the role of reflection and analysis in
helping students to develop advanced problem solving skills for the
purpose of resolving social issues, little research has been done in this area.
It is recommended that research be conducted which illuminates the ways
in which both reflection and analysis can assist students in understanding
intellectually the broad social dynamics underlying the situations of the
people they serve (Levison, 1990). Freire (1970) and Fay (1987) have
suggested that without this kind of understanding, people will continue to
do “good work” yet will not seek to examine and change existing structures
which often serve to perpetuate social problems. Heaney and Horton (1990)
have argued that “new ways of thinking about the world become possible
only when there is a political apparatus into which the energy of the

transformed learner can flow” (p. 74).
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4. The instructor in this study attempted to connect, with some
success, the writings of modern philosophers with the social and moral
lives of students. It is recommended that additional research be conducted
to examine further ways in which course readings and literature can assist
students in developing a deeper understanding of their own lives and of
their roles and responsibilities in helping to create a more just society. Coles
(1989a) has shown that literature can have a powerful impact on the moral

and civic lives of young people.

5. The results of the quantitative data in this study found no
significant differences in changes in moral judgment, civic and social
responsibility, and mastery of course éontent based on gender. However, a
review of the qualitative findings suggests that some subtle differences may
have existed in the ways in which men and women made sense of their
service experiences. It is recommended that future research examine the
ways in which service-learning initiatives are impacted by issues related to
participants’ race, gender, and socio-economic class. If further research finds
that traditional theory does not accurately reflect the moral and intellectual
developmental processes in under-represented groups, expanded or
alternative theories such as Gilligan’s Ethic of Care (1982) must be more

widely developed.
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6. While this study focused primarily on the effects of service on
students’ moral judgment, civic and social responsibility, and mastery of
course content, there are clearly other areas ripe for research such as the
effects of service on issues related to tolerance, faith and spiritual
development, learning styles, reciprocal learning, and student leadership.

Research is encouraged in each of the aforementioned areas.

7. Much of the research in the service-learning field to date has
been conducted by academic and student development administrators. It is
suggested that a key to greater integration of service into the curriculum
may lie in providing opportunities and incentives to full-time
undergraduate faculty members from a wide variety of disciplines to
conduct research which examines both the short and long-term affects of
service on learning in their particular academic area. Research in
disciplines not traditionally linked to service-learning such as the sciences

and business is strongly encouraged.

8. Although this research focused primarily on changes in
students’ moral judgment, commitment to civic and social responsibility,
and understanding of academic course content, it is clear that research
designed to examine the critical link between students’ thinking and
subsequent behavior in these three areas is much needed.



164

R jations for Integrati f Servi { the Curricul

To date, the literature shows that few institutions have successfully
linked community service to the curriculum. It is suggested that as
educators and community leaders learn how to better integrate service and
the academic sector, and design instruments to more accurately measure the
impact of this integration, more significant linkages between service and
learning may emerge. Thus, the following recommendations are offered as

ways to better link service and the curriculum.

1. It is suggested that faculty and administrators need to more
fully embrace a concept of learning which must: (a) focus on the powerful
link between knowing and doing, (b) value the reciprocal learning which
takes place between both student and teacher, () affirm knowledge based on
outside experience, (d) emphasize not only academic learning but aspects of
student growth and development, and (e) pay close attention to how

students learn along the way as well as final outcomes (Hutchings, 1989).

2. Faculty resistance to integrating service more fully into the
classroom environment is well documented (Kendall, 1990). Therefore, it is
recommended that workshops and seminars be conducted to: (a) assist
faculty in better understanding the links between service and active

learning, (b) to examine ways in which service can enhance pedagogy, and
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(c) to discuss a variety of ways to measure effectively students’ learning from

service experiences.

3. Most faculty are not simply motivated to make changes in
their courses by altruistic concemns (Benveniste, 1989). It is recommended
that incentives, recognition, and rewards be provided for faculty who choose
to include a service-learning component in their courses. This could
include monetary incentives, reductions in course-loads, campus
recognition, as well as consideration in the academic tenure and promotion
process. The findings of this study suggest that the integration of service
into the classroom may promote a more meaningful teaching-learning
experience for both students and teacher and thus lead to greater student
satisfaction and better course evaluations. This, too, may serve as an

incentive to some faculty members.

4. Campus leaders also have a critical role to play to ensure that
the culture and climate of the institution supports the integration of service
into the curriculum. It is recommended that the president and members of
her or his executive council continue to emphasize the importance of
linking service to the curriculum and that they create ongoing opportunities
for facuity, students, administrators, and service providers to dialogue about

issues related to service learning.
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5. The literature (Eyler & Giles, 1993) suggested that the

discussion between campus leaders (faculty and administrators) and service
providers in the community has been minimal. It is therefore
recommended that service providers be invited to play a more significant in
the design, implementation, and evaluation of classroom sponsored
community service initiatives for the purpose of enhancing the service-
learning experience for students, improving faculty members’ ability to
assess the learning that occurs from participation in such experiences, and to

better meet the needs of service providers.

6. The role of experts outside the institution is also crudial in the
integration process. It is recommended that outside speakers such as Robert
Coles (Harvard University), Cecilia Delve Scheuermann (Willamette
University), Timothy Stanton (Stanford University), and Ernest Boyer (The
Carnegie Foundation of the Advancement of Teaching) be invited to
campus to discuss with faculty, students and administrators issues related to
the integration of service and learning, and to lend an element of legitimacy

to the concept of integrating service and academic study.

7. The literature (e.g., Giles et al., 1991) suggested that the
reflection-analysis component of service-learning programs is often
underdeveloped and tends to lack the sufficient structure needed to facilitate
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student learning and development. It is recommended that institutions
work to strengthen their reflection and analysis components by providing
multiple, ongoing opportunities for students to reflect on and to integrate
(verbally and in writing) aspects of their service experiences with course
materials. Ongoing class discussion, student portfolios, critical incidents,
guided journals, reflection papers, integration papers, and essay exams
represent ways in which the integration of service and learning can be
promoted and enhanced (Angelo & Cross, 1993). Instructor feedback and

support is critical in all aspects of this process.

8. It is suggested that any effort to more effectively integrate
service into the curriculum must be grounded in a strong working
partnership between faculty members (whose main area of expertise is
academic learning) and student development educators (whose main
purview is co-curricular student growth and development). Student
development and service-leamning professionals have a valuable role to play
in advocating for a more holistic view of learning and development, and for
alternative ways in which to assess this learning and development. In
addition, service-learning people play a vital role in identifying and helping
to place students in community settings which offer positive learning

experiences.
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Summary

It was postulated at the beginning of this study that the integration of
service and the curriculum would be valued by faculty to the extent to
which researchers could successfully demonstrate its effectiveness in
enhancing moral judgment, civic and social responsibility, and in particular,
students’ mastery of academic course content. The results of this study,
while somewhat contradictory, suggest that the influence of a classroom
sponsored community service initiative on the moral, civic and academic
lives of students is difficult to determine over a relatively short period of
time, and that the effects may be more modest in nature, related primarily to
pedagogy, to levels of student involvement in the learning process, and to
the degree to which students were able to make meaningful connections to
social issues and concerns.

While providing little support for the three principal and one
exploratory hypotheses advanced in this study, it is hoped that the results of
this research serve in some way to help educators to develop a more
informed view of the relationship between service and learning, to expand
their thinking about the potential benefits to linking service and the
curriculum, to seek new and innovative ways to integrate service into the
classroom, and to deepen their understanding of how to measure and assess
student learning and development related to classroom sponsored service

initiatives.
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Appendix A
Philosophical Anthropology Il
Course Syllabus
(Service Section)
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PL 202 Philosophical Anthropology Spring 1993
Dr. Boothby Office: W154 College
Center
Hours Thurs. 1-3:00
Fri. 1-2:00

PHILOSOPHY AND THE CHALLENGE OF MODERNITY

Last semester, we read and discussed philosophical works from the distant past. In this
second half of the course, we will consider recent philosophical reflection concerned with
uniquely modern concems. The path of our thinking will circle around two main themes:
knowledge and relationship. On the one hand, the spirit of modemity is characterized by
recurring suspicions about the possibility of knowledge and truth. These suspicions
touch on a wide number of different fields human endeavor and have therefore had far
reaching consequences for the way we understand our relationship to the world around
us. New questions arise in the modern period about our telmiomgips with the divine,
with other people, with ourselves, and with nature. These four dimensions of
relarionship give the framework of our study:

relationship with the divine: Nietzsche and Freud

relationship with other people: Marx, King, and de Beauvoir

relationship with ourselves: Freud and Shaffer

relationship with nature: heidegger and LameDeer
Required Readings: (available in the Loyola Bookstore)

Friedrich Nietzsche, Basic Writings

Karl Marx, The Marx-Engels Reader

Martin Luther King, "Letter from Birmingham Jail" (Photocopy)
Sigmund Freud, The Freud Reader

Peter Shaffer, Equus

Simone de Beauvoir, The Second Sex

Martin Heidegger, Basic Writings

John LameDeer and Richard Erdoes, LameDeer: Seeker of Visions
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PL 202 Philosophical Anthropology II Spring 1993

Course Requirements:

There are five basic parts of the course and final grades in the course will be figured
according to the following consideration:

Class Presence and Participation 10%

Quizzes 10%

Service and Service Reflection Paper 20%

Midierm Exam 25%

Final Exam 35%
Class Presence and Participation:

Being in class, having read the assigned background material, and actively participating in
class discussions is an important part of this course. More than two unexcused
absences (e.g. for iliness, death in the family, or other extraordinary
circumstance) will affect your grade.

Quizzes:
1 will periodically give brief, mostly objective (true or false, fill in the blank) quizzes

during the term. These quizzes are graded by a measure of total points (typically between
3 and 10 points per quiz) added up over the course of the semester.

Service and Service Reflection Paper:

Over the course of the temn you are required to complete 15 hours of community service
in a placement chosen from a list of suggested placements. Your ?ade for this portion of
the course requirements wiil be based on successful completion of the 15 hours service
and, more importantly, on a 4 page (minimum) paper (typed, double spaced) that reflects
on your experience and integrates it with course readings. The service requirement and
reflection paper will be described more extensively on separate handouts.

Midterm exam:

The midterm exam will be a one hour, in-class exam, composed of 2 small number of
short answer questions (identify authors, true or false, fill in the blank, etc.) and a
handful of medium length essay questions that bear directly on the course readings and
class discussions.

Final Exam:

The format of the final exam is very similar to that of the midierm, composed of a few
short answer questions followed by a number of medium leagth essay questions.
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PL 202 Philosophical Anthropology
Tentative Schedule of Readings and Class Discussions

Jan. 1l
13

15
18
20
22
25
27
29
Feb. {
3
5
8
10
12
15
17
19

22
24
26

Mar. 8
10
12
15
17
19
22
24

26
29
31

Apr. 2
5
7

14

16
19
21
23
26

Introduction
bgezzschc. The Genealogy of Morals, Pan |, in Basic Writings, pp. 451-
492

{King Holiday, no class]
Nict;rsche, The Genealogy of Morals, Part I, pp. 493-532

Nietzsche, The Genealogy of Morals, Part I, pp. 533-570

" pp.570-598
Freud, The Future of an Illlusion, in The Freud Reader, pp. 685-706
Freud, The Future of an lllusion, pp.706-722
Marx, The German Ideology, Marx-Engels Reader, pp. 147-163
Marx, The German ldeology, Reader, gf 163-175
Marx, “The General Formula for Capital,” Reader, pp. 329-343
Marx, "The Labor Process and Surplus Value, " Reader, pp. 343-361
Marx, "Estranged Labor, Reader, pp. 70-81
Marx, "The Power of Money in Bourgeois Society,” Reader, pp. 101-105
Marx, The Communist Manifesto, Reader, pp. 471-500
Discussion of Marx

MIDTERM EXAM
No class, evening presentation of "American Pictures”
Discussion of "American Pictures”

Martin Luther King, "Letter from a Birmingham Jail” (Photocopy)
Meeting with other classes in McManus Theater

Freud, Civilization and lis Discontents, Freud Reader, pp. 722-753
Freud, Civilization and Its Discontents, Reader, pp. 753-772

Freud, "On Narcissism,.” Reader, pp. 545-550

Freud, "On Narcissism,” Reader, pp. 550-562

Freud, The Ego and the Id, Reader, pp. 628-645

fl-'zud. “Screen Memories,” pp. 117-126, Interpretation of Dreams, 129-
Shaffer, Equus, Act one

Shaffer, Equus, Act two

cil; lBeauvoir, The Second Sex, "Myths: Dreams, Fears, Idols,” pp. 157-
Simone de Beauvoir, The Second Sex, pp. 191- 223
Heidegger, "What is Metaphysics?” Basic Writings, pp. 95-104
Heidegger, "What is Metaphysics?” Basic Writings, pp. 104-116

Izise;.dggger. “The Question Conceming Technology,” Basic Writings, pp.
94

Heidegger, "...Technology,” pp. 294-305

Heidegger, "...Technology.” pp. 305-317

LameDeer, LameDeer: Seeker of Visions, pp. 1-95

LameDeer, LameDeer: Seeker of Visions, pp. 96-186

LameDeer, LameDeer: Seeker of Visions, pp. 187-272
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Philosophical Anthropology 11
Course Syllabus

{Non-Service Section)
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PL. 202 Philosophical Anthropology I Spring 1993
Dr. Boothby Office: W154 College Center
Hours: Thurs. 1-3:00

Fri. 1-2:00

PHILOSOPHY AND THE CHALLENGE OF MODERNITY

Last semester, we read and discussed philosophical works from the distant past, In this
second half of the course, we will consider recent philosophical reflection concerned with
uniquely modem concemns. The path of our thinking will circle around two main themes:
knowledge and relationship. On the one hand, the spirit of modemity is characterized by
recurring suspicions about the possibility of knowledge and truth. These suspicions
touch on a wide number of different fields human endeavor and have therefore had far
reaching consequences for the way we understand our relationship to the world around
us. New questions arise in the modern period about our relationships with the divine,
with other people, with ourselves, and with nature. These four dimensions of
relationship give the framework of our study:

relationship with the divine: Nietzsche and Freud

relationship with other people: Marx, King, and de Beauvoir

relationship with ourselves: Freud and Shaffer

relationship with nature: heidegger and LameDeer
Required Readings: (available in the Loyola Bookstore)

Friedrich Nietzsche, Basic Writings

Karl Marx, The Marx-Engels Reader

Martin Luther King, "Letter from Birmingham Jail" (Photocopy)
Sigmund Freud, The Freud Reader

Peter Shaffer, Equus

Simone de Beauvoir, The Second Sex

Martin Heidegger, Basic Writings

John LameDeer and Richard Erdoes, LameDeer: Seeker of Visions
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PL 202 Philosophical Anthropology I Spring 1993
Course Requirements:

There are five basic pants of the course and final grades in the course will be figured
according to the following consideration:

Class Presence and Participation 10%
Qe w2
wo brief papers on reserve readings
Midterm Exam 25%
Final Exam 35%
Class Presence and Participation:

Being in class, having read the assigned background material, and actively participating in
class discussions is an important pan of this course. More than two unexcused
absences (e.g. for iliness, death in the family, or other extraordinary
drcumtance) will affect your grade.

Quizzes:

I will periodically give brief, mostly objective (true or false, fill in the blank) quizzes
during the ierm. These quizzes are graded by a measure of wial points (typically between
3 and 10 points per quiz) added up over the course of the semester.

Two papers on reserve readings:

Twice during the term, I will ask you (o read a brief additional text on reserve in the
library and write a 5 page paper based on your readings. The specific objective of these
papctsw:nbctopmmmcmunpomuofwhatyouhavcmdmdmrelatcittomeoﬁu
course readings that we will be talking about in class sessions. I will tell you more about
these assignments as the time approaches.

Midterm exam:

The midterm exam will be a one hour, in-class exam, composed of a small nurnber of
short answer questions (identify authors, true or false, fill in the blank, etc.) and a
handful of medium length essay questions that bear directly on the course readings and
class discussions.

Final Exam:

The format of the final exam is very similar to that of the midterm, composed of a few
short answer questions followed by a number of medium length essay questions.
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PL 202 Philosophical Anthropology
Tentative Schedule of Readings and Class Discussions

Jan. 11
13

15
18
20
2
25
27
29
Feb. 1

Mar. 8

Apr, 2

14

16
19
21
23

Introduction
‘I‘V;glzsche. The Genealogy of Morals, Part 1, in Basic Writings, pp. 451-

[King Holiday, no class]
Niegschc, The Genealogy of Morals, Part 11, pp. 493-532

Nietzsche, 11sl_e’ ggggafogy of Morals, Part 11, pp. 533-570
" PP

Freud, The Future of an lllusion, in The Freud Reader, pp. 685-706

FIRST PAPER DUE Freud, The Future of an lllusion, pp.706-722

Marx, The German Ideology, Marx-Engels Reader, pp. 147-163

Marx, The German Ideology, Reader, pp. 163-175

Marx, "The General Formula for Capital,” Reader, pp. 329-343

Marx, “The Labor Process and Surplus Value, " Reader, pp. 343-361

Marx, "Estranged Labor, Reader, pp. 70-81

Marx, “The Power of Money in Bourgeois Society,” Reader, pp. 101-105

Marx, The Communist Manifesto, Reader, pp. 471-500

Discussion of Marx

MIDTERM EXAM

No class, evening presentation of "American Pictures”
Discussion of "American Pictures”

Martin Luther King, "Letter from a Birmingham Jail” (Photocopy)
Meeting with other classes in McManus Theater

Freud, Civilization and Its Disconsents, Freud Reader, pp. 722-753
Freud, Civilization and Its Discontents, Reader, pp. 753-172

Freud, "On Narcissism," Reader, pp. 545-550

Freud, "On Narcissism,” Reader, pp. 550-562

Freud, The Ego and the Id, Reader, pp. 628-645

ﬁ%ud. “Screen Memories,” pp. 117-126, Interpretation of Dreams, 129-
Shaffer, Equus, Act one

Shaffer, Equus, Act two

tx!g lBeanvoxr. The Second Sex, "Myths: Dreams, Fears, Idols," pp. 157-
§25§!0ND PAPER DUE Simone de Beauvoir, The Second Sex, pp. 191-

Heidegger, "What is Metaphysics?” Basic Writings, pp. 95-104
Heidegger, "What is Metaphysics?" Basic Writings, pp. 104-116

zﬂseid;g‘gc:, "The Question Concerning Technology.” Basic Writings, pp.

Heidegger, "...Technology.” pp. 294-305
Heidegger, "...Technology,” pp. 305-317
LameDeer, LameDeer: Seeker of Visions, pp. 1-95
LameDeer, LameDeer: Seeker of Visions, pp. 96-186
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1. Code §:
2. Primary racial/ethnic identification:
American Indian (Native American)
Asian American or Pacific Islander
African American or Black
Caucasian
Hispanic, Latino, or Chicano
other specify (_ )
3. Gender Female Male
4. Age:
5. Did you vote in the 1992 Presidential election? ___Yes __ No
6. During the last 12 months, how much time did you spend during
a typical week doing the following activities
HOURS PER WEEX
5
2
-t
e
2 o
o «~N
& 5] [~ 2 2 el
§ 8 ¢ 9 7 L 4 ¢
& ™ -4 om0 e o
SEUdYing/ROmMewOr K e v v treronannernserananen OO O O O O O O
Talking with teachers outside of the class.. OO OO O O O O
Exercising/SpPortS. . v.viiiivrcrrersnsssennsan O O O O O O O O
o8 T T OOOOOOOO
Working (fOF PAY) svererssvsossscrsranoseransa O O O O O O O O
Performing volunteer WOrK.....svscoovocosnsas O O O O O O O O
Student ClUbS/grouURS..vcoieivirarsossconnans O O O O O O O O
Watching TV. ...t nviernenensossssnnssecsnsnns OOOOOOOO
Attending religious services................ O O O O O O O O
SRR s .00 000000
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Student Consent Form

I, , agree to participate in a study regarding
teacher effectiveness and student learning at Loyola College,
which is being conducted by Timothy P. Leary. The purpose of the
study is to examine the ways in which a number of teaching
techniques and class assignments help students to develop a more
comprehensive understanding of the material presented in this
course.

I understand that I will be expected to participate in a number of
exparimantal tasks including the completion of a demographic
information sheet, and two developmental instruments administered
twice (once during the first week of class and again during the
final week of the course). In addition, I agree to'give Timothy
Leary access to my grade on the final exam in this class and to my
SAT scores. I have alsc baen told that I may be asked to
p::ticipata in a short (45 min.) interview at the conclusion of

the course.

I have been informed that any infarmation obtained in this study
will be recorded with a code number which will ensure my
contidentiality. At the conclusion of this study the key that
relates my nama to the forms will be destroyed. My responsaes on
these forms will in no way affect my grade this course and pr.
Boothby will have no knowledge of my responses. Under this
condition, I agree that any information obtained from this study
may be used in any way thought best for publication or education,
provided that I am in no way identified and my name is not used.

I understand that there is no personal risk or discomfort directly
involved with my participation in the study and that I am free to
withdraw my consent and discontinue participation in the study at
any time. A decision to withdraw from the study will not affect
my qrade in this particular course.

If I have any questions or problems that arise in connection with
my participation in this study, I should contact Timothy Leary,
the project director at 617-2782.

(Date) {Signature of Participant)
(Date) (Investigator)
(Date) (Witneass)

THE PROJECT HAS BEEN REVIEWED BY THE LOYOLA COLLEGE HUMAN SUBJECTS
REVIEW COMMITTER (Phone: 617-2561).
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PL 210 Philasaphicel Anthrepalogy ReMlection Pepar on Community Service
Oue: Apel 18th

Length: 4 pages minimum, typed (10 ar 12 point font), dovbie spaced. 1° margins.

Qbjective:
The alm of this paper is not 1o merely prasent of rize your exp: in ity savrvice. It is rather
pursus & reflaction that connects yaur expan ina ity secvice pil with themaes thal we have

ancountered In rsadings and discussion in this courss.

Virwally sl of the writers we have read aver ihe course of the term have engaged in critical reflection about ihe
ways we commonly think and vaius. Nistzsche, for instance, expicres issues of power, especially as the question
of powsr may be hidden In our vaiue oppositions; Marx raises questions about the ways our thinking and valuing
we ideclogically inflacted by participation ln & particular social class in s particular soclal-ecanomic sysiem; in the
King *Letter...” Issues of racial justice and equity, along with questions about the passities of social change are
raised; de Bewwvolr daals with questions about gendsr idenity as they are sedimented in age-cid mataphoric
connections and prajudices about masculinity and feminity. in all of these thinkers, thergfore, we find reflections
about the relstion of my own attiludes and vaiuss 1o 8 farger moral, historical, societal, sconomic, raclal, or
gendered framework,

My hops for this papar is that you find ways 1o coanect your own experience in a community sarvice piacemant to
these styles of salf-exploration. | would kke you 10 Uss your own reactions to the service axercise as a point of
depariure.  The point of this paper Is, once sgain, gt simply 10 not 10 summarize your sxparience in 3 community
sarvics placement, but think and write about your experience from the polnu of view offered to us by the
philosaphars we have been reading, 1o measure the ways In which these writers illuminste your experience and
vice versa.

The objective is not necessarily to come up with & single thasis about your exparience. On the coniary, | urge you
1© try 1o unlold s discussion that poses & saeries of questions. There is 8 danger hars, however, of making soms
rather suparficial connections (e. g. this reminds me of Marx . . .* or “that reminds me of Nietzsche®) without
real deveiopmant of the paint, Bear In ming that you need not address all the authars we have read and may find it
most produciive to focus on a couple, or sven an ona of them,

Some guiding questions 1o bagin: ¢

How did you feel daing community sarvice? Mow did you feel In your partcular placement?

Why do you think you fslt this wayT What might one ar mors of the wrilers we have read say about your
reactlons?

In what ways did you feal ssparate from those you served, in what ways connecied? How are thesa separations
nd connections luminaisd by the writers in the course?

How did community sewvice it in or aot it in with the rest of your overail coliege progranvexparisnce?
What sorts of specifically ethical problems or dilammas did community servics confront you with?

What might the writers we have studisd ssy sbout the community service mulnmonl isal? What purposses doss
it sarve? flor you? for those you served? for Loyola?

Have your stttudes toward others or loward yourself and your own ways of thinking changed as s result of the
community service experience? How so snd how doss it relats 10 themes we have studled in these wrilers?
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PL 202 Philosophical Anthrogolegy Spring 1993

18t Paper Assignment

Length:
S pages, double spaced. typawritien.
Format:
All quotations from any texts must be marked with quotation marks and cited as to their origin.
In the case of baoks lrom the syllabus or the reserve readings for this assignment, you need not
make a full citation of publishing information, but can simply include the tille and page number
. In parentheses.
Purpose:
The purpase of this assignment Is to give you an opportunity to read independently a
philosophical text not inciuded In the syllabus and not extensively discussed in class and 1o
relate It to the other readings for the course.
Reading: '
The reading assigned for this exercise is by Ludwig Feuerbach: brief excerpts from his baok The
Essence of Christianity (1841) and his Lectures on the Essence of Religion (1846). Five
coples of these two excemts are on reserve In the Loyola fibrary.
Tople:
The topic or question I'd like you to address is threefold:
1. Summarize the argument Feuerbach makes aboul the nature of religious bellet.
2. Compare Feuerbach's views with (hose of Freud In The Future of an lllusion.
3. Evaluate what you take to be the main points of the two thinkers In your own terms,
What seams most convincing and what most unconvincing or objectionable In their
arguments?
Dua Date:

Moaday, February 8th.
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PL 202 Fhi!c.{opnieal Anthrepoicgy Spring 1893

2nd Paper Assignment

Length:

§ pages. couble spaced, lypewritien,

Formst:

All quolations from any lexis must be marked with Quotation marks and cited as to their origin,
In the case of books lrom tha syllabus or the reserva readings lor this assignment, you need not

make a3 fuil citation of publishing informartion, but can simply include the title and page number
in parentheses.

Purpose:
As in the last assignmenl, the purpose of this exergise is lo give you an oppoeriunity to read

indepandently a philosophical text not inciuded in the syllabus and not extensively discussed in
class and to relate it to the other readings for the course.

Reading:
The reading assigned lor this axarcise Is Evelyn Fox Keller's article *Ratflections on Gender and
Science.” Six copies of this anicle are on reserve in tha Loyola library, lour of the six may be
taken overnight, two are for library use anly.
Tople:
1. What is Keller's argument and how does sha develop it?
2. Relale Kaller's basic approach lo the que stion of gender and science (o what we have
read in Freud and de Beauvelr. What points of contact are there? How can her basic
argumant and is implications be augmented by material lrom our readings in Freud and
de Beauvoir? *
Basss of Evaluation:
Yout paper will be judged on the bases of:
1. Clarity and coherence of organization and exacution, including the success of your
affort to identity and prasent key points,
2. Extent of integration batween Keller's text and those of Fraud and/or de Beauvoir.
Due Date:

Friday, Aprii 2.
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DEFINING ISSURS TEST

University of Mionesots
D | T Copyright, James Rest

All Rights Reservad, 1979

Opivfons sbout Social Problems

The purpose of this questionnaize i3 to help us ucdecrstand how people
think about social problems. Different peopie have diflerent opinions asboyt
questions of right and wrong. There are no “cight” acswers to such probless
ia the way that math problems have right enswers. Ve would like you to tell
us vhat you thiok sbout aeversl problec stories.

You will be ssked to read a story (rom this booklet. Then you will be
asked to mack your 4uswers on e separate suswer sheet. Hore details sbout
how to do this willi follow, But {t is foportant that you fiil i your
answars on the answer sheet with a 4% peocli. Please make sure that your
mark completely fills the little circle, that the mark is dark, and that sny
ecasutes that you make are coapleceiy clean.

The ldentificstion Number st the tap of the answver sheet mey already
be {ilied in vhen you receive your amater{als. 1f not, you will receive
special instructioos about hov to (f{ll il that number.

Lo this questionnaire you will be aswed to read s story and thes to
place marks on the ansver sheet. lo order to {llustrate hov ve would like
you to do this, cousider the follovinog story:

FRANK AND THE CAR

Prank Joves bas been thinking about buyiug & car, He Ls
ssrrisd, has two small children asd sarus sn svarsge incowe.
The car be buys will be hie fasily's only cax., It will be uased
sostly o get to work sod drive sround town, but sosetimes for
vecation trips slec. lo txyiog to decide what car to buy, Frack
Jonss reslised that thare wers & lot of questions to consider,
Por instauce, sbould be buy a lazger used car or & susllar vaw
cat for sbout the sams seount of mouey? Other queaticns occur
to him,

We note that this (s not veally o social prodblem, but it will
illustrate cur instructions. After you rasd & story you will then turu to
the snswer sheet to find the section that corresponds to the story. But (n
this sample story, we present the questioss balow (alomg vith soms sample
answers)., Nots Uut sll your answers vwili be sarked op the separate soswar

shaet.
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Firat, on the answer shast for sach story you vill be asked to todicats
yout recowseadetion for what a person should do. [f you tend to faver ous
sction or snother (even Lf you srve not cospletely sure), ludicate which ocune.
1f you do not faver slther asction, sark the clrcle by "can’t decide.”

Secoud, read each of the itaws numbered 1| to 12. Thiaok of the issue
that the ftew {s raleing. If that iseue is lmportant in meking s dacision,
one vay or ths other, then sark the circle by "grsat.' If that lssue i
oot iaportast or doesa't make sense to you, sark “"oo.” 1f the {ssus s
relevant but not criticel, wark "such,” “"i1ome,” or "litele" --depending on
how much laportance that issue has iln your opinion. You msy mark several
Ltems a8 "great” (or any other level of fmportance) -- thers 1s oo {ixed
gumber of ftems that oust be msrked at say one leval,

Thivd, after you have sade your marks slong the left hand side of each
of the 12 items, theo at the bottos you will be asked to choose the itam
that is the most important consideration out of sll the itess pristsd
thate. Pick Trom smoug the itews provided sven Lf you think that vone of
the items sre of “great” importance. Of the itsms that are presentad there,
plck one as the sost isportant (reletive to the sthars), thaa the second
most importaat, third, end fourth most isportaac.

SANPLE LTINS and SAMPLE AMSVERS:
LS
FRANK AKD THE CAR: & buy nav car O cas't dacide O buy used car

Great Some No
Much Little
0 0 0 0 @ L. Yhethar the cax desler vas 10 the sans blaock as vhers
Fraok lives.

® 0o 0 0 2. Would s used car ba mors economical io the leag rvua
than & nav cart.

0 0 @ 0 O 3. Whether the color was green, Frack's favorite color,

0 0 0 O & &, Whether the cuble tach displacemsot vas st least 200,

® 0 0 0 0 5 Would s lerge, roomy car be betiter thas a compsct car.

0 0 O O @ 6, Whether the front connibilies were diffarentisl.

1 2 3 & 5 & 7 8 9 10 1 12

Most important itse 0 0 0o o @& o o0 0 o o0 0 o
Secound most importsat o @& ¢ 0 [ ¢ g 0 o ¢ o0 0
Third most ilmportant o 0O &€ o o o o0 6 o0 o0 0 o
Fourth most importact ® 0 o 0 0o o ©o 0 O 0O 0o 0©

Hote that in our saspla raspoosas, the first {tam ves considered
irrelevaat; the sacond i{tes was considevad as » criticsl issue io makiog s
dacision; the third ites was considered of only soderats i{mportance; the
fourth {tew was not clear to tha person respoundiag vhether 200 was good or
not, 860 Lt vas marked "Bo"; the fifth Ltas vas also of critical importsance;
and the sixth item dido't make eny sense, so it was sarked “oo”,

Note that the most importact itsm cowes from one of the itams sarked on
the far left heod side. In deciding betwesn itam #2 svd #5, & pevsvs should
reresd these itsms, then put one of them as the sost isportant, saod the
other item as second, etc.
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Hare {s cthe first story for your comsideratioa., Read the story ead
theas tWrn to the sepatats saswer shest 0 matrk your raspomsss. Aftar
filliag iu the four wost isportant itass for the story, return to this
booklet to resd the naxt story. Plesss rasesber to fill {a the circls
complataly, maks dark marks, and completely ersse all corractiocus.

MRINZ AND TME ORDC

In Europs & womaZ vas tesr death from & special kisd of caacer. Thers
vas one drug that doctors thought might save har. 1t wvas & fors of redius
that & druggist in tha sase town had recestly discoversd., The drug vas
axpengive to make, but tha druggist was charglog eo timas vhat the drug
cost to maks. He paid $200 for tha rsdius sud charged 32,000 for a ssall
dose of the drug. The sick voman's husband, Heinz, vent to svarycoe he hmew
to borrov the mouey, but be could only get togather sbout 31,000, which ie
half of vhat Lt cost. He told the druggist that his vife ves dying, end
asked his to sell it chasper or let him psy later, But the druggist ssid,
‘Mo, 1 discoversd ths drug and I's going to eaka sonsy fros ir" So Helas
got desperats aud bagss to thiok ebout bresking into the saa's stors to
steal the drug for his wifs. 5Should Heins stssl the drug?

a3

ISCAPED PEISONER

A et had been setitanced to prisco for 10 ysars. Aftar one year,
however, he sscaped frow prison, moved to a nev sres of the country, aund
took on the uame of Thompaon. For eight ysers he wvorksd havd, snd
gradually he saved enough monsy to buy his ows busicess. Ha vss fair to his
custosers, geve his swploysas top wages, end gave moat of his owvs profits
to charity. Thea one day, Nrs. Jones, su old vsighbor, recognized his ss
the men who had sscapad from priscu aight yasts befors, sad whos the polics
had bBess looking for. Should Mrs. Jonss tsport Me. Thoapeos to tha polics
and have his sent back to prison?

TRISYAPER

Fred, & sasior ip high school, vantad to publish & siseographed
navepaper for students so thet he could express meny of his opinicas. Hs
wanted to speak out sgainet the use of tha military in iscernationsl
disputes and to spask out egeinst some of tha school's rules, iike the rule
fordidding boye o vesr long hair,

When Frad startsd his seawvspsper, be ssked his priscipsl for pearmlssion.
The priscipsl said 1t would bs all pight 1f befars avary publicaticn Fred
would twrn in all his articlea for the priscipal’'s approval. Fred sgreed
and wirnad {n sevetsl articlss for spprovel. The priscipal spproved sll of
thes and Frad published two {ssues of the papsr in e naxt two wesks.

But the priscipal had not expactad that Pred's sawspaper would receive
50 such sttantion. Studsuts wers so axcited by the paper that thay begas
to orgacise protasts sgsinset the hair regulstion snd other school rulas,
Angry parecta objsctsd to Fred's opisions. Thay phoned the principal
talling his that the sewspaper wes uspatriotic and should sot be publisbed
A3 & tasult of the rising excitement, the priocipal ordered Pred to stop
publishing, He gave &3 2 reasou that Fred's sctivities were distuptive to
the speration of the school. Should the principal atop the sawspaper?
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DOCTOR'S DILENMMA

A lady vas dying of cauncer which could oot ba cured and she bad ouly
sbout aix sounths to live. Sbhe was 13 tarvidle pain, but she ves 8o vesk
that ¢ good doss of painekiller liks sorphiuns would meke ber dis eocuar.
She ves dalitious and slsmost cresy vith pain, sud in her calm pariods, sha
would ask cthe doctor to giva her enough sorphioe to kill her, She ssid
ahe coyldn't stasd the pain emd that she vas going to die i{n a {av sonths
sayvey. Should the doctor give hsr as overdoss of sorphine that would
seiks her die?

VEISTER

My, wabatar vas tha ownsr snd maoager of & gas station, He veoted to
hire snothsr sechanic to help his, but good machacice vere hard to find,

The only parson he fousd vho seemed t3 ba s good mechanic was Nr. Lee, but
he vas Chiness. While My, Wabstar hiseslf didn't have enythiog egeinst
Orientals, he wvas sfreid to hire Mr. lLes bacsues many of his customers
didn't like Orisntale. His customars vight take their buhuu slsavhere if
Hr, Las vss vorkiaog io the gas atation.

Yhan Nr. Las ssked Hr, Vebatsr {{ he could have the 3oh. Ht, Webstsr
said that be had slready hired sosabody ales. But Hy, Vebstar reaslly had
not hirsd anybody, becauss hs could pot f{ind snybody vho was e good mechsnic
besides Mz, Lae. Should My. Vebstaxr have hired Mr. Les?

STUDENY TAKR~OVER

Back {n the 1960s at Harvard Uni{versity thera vas a studeat group
called Students for & Damocratic Soclaty (SDS). SDS students were againat
tha war ia Viat Nam, end wars sgainst the eavey training progranm (ROTC) that
helpad to send san to fight in Viat Nas. Vhile the var vse still golog on,
tha SDS students demacded that Harvard ead the svey ROTC progrem as »
univarsity courss. This vould mesn that Hatrvard studancs could not get army
training as parc of thair ragulsr courss work and not gat credit for it
tovards thelr degraa. .

Harvard professoxs sgreed vwith the SDS studants. The professors votad
to sud the ROTC program sa & univarsity course., OBut the Prasidaot of the
University took & diffarent viav. He statsd that the arsy progras should
Stay 0D CASpUS 88 & CouTsa.

The SDS students felt that the Presidant of the University vas not
golog to pay ettention zo the vots of the prefssecrs, end wes going to kesp
the ROTC program as ¢ coyrss on caspus. The SDS etudsnts then mavched to
the university's eduiniscretion duilding sud told sveryone slas to get out.
They said they vere takisg over the buildinmg to forca Harvard's President to
get vid of the arsy ROTC program on campus for cradit as 8 course.

Wera the students right to taks over tha adminietration buiidiog?

Plasss make surs that all your sarks are datk, fi1ll the circles, and that
all srasures are clesn.

THANK. YOU.
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Appendix H
The Social and Personal Responsibility Scale
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Appendix [

Final Essay Examination




PL 202 Phliosophical Anthropolegy Final Exam

Or. Baathby Spring 1993

PART t {10 POINTS)

Identity the author of each of the following quotations:

1. *Man has, as it ware, become a kind of prosthetic God. ... But in

the interests of our investigations, we will not forgat that present-day man does not feel happy
In his Godlike character.”

2. “Life is only comprehensible through a thousand local Geds. And
not just the old dead ones with names like Zeus--n0, byt living Genluses of Pi_ace and Parsonl™

3. *You are spreading death, buying and salling death. With ail your
deacorants, you smell of it, byt you are afraid 'of its reality; you don't want to face up fo it.”

4. "I this beok is incomprehensible 1o anyone and jars on his ears,
the fault, it seems to me, is not necessarily mine.”

§. *The marely corr@ct is not yet the true. Only the true orings us
into a free relationship with that which concerns us frem its essence.”

4

6. *Man Is frightened of this night, the reversa of facundity, which
threatens to swallow him up. . .. But here again is the play of ambivalence: if germination Is
always associated wilh death, 30 is death with fecundity.”

7. “Perhaps | have once again been too oplimistic. Is organized
rgligion teo inextricably bound 1o the stalus quo lo save our nation and the world?®

8. *Man Is not lost in his object only when the cbject becomes for
him a human object or objective man. This is possible anly when the object bacomes for him a
social object.”

198
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PART 2 (S0 POINTS)

Answer any five of the lollowing Juesiicns as thoroughly as lime permits.

1. What does Nietzsche mean by (n2 sgiril of tevenge or “rasentment” and how does it figure in
his ¢ritique of philosophy, raligion, and marality?

2. What does Freud mean by ‘aim.inhibited libide" and what role does it piay in the civilizing
process as he describes it in Clvilization and s Discontents?

3. Explain Marx's view of “The Power of Monay In Bourgecis Society.” How is Marx’ critique
echoed by LameDeer? Mow might Marx himself explain the sensitivity of 3 Native American to
ihis issue? '

s

4, How and why, 3ccording to Simone cde Beauvoir, has the feminine in Western culture been
equated with nature and the natural? What consaquences follow from this equation for refgtions
between men and women?

S. Oraw on one or more of the writers we have read over the semester 1o olfer an interprative
discussion of Shaffer's play "Equus.” (N. B. This is the most open and inspecific question of the
seven, and it is intended to give ycu an opportunily for maximum latituce for creative
interprefation in a direction of your cnoosing. In view of the generality of the quastion,
howevaer, you should take special care 1o make your answer as carefully construcied and specific
as possible.) . .

6. Haidegger acknowledges with the physicist Heisenberg that in the mocs(n tachnolegical world
thera is 3 sense in which "everything man encounters exists only insofar as it is his construet”
and that censequently "man everywhere and always encounters only himsell," But for
Heidaegger, thare Is another, more important sense In which *precisely nowhere does man loday
any longer encountar himsell, . e,, his essence.” In explaining what he means, he offers inis:
*‘Whaere eniraming holds sway, regulaling and securing of the standing-reserve mark afl
revealing. They no longer even iet their own fundamentai characteristic appear, namely, this
rgvealing as such.® What Is his point here?

7. Providing specific examples where you can, contrast “standing reserve” as Heidegger tinks
of it with the Native American sense of the world described by LameDeer,
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Student Interview Questions
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Why did you sign up for this particular course, section of the course?

How would you compare the amount of work in this course with the

amount assigned in other classes?

What did you like most about the course?

What part(s) of the course were most challenging for you?

Over the course of the semester, have you experienced any
significant changes in your beliefs and values about social problems
and/or issues? If so, what are they and how do you account for these
changes?

Did this course in any way affect the way you interact with people
who have beliefs or views different than your own?

Did this course in any way challenge and /or change your attitudes
about, and behaviors towards people from different cultural
backgrounds (racial, ethnic, socio-economic) than your own?

Did this course in any way help you to become more aware of
problems in your community?




10.

11.
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Did this course in any way motivate you to become more active in
your community in helping to address and/or resolve key social

problems?

Did this course cause you to become more aware of and sensitive to
the needs of those most disenfranchised in our society? Please

explain.

As a result of having taken this course, are you apt to...

(yes or no response)

take another philosophy course?

get involved on campus?

get involved in community service activities?

value alternative views about social issues?

be more open to people from different cultural
backgrounds (racial, ethnic, socioeconomic) than your
own?

view social problems as more complex and difficult to
remedy?

believe that you can make a difference in solving social
issues?

challenge your own attitudes and beliefs about any given

“issue?

believe that you have a responsibility to address and/or
resolve key social issues.
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Appendix K

Instructor Interview Questions
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Did your approach to the subject matter change in any way as a

result of integrating service into the classroom?

Was there a noticeable difference in the ways in which students in the
two sections interacted with each other (i.e. class discussions), with
you the instructor?

In your opinion, what effect, if any, did the community service
experience have on students’ ability to think about and make
decisions related to social issues and concerns? How would you
compare this with the non-service group?

In your opinion, what effect, if any, did the community service
experience have on students’ abilities and/or willingness to
confront challenges and to think more complexly in the academic
environment? How would you compare this with the non-service

group?

In your opinion, what effect, if any, did the community service
experience have on students’ mastery of course content? How would
you compare this with the non-service group?

In your opinion, what effect, if any, did the community service
experience have on students’ commitment to social/ civic
responsibility.
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In your opinion, what percentage of the students participating in the
service component had an experience of high quality?

How would you compare the level of class participation in the two
sections of the course?

How much additional work was required of you to integrate service
into your course?

Was your experience with integrating service into the classroom such
that you would do so again in the future? If so, what kinds of
pedagogical and epistemological changes would you make to better
integrate service into your class?
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Appendix L
College Standardized Course Evaluation
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COMMENTS:
20 Wi gre ine mar Sirevgtng of the course”?

21 Please wnie any SUQCEStoNs you have 8 =2 e the course.

This questicnnaue 1 ntenced 10 he's = Ire af h G by the ool iy <
And RS ot Deen validated and & notnENCEd 1o USE 23 A COMDATIINVE NSTUMENL
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Appendix M
The Community Service Questionnaire
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Naze of Course
Nane of Prefessor

COMMUNITY SERVICE EVALUATION

1. Hov would you rate the community service project component
of the course? (check one)
very good, definitely ksep in the future
80=-88
—not worch it; get rid of it in the future,
Explanatory comments:

2. Do you plan to work in the future at the community site
where you did your project?
es. I intend to go back there.
I might go back there.
I have no plans to go back there
Explanatory comments:

3. Did the project change youf attitude toward and interest in
comnunity service in general?
_ It got me more interasted in doing community service.
T It left my interast-level unchanged.
It made me less interestad in doing community service.
Explanatory comments:

4. Was the service component integrated into the content of
this course?
. Yes, very well integrated
Yes, I made some connections betwaen my sarvice project
and the course content.
. Neo, T was unable to make any connections.
Explanatory conments:

5. In genaral, what were the grsatest strengths and weaknesses
of this service cosponent as you experienced it? Can you
suggest changes that would improve this community-service
copponent of the coursge?

Strengths:

Weaknesses:

Suggyested changes:
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