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ABSTRACT
STUDENT DEVELOPMENT OUTCOMES
IN SERVICE LEARNING TRAINING
FOR TEACHER EDUCATION
By
Hilda A. Sramek
December 1999
Students in the Liberal Studies Track I program for teacher preparation at
California State University, Long Beach, are required to participate in service iearning.
The SERVE (Service Experiences to ReVitalize Education) Program provides training for
the students. The purpose of this study was to develop a mechanism for infusing
Chickering’s psychosocial development model into the training. Two questions were
asked: (a) given instruction in the model and support, are students able to apply the model
to further their personal and professional development? and (b) what is the best way to
implement the model in service leaming training? Qualitative methodology was used.
The results showed that by gaining awareness of areas of development through the
model, students were able to apply the student development theory to their personal lives
and field of study. Recommendations for implementing the model, and for the fields of

teacher education and student affairs are offered.
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CHAPTER 1
INTRODUCTION

Education in the late 90s is a politically charged topic with federal, state, and local
issues in the spotlight. Low achievement scores on national exams by U.S. students
(Viadero, 1998; Sanchez, 1998), low state literacy rates (Sweet, 1998), and violence in
the schools (Los Angeles Unified School District, 1998) are among the issues currently
before educators and administrators. In 1994, the federal government enacted the Goals
2000 Educate America Act to provide a national framework for education reform (Goals
2006, 1998). The content represents an effort to increase school readiness, high school
graduation rates, competency of students, adult literacy, parental involvement, knowledge
and skills of teachers, and school safety. The Act defines responsibilities for education at
every level to ensure that all students have an equal educational opportunity to succeed.

In California, the challenges in education are even more pronounced through
current changes in demographics, the economy, social conditions, and political agendas.
Bilingual education, whole-language curriculum versus phonics instruction, class size
reduction, inclusion, school vouchers and charter schools, curriculum standards, and a
severe teacher shortage are all issues that demand attention. A major development in

relation to this first issue is that on October 9, 1998, the State Board of Education

proposed permanent regulations on English Language Education prompted by the passage



of Proposition 227 in 1997 which requires all students to be taught in English in
California's schools. The passage of this bill meant an end to bilingual education as it had
been implemented in California. In the November 3, 1998, general election, voters passed
the Class Size Reduction Kindergarten-University Public Education Facilities Bond Act
which provided nine billion two hundred million dollars in funding for education facilities
and permanent class size reduction funding for districts establishing parent-teacher
councils. This created an immediate need for more teachers. Voters rejected Proposition
8, a comprehensive education reform measure that also created a new Chief Inspector’s
Office.

The pressure felt by schools to comply with such mandates and accountability
measures within the severe teacher shortage naturally feeds into the higher education
system for teacher preparation (Souviney, 1998). Randall Souviney (1998), Co-Chair of
the California Commission on Teacher Credentialing (CCTC) Committee on Accreditation
(COA) stated,

This will be a challenging time for teacher education in California. New legislation

will provide a new structure for teacher preparation and support. Class-size

reduction and increased population will keep pressure on IHE'’s (Institutions of

Higher Education) to increase their new teacher output. The COA will need to be

diligent in its effort to maintain high professional standards for all institutions who

prepare new teachers over the next few years. We welcome the challenge. (p. 1)

In addition to class-size reduction and increased population, public school teacher
retirements add to the drastic increase in the need for new teachers. The CCTC (1998)
projects that by the year 2000, two to three hundred thousand new teachers will be needed

in California. CCTC’s Mission Statement reads in part, “The increasing diversity of



students presents exciting new challenges and opportunities for professional educators in
California. It is essential that teachers and other educators create environments that foster
the growth and education of all students.”

Higher education, and especially teacher education, has a role in the growth and
education of all students. Colleges and universities must pay attention to the underlying
conditions of the urban community that give rise to the problems affecting students of
urban classrooms and consequently teachers as well (Burstein & Sears, 1998). Violence
in the home and on the streets, substance abuse, racism, crime, poverty, unemployment,
premature pregnancies and illiteracy are among the elements that contribute to the rising
numbers of students at risk and with disabilities (Morgan, 1996; Moon, 1994).
Additionally, the urban student population is increasingly diverse in ethnic backgrounds
and socioeconomic levels. Burstein and Sears (1998) state that “failure to retain teachers
has been attributed to the challenges teachers face in urban schools” (p. 48), with new
teachers being particularly vulnerable. Teachers must be prepared to take on the
challenges of California’s classrooms (Root, 1994) and be empowered to continue their
own personal and professional development for a fruitful and rewarding career.

One Family in Los Angeles C

In one of a series of articles in education in the Los Angeles Times, the story of
Ruben, a third grader in the Los Angeles Unified School District, is reported (Sahagun,
1998). This story is used as an example of the issues of equity and social justice that

educators must face in educating students.



Ruben and his family of nine live in a converted garage. His youngest brother has
disabilities. The family lives on public assistance. Ruben is considered a student at risk:
“He is among the thousands of third-graders in Southern California who cannot read at
grade level and are in danger of falling hopelessly behind in school. And like many of
those children, he is poor” (p. Al). Over 650,000 children live in poverty in Los Angeles
County alone. This represents a third of all school-age children in the county.
Nationwide, the number of children who will be living in poverty in the year 2000 is
projected to be one in four (Cummins, 1996).

Sadly, the Goals 2000 document does not address the effect of poverty on
educational failure or the disparate funding of schools in different neighborhoods
(Cummins, 1996). Rendon and Hope (1996) repeated the challenges in teacher
preparation:

Instead of inner-city schools getting the best-prepared teachers, most get the

opposite. Having few resources, poor school districts are unable to attract

outstanding teachers . . . consequently, minority children often have the least-
qualified and least-experienced teachers. Moreover, teacher preparation programs
in colleges and universities have largely been lax in preparing teachers to work

with multicultural students in urban settings. (p. 18)

Sue Shannon, coordinator of instruction for Los Angeles Unified School District,
describes the situation as follows: “We were always very successful academically when
our kids were coming from middle-class families. What we need to do now is leamn to be

successful with children who are coming from lower economic areas, because that’s the

kind of children we have today” (Sahagun, 1998, p. 34).



Ruben and his family are struggling. The parents attended a year-long domestic
violence class. Both are unemployed. The oldest of the Rocha boys is “trying to stay
away from the gang life.” Spanish is spoken at home, but Ruben cannot read proficiently
in Spanish nor in English. He doesn’t do his homework and is not an active participant in
class.

Since passage of Proposition 227, immigrant school children in‘Califomia who are
not proficient in English are known as “English learners” who may be placed ina
structured English immersion program, an English language mainstream classroom, and/or
receive Community Based English Tutoring at a local educational agency. Parents may
file Exception Waivers with the school district if they do not agree with the placement of
their child in the English immersion program; the principal and educational staff act upon
the waivers by offering learning experiences in the student’s primary language (English
Language Education for Immigrant Children, 1998).

Ruben’s teacher recognizes her student’s potential and the benefits of personal
attention. She notices that when he stays after class with her, Ruben does much better at
his lessons: his writing is clearer, he recognizes words easier and answers basic questions
with certainty. At Ruben’s school, 86% of the third graders could not read at grade level
as measured by a standardized test last spring, yet only about a dozen first graders per
year are able to receive tutoring services.

School officials have recommended a special education class for Ruben. Ruben’s
parents are trying to keep him in regular education classes for “fear that their son would
be stigmatized” and because “it didn’t help with three other sons who have been placed in



special education classes” (p. A34). The school psychologist believes that if Ruben
doesn’t get special help he will lose interest in schoolwork altogether.

“There are tons of Rubens in this city” (p. A34), the psychologist said, and she is
seeking greater parent involvement. This is a common problem according to Rendén and
Hope (1996), as many minority parents who speak little or no English or who have not
graduated from high school do not feel empowered to participate in school functions. In
the community where Ruben lives, only 13% of the parents have high school diplomas and
44% of all residents live below the poverty level. These families have limited experience
with today’s education system and very meager resources to support their children in
school.

Parental involvement is meaningful and productive when it is facilitated in such a
way as to honor and strengthen the culture of the home (Cummins, 1996). However, this
is not always the approach taken by educators. For example, the fact that the parents are
not proficient in English is seen as an obstacle to their children’s educational performance
by the director of studies and programs at the Center for U.S.-Mexican Studies at the
University of California, San Diego (Sahagun, 1998). In Ruben’s case, the father reflects
this view. He said, “I can’t read English. So I can’t help any of them with reading”

(p. A34).
School districts should consider new ways to involve parents, such as sending
home materials and books in the primary language spoken in the home (Cummins, 1996).

The educational structures either encourage or limit interactions among educators,



students, and families. Educational structures are represented in language/culture
incorporation, community participation, pedagogy, and assessment.

Ruben’s parents were eager to participate in their son’s education, anxious to try
new strategies to support him, as reported in the article on November 1, 1998. Ina
follow-up article that appeared June 30, 1999, Ruben’s progress in reading was termed
“painfully slow” (Sahagun, 1999). Ruben was “teamed up with tutors and role models,
given several shelves’ worth of books and kept after school for hours on end,” (p. A18)

yet finding new ways to involve his parents remains a “daunting challenge ”

The educational reform movement proposes many initiatives to improve education
for all children, including those like Ruben. Some of these are cooperative learning,
school-to-career experiences, integrated curriculum, and Goals 2000 projects (Erickson &
Anderson, 1997). Another focus of educational reform is the formation of new
relationships or partnerships between school teachers and college faculty (Simpson &
Keith, 1996) whereby local school districts and classroom teachers participate in teacher
education. Specific examples of partnerships are: (a) the partnership between Alverno
College and Milwaukee Public Schools in which middle and high school teachers
collaborate with college faculty to implement best teaching practices (Stoffels & Sneed,
1996); and (b) the collaboration among Carson-Newman College, the Foxfire Fund, Inc.
and teachers from preschool to 12th grade in carrying out a learner-centered approach to
education (Teets & Midkiff, 1996). Another form of partnership is involving local school

districts with teacher education through service learning.



Service learning by definition is an educational program that 1) integrates service
with academic study, 2) operates from a social justice framework, and 3) combines
reflection, action, and analysis (Varlotta, 1996). Service leaming serves the need of our
time, and nowhere better than in urban settings of colleges and universities (Hamm,
Dowell, & Houck, 1998). In teacher education, preservice teachers are able to spend time
in urban classrooms as part of their academic study while providing a service to the
community as tutors and role models. Although the evidence to support positive
outcomes of service learning in higher education is just emerging (Kendrick, 1996), it is
the fastest growing and most prominent movement in higher education (Price & Martello,
1996). Service learning is one strategy that can connect the educational shifts taking
place in K-12 education and teacher training programs (Moon, 1994).

Service learning is being integrated into the college curriculum of teacher
education programs to respond to the needs of all learners and the challenges facing
schools as were described earlier. Schools and colleges have become partners in an effort
to create programs that will benefit students at both institutions, as well as the community
in which they live. Partnerships are formed and designed based on the needs of the
participating members (Warren, 1996).

Service learning is one way the university prepares future teachers for today’s
urban classrooms. The students preparing to be teachers today may be the ones who
teach Ruben’s infant brother who has disabilities in their general education classroom
tomorrow, and so they need the skills to address these needs. Educators are being

commissioned to design new programs to meet the needs of all children. (CCTC, 1998)
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At California State University, Long Beach (CSULB) a multi-faceted program named
SERVE-Service Experiences for Re Vitalizing Education—was initiated in 1996 in
partnership with Long Beach Unified School District (LBUSD) to address some of these
needs. The mission statement of the SERVE Program reads:

The mission of the CSULB/LBUSD SERVE Program is to create an opportunity

for undergraduate students, particularly those considering a career in K-12

education, to learn about the realities of urban classrooms and the needs of diverse

K-12 school student populations. Through direct involvement with children,

individually and in small instructional groups providing achievement support

activities, role-modeling, and achievement coaching relationships, CSULB students
will be able to assess their own values, knowledge, and readiness related to their

career goals and they will be able to provide direct service to students, K-12

school classrooms and their communities.

This combination of service and academic study is known as service learning.

Persons & Lisman (1996) emphasize that service learning demands academically
sound, anchored partnerships. The idea for the SERVE (Service Experiences for Re
Vitalizing Education) Program at CSULB originated with the Long Beach Community
Partnership, a non-profit community organization that focuses on economic development,
public safety and public education. What spearheaded the creation of the SERVE
Program was the observations by the leaders of Long Beach Unified School District that
new teachers from CSULB seemed unprepared to teach in their schools. What they were
lacking, according to the school district leaders, were field experiences in multicultural,
urban school settings. A partnership between the College of Education at CSULB and
Long Beach Unified School District was formed to provide the school district with
support for students at risk and the university teaching candidates with field experiences in

urban classrooms (Hamm et al., 1998).



The service learning graduation requirement for students majoring in Liberal
Studies was therefore introduced in 1996. Students contemplating a career in teaching
serve as tutors and instructional aides in urban classrooms. The college students receive
training in literacy skills and active participation strategies. At the school site they are
exposed to the realities of urban classrooms and to the cuitural and social backgrounds of
diverse populations. These experiences address the theory to practice gap that was
observed by the educators in Long Beach.

Learning in Coll

Learning at all levels of education is undergoing a shift from students being passive
receivers of information provided by an instructor to becoming active learners along with
their instructor, thereby creating a “community of learners.” Barr (1998) describes this
shift on the college level as a two-dimensional shift from the Instruction Paradigm to the
Leaming Paradigm. The first dimension of the Leaming Paradigm is the mission of
teaching shifting to “producing student leamning” rather than providing instruction. The
second is adapted from organizational learning theory, and involves the shift of the
institution to “operating as a learning organization.” The continuous change to meet
student needs moves the institution to become continuously more effective and efficient in
educating students.

A Leaming Paradigm-governed college, according to Barr, must satisfy five
conditions:

1. It must have identified its intended learning outcomes in detail.
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2. It must have developed a system for measuring the achievements of these
outcomes.

3. Its curriculum must have been built backward from the intended outcomes and
must be developmental.

4. It must provide a wide range of powerful options for achieving required
leaming outcomes.

5. It must continuaily and systematically investigate alternative methods for
empowering students to learn.

Peter Ewell (1997) suggests that one of the reasons that we have had “limited
success in actually improving collegiate learning” (p. 3) is a lack of understanding of what
collegiate learning actually means and what circumstances and strategies will likely
promote it. He includes out-of-classroom leaming, reflection, and active learning as
situations where leaming occurs best, and suggests approaches to promote learning. One
of those approaches focuses on curriculum, having both integrated (horizontal) learning
plans whereby key skills are applied in different contexts, and sequential (vertical) vectors
of development.

The SERVE program exemplifies this shift in leaming. The focus of the SERVE
program is on student learning rather than providing instruction. The training portion of
the program emphasizes experiential learning, preparing the student to “step out” and have
the opportunity to apply their skills in the field of the profession they are considering as
their own. The central point of this research study is to empower the students to learn and

grow by making overt the intentions of the program and providing research findings and
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theory that the students can use to further their development. It is hoped that students will
extend their learning along vectors of personal development and become more personally
engaged in the design of their learning environment.

Student Development Theory

College student development is the process by which college students grow.
Pascarella & Terenzini (1991) see student development not only as growth but also as
potential for growth “toward maturity, toward greater complexity through differentiation
and integration, valued and pursued as a desirable psychological and educational end,
perhaps even as a moral end” (p. 16). The early research on college students was
generally descriptive and served as the groundwork for theories that would emerge in the
1960s and 70s (Evans, Forney, & Guido-DiBrito, 1998; Terenzini, 1987) which brought
order and meaning to the large body of information gathered up to that time. Today these
theories serve as the basis for the practice of student affairs and are evaluated for cross-
cultural applications, integration of women’s views, and application to social constructs
and overall systems (Komives & Woodard, 1996). They are used by student affairs
professionals to understand individuals, groups and institutions, and to create meaningful,
intentional programs to promote student development.

Student development theories provide information on college student behavior and
fall into four predominant categories (Evans et al., 1998). They are: cognitive or
intellectual theories; psychosocial theories; typology theories; and person-environment
interaction models. Cognitive or intellectual theories interpret how people perceive or

make meaning of the world around them intellectually. These are based on Piagetian
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psychology and stress the role of heredity and the environment in cognitive development.
Psychosocial theories address the tension that exists between what is happening societally
and what is happening with the individual psychologically. These are largely built on Erik
Erikson’s (1980) theory of developmental tasks or stages of development created by an
individual’s personal changes and social demands. Typology theories focus on innate
personal differences in how people relate to the world. These include personality types,
learning styles and personal interests. Person-environment interaction models incorporate
environmental factors that influence individual development (Evans et al.). The theories
address the characteristics, composition, and processes of individual human growth; the
models identify variables that influence change in students (Pascarella & Terenzini, 1991).
Like books on a shelf, theories and models are available to the practitioner to clarify and
simplify, to make situations meaningful, manageable, and productive.

Terenzini (1987) reviewed selected theoretical models of student development that
are useful in the design of programs, academic and non-academic, and services intended to
facilitate student development. The models reviewed had five process commonalities for
developmental movement. However, Terenzini singled out Arthur Chickering’s model as
the one that holds identity as the central concern, “and his seven vectors are intended to
give greater specificity to that concept” (p. 10).

Psychosocial theories are commonly used to examine issues and policies that relate
to students and to develop programs in higher education. Arthur Chickering, a
psychosocial theorist, proposed his seven vectors of development to understand what

student development looks like and how to foster it, and to serve as maps to visualize
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where college students are developmentally and where they are bound. (Chickering,
1969). The vectors are: (a) Developing Competence; (b) Managing Emotions; (c) Moving
through Autonomy toward Interdependence; (d) Establishing Identity; (¢) Developing
Mature Interpersonal Relationships; (f) Developing Purpose; and (g) Developing Integrity
(Appendix A). An educationally powerful environment, according to Chickering &
Reisser (1993), promotes human development along the seven vectors and mixes the
interdependent parts of institutional objectives, student-faculty relationships, curriculum,
teaching, friendships and student communities, and student development programs and
services. They advise us to integrate work and learning, to recognize and respect
individual differences, and to remember that significant learning and development comes
about as a result of challenge and response, differentiation and integration, disequilibrium
and regained equilibrium.
Problem Statement

Through participant observation, anecdotal data, and information kept on phone
logs in the SERVE office, it became apparent that students participating in the program
were involved in significant experiences that related directly to self-understanding.
However, the students did not possess the language or tools to understand how to make
meaning of their experience. The challenge became how to address the dissonance and
assist the students in their personal and professional development.

The search for a descriptive theory related to identity and self-understanding
originated this project. It was necessary to determine which student development theory

would address the problems being encountered by students in the SERVE program. How
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to bring theory into practice in the SERVE program, consistent with the College of
Education mission to-engage in research and scholarly activity which informs and
improves practice, is the nature of this study.

Purpose of the Study

The urban classroom presents many challenges to beginning teachers who are
implementing new teaching methods with students at risk, students with disabilities, and
students from a variety of ethnic backgrounds and socioeconomic levels. The college
student is at developmental stages in which she is coming to awareness of competencies,
emotions, values, purpose and identity. The students participating in the SERVE program
are in need of support in combining personal and professional areas of development. The
institution is in a position to respond to those needs by combining academic affairs and
student affairs in a service learning experience.

Chickering’s vectors serve as a theoretical model on which the support can be built
for students in the SERVE program. Chickering’s seven vectors of development allowed
for the preliminary data collected in the SERVE office to fall within a logical framework.
The SERVE office was able to offer explanations to students on complex issues related to
identity in a simple way that was easy for them to follow. Application of the vectors as
predetermined themes to available information directed attention to other more definitive
vectors as well.

Widick, Parker, and Knefelkamp (1978) state that “development along the vectors
is not a simple maturational unfolding but requires stimulation . . . the role of the

environment provides the challenges or stimulation which encourages new responses and
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ultimately brings about developmental changes” (p. 21). The purpose of this study is to
develop an effective mechanism for infusing Chickering’s psychosocial development model
into the SERVE training program and to ascertain if students are able to apply the vectors
to foster their own development and deepen their personal understanding of the
experience.

Questions of the Study

For the purpose of this study, questions asked are: (a) given training in the model,
are students able to apply Chickering’s vectors to further their personal and professional
development? and (b) what is the best way to implement the model in teacher education
in addition to the SERVE training currently offered?

Definition of Terms

The definitions of the following terms will be used in this study:

1. Service learning: students in the community performing service work which is
attached to an academic program—and reflecting upon their work as it relates to their
learning.

2. K-12 education: the education of students from Kindergarten through 12th
grade.

3. Preservice teachers: college students in training for the teaching profession.

4. Teacher preparation programs: programs of study that prepare a student to
become a teacher.

S. Partnerships: agreements between colleges or universities and school districts

for the purpose of furthering the education of students at both institutions.
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6. Student development: the process of bringing out the capabilities or
possibilities of students to be more effective participants in their education.

7. Personal development: the natural growth and maturation of an individual
along patterns of thinking, feeling, and behaving.

8. Vector: one of seven areas of personal development in the college student:
developing competence, managing emotions, moving through autonomy toward
interdependence, establishing identity, developing mature interpersonal relationships,
developing purpose and developing integrity.

9. Professional development: the acquisition of skills, knowledge, information
and new ways of thinking that can be applied to one’s profession.
Assumptions

The assumptions that underlie this study are:

1. Students participating in the study are healthy individuals, over the age of 18,
and without learning disabilities, as self-reported. This is the students’ first experience
with service learning in an urban classroom.

2. Students have no prior knowledge of Chickering’s vectors, as self-reported.

3. Chickering’s vectors can be used for college students of any age and any
background, as an adult development model.

4. A state of dissonance exists in all students during their first experience in the

SERVE Program.
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Delimitati £the Stud
Number of Participants

Participants self-selected to participate in this study without any benefits offered to
them other than the suggestion of furthering their personal and professional development.
For the pilot study, four students participated.
Student Volunteers

Students were not coerced in any way to participate nor were they contacted other
than to inform them of the location of the working sessions of this study.

What the Reader Can Expect

Chapter 2 will cover a review of the literature in the following areas: (a) preparing
teachers for cultural diversity; (b) application of service learning to programs in teacher
preparation, including the SERVE Program at CSULB; and (c) student development
theories. Support for using Chickering’s Vectors and for the methodology used will be
presented in the final sections. Chapter 3 will contain the methodology? description of the
intentionally structured groups, member seléction; program plan and its evolution, and
formative and summative evaluation procedures. Results and interpretation of findings
will be given in Chapter 4, and summary, discussion, and recommendations in Chapter 5.
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CHAPTER 2
REVIEW OF THE LITERATURE
The mission statement for California State University, Long Beach (CSULB),
Vision 2001, is:
In the year 2001, California State Univusity, Long Beach, has its students

as its highest priority. CSULB places primary emphasis on the education
ofthewholepersonforhvmgandworhngmamluctﬂtumlwodd The

university achieves this through relevant instructional programs and
facilitative environments.

For students preparing to be teachers, a major issue that they will be facing in their
profession is the cultural diversity in the classroom (Goodwin, 1997). One of the
programs at CSULB that contributes to the preparation of students to become effective
teachers living and working in a muiticultural world is the SERVE (Service Experiences to
ReVitalize Education) Program (Hamm et al., 1998).

This chapter is divided into five major sections: (a) Preparing Teachers for
Cultural Diversity; (b) Application of Service Leaming to Programs in Teacher
Preparation, which includes the SERVE Program at CSULB, (c) Student Development
Theories; (d) Support for Using Chickering’s Vectors; (e) and Support for Methodology .
The first section provides a review on the need for multicultural education in teacher
preparation programs and efforts that have been made in that area. An abbreviated

overview of service leaming follows in the second section, with emphasis on Dewey’s
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approach to knowledge production and examples of programs in service learning
partnerships. For a more extensive review of the history of service learning, the reader is
directed to Kraft (1996) and Erickson and Anderson (1997). A report of the SERVE
program at CSULB is offered. In the third section, the clusters of student development
theories are explained—cognitive, typology, person-environment, and psychosocial. An
evaluation of Arthur Chickering’s Seven Vectors of Development and Nevitt Sanford’s
Theory of Challenge and Support is given. The last two sections present support for using
Chickering’s Vectors and for the methodology selected.

In 1973, The American Association of Colleges of Teacher Education (AACTE)
Commission on Multicultural Education included the following excerpt in its statement,
“No One Model American”:

Multicultural education programs for teachers are more than
special courses or special learning experiences grafted onto the
standard program. The commitment to cultural pluralism must
permeate all areas of the educational experience provided for
prospective teachers

(p- 264).

To meet the commitment of this statement, goals and curricula for multicultural
teacher education were designed by teacher educators. The main components
incorporated in the majority of the programs were: (a) knowledge about ethnic group
experiences; (b) attitudes and feelings of teachers towards ethnic, racial and cultural
differences; and (c) skills to put their knowledge and sensitivity into practice. (Goodwin,
1997). The Bilingual Education Act, the Ethnic Heritage Act, and the Individuals with
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Disabilities Education Act (IDEA) made funds available for programs, conferences and
material development for multicultural education. By 1979, the National Council for
Accreditation of Teacher Education (NCATE) standards included multicultural educstion
in the curriculum for professional education programs. However, criticism arose on the
quality of the modifications that were implemented to meet the NCATE standards, and the
topic of multicultural teacher education, amidst political and economic disorder in our
country at that time, took on a negative tone (Goodwin). Divisiveness among educators
with different perspectives on what multicultural education should look like further
weakened its progress. Some proposed separate courses emphasizing the major racial and
ethnic groups in America; others believed that the content of all the courses should
represent the diversity of our nation (Rendon & Hope, 1996).

In 1983, the U.S. Department of Education published A Nation at Risk (National
Commission on Excellence in Education) a report which began the educational reform
period that continues to this day. Initially concentrating on curriculum, the movement is
now focusing on teacher preparation and teacher quality, emphasizing teachers’ self-
knowledge about their own culture and that of others (Goodwin, 1997).

The Commission on Minority Participation in Education and American Life
presented its report, One-Third of a Nation in 1988. The “one third of a nation” of whom
the report speaks are Americans who constitute our minority population: Blacks,
Hispanics, American Indians, and Asian Americans. In spite of the increase in projected
minority school-age population (33% by the year 2000, and 39% by the year 2020) the

Commission reported that fewer minority students were pursuing teaching careers-from
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13.4% first-year students majoring in education in historicaily black colleges and
universities in 1977, to 8.7% in 1986. The loss is great for minority students who see
teachers as role models and also for majority students who will not be exposed to teachers
from other ethnic groups.

Among the strategies identified by the Commission for making progress towards
achieving equality for all citizens in our nation, two focus directly on education. The first
one centers on increased efforts from institutions of higher education in recruitment,
retention and graduation of minority students; the second one emphasizes improved
coordination and cooperation among all levels and systems of education. The latter
challenge called for “leaders at all levels of education [to] recognize their interdependence
and decide that attention to the total system is among their highest priorities” (p. 29).

Eight years later, Rendon and Hope (1996) wrote that while colleges and
universities “have been largely lax in preparing teachers to work with multicultural
students in urban settings,” (p. 18) the urgency now comes from the increasing numbers
of students from various ethnic backgrounds who are not achieving at the same level as
white students and who are taught by white teachers. The predicted increase in the
minority student population and decreasing numbers of minority students in teacher
preparation programs places us in the crisis that had been foreseen for our nation (Darling-
Hammond, 1994; Commission on Minority Participation in Education and American Life,
1988).

Su (1998) indicates that “because the majority of people in the teaching profession

are still from the mainstream group, it is very important to develop strategies to help them
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become social justice educators who genuinely care for children from poor and minority
backgrounds” (p. 195). Teachers must understand children of other racial and ethnic
groups, their ways of knowing, how they access information, and how they make sense of
the world. Teachers will then be able to teach in a way that promotes greater equity and
social justice in schools (Cummins, 1996).

In a study undertaken to find out what preservice teachers thought about
multicultural education, only 9% of the 120 respondents indicated that multicultural
education should focus on achieving social change (Goodwin, 1994). Instead,
multicultural education was perceived as teaching of cultural content, materials, or
celebrations. This perception is externally driven, dependent on procedural or technical
competencies required in specific circumstances, in contrast to being internally driven,
with an intent to achieve social change. The students in this study did not place
themselves in the multicultural equation. In her work with preservice teachers, Hollins
(1997) likewise observed problems with their understanding the importance of culture in
people’s daily lives or with linking culture to teaching and learning in school.

In preparing future teachers to teach culturally diverse students, involving the
preservice teacher in the realities of different cultures is more desirable than studying
about cultures. Self-knowledge, cultural knowledge, case-based instruction, and field
experiences should be emphasized. Self-knowledge enables the preservice teachers to see
themselves as members of a diverse society and to value cultures different from their own.

Cultural knowledge acquired through immersion programs gives the students firsthand
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experiences in other cultures. Case-based instruction allows for analysis of complex issues
of teaching students of different cultures; however, this strategy is effective only if it is
guided by teacher educators who are cuiturally sensitive. Field experience in schools with
a culturally diverse population remains the most common strategy in multicultural
education. However, the field experience alone does not guarantee that students will
develop the cultural consciousness and intercultural competence needed for teaching
diverse leamers (Garcia, 1997; Melnick & Zeichner, 1997).

As one approach to develop cultural consciousness, Hollins (1997) suggests a
developmental process for teacher education which requires coordination of teacher
educators, their collaboration, and application of research findings on effective teaching
and educating teachers for cultural diversity. The process could apply to four interrelated
components: (a) constructing an operating knowledge base for productive teaching, (b)
preparing for student teaching, (c) experiencing teaching, and (d) synthesizing and
integrating knowledge about teaching. It is the wide knowledge base that supports the
rest of the stages of the model. It includes defining culture, self-understanding,
understanding the diversity of others, examining the cultural basis of school practices, and
observing productive teaching and learning. This wide operating knowledge base can then
be applied as needed in the classroom.

Another model to prepare teachers for critical thought and action is given by
Dillard (1997), emphasizing participatory learning through cooperative group projects,
discussions and seminars. Garcia (1997) on the other hand, questions the facuity’s

experience with regard to cultural knowledge and their abilities to guide students in
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discussions and self-narrative reflective inquiry. She urges teacher educators to first take a
look at their personal role as change agents and then work towards incorporating
reflective inquiry into teacher preparation.

Reflective inquiry can be used to gain a different perspective (McGraw, 1999).
The filters through which we view our world are a by-product of our learning history and
cultural background, and it is through reflective inquiry that we learn different
perspectives. Darling-Hammond (1997) explains how this applies to teaching:

Training in inquiry helps teachers learn how to look at the world from multiple

perspectives, including the perspectives of students whose experiences are quite

different from the teachers’ own, and to use this knowledge in developing

pedagogies that can reach diverse learners. (p. 322)

To illustrate the magnitude of our responsibility to educating all students, if a
whole program needs to be changed to bring about a true understanding of cultural,
linguistic, and socioeconomic differences in our schools, then that is exactly what has to
happen, according to Peretti (1997). While settings and students differ from institution to
institution, the standards for preparation of future teachers are the same. With an
understanding of the needs of their students, their community, and their institution’s
mission, educators must design programs that will bring about fairness and equal

opportunities for all children in schools.

Teachers today are entrusted with a “reculturing” of education “to more fully meet
the needs of individual students and resolve societal problems™ (Erickson & Anderson,
1997, p. 1). One approach that has been recommended to prepare new teachers to be
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successful in today’s schools and as leaders in K-12 education is to incorporate service
learning in teacher preparation programs (Erickson & Anderson). Service learning
incorporates the basic principles of the developmental process, participatory leamning, and
reflective inquiry.

The movement that has led service learning to its present form began in the 1960s
when student activists and progressive educators brought attention to an educational
system that did not include a growing population of diverse leamers, and when
communities experienced urban uprisings and a focus on poverty (Stanton, Giles, & Cruz,
1999). In the 70s a series of national reports which pointed to reforms needed in
education were published (Kraft, 1996). Among the recommendations made by the
various committees were service graduation requirements, service programs, and
experience-based learing. However, not until the publication of A Nation at Risk
(National Commission on Excellence in Education, 1983) and One-Third of a Nation
(Commission on Minority Participation in Education and American Life, 1988) were any
actual reform measures implemented. Service learning was also supported in the 80s by
educators (Goodlad, 1984) and in reports by working groups of the Camnegie Foundation
(Carmegie Foundation for the Advancement of Teaching, 1989).

The movement today can be seen as having different orientations, each with a
distinct theoretical base: (a) experiential leamning, (b) transformational or social
reconstructionist theory, (c) muliticultural education approaches, (d) critical reflection, and
(e) education as preparation for civic responsibility (Erickson & Anderson, 1997).
However, each of these orientations is grounded in Dewey’s traditional experiential

26



learning theory (Erickson & Anderson, 1997; Giles & Eyler, 1994; Saltmarsh, 1996,
Varlotta, 1996).

Dewey wrote in 1932 that great movements are not often great in their beginnings,
and that it is only after a long period of time, when we look back and realize what has
become of those beginnings, that we realize their importance (Saltmarsh, 1996). Realizing
the importance that John Dewey’s propositions have had on the present design and
understanding of service learning and education for all students, a reexamination of the
ideas found in two of his volumes, Democracy and Education (1916) and Experience and
Education (1938), follows.

Democracy and Education

The beginning of a society is the community. More than just a group of individuals
in proximity, in a community the group has a common purpose-a focus in which all
members are interested, and for which all members will regulate their activities.
Communication is of vital importance in a community, to reaffirm their purpose and keep
the group informed of their progress. For communication to be effective in a community,
it must have freedom of expression; when cast in a mold or made routine, communication
loses its educative power.

Members of a community seek to communicate what they have learned to improve
the community. Therefore, learning has meaning when it is recognized and allowed to fill
a social need, and when separated from that necessity, learning is meaningless. A true
educational experience, then, is connected to the interests, purposes and ideas current in

the community which are important to communicate.
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Beliefs and attitudes towards the focus of a community cannot be forced. The
community brings about a certain system of behavior by creating an environment in which
the individuals see and feel one thing rather than another. But the environment is more
than just immediate surroundings; it is the planned, continuous influence of the
environment that moves the group towards its purpose and promotes leaming. The
elements involved in the activity of creating an environment is what differentiates training
from educative teaching. Educators are responsible for setting up conditions which
stimulate certain visible and tangible ways of acting-the environment—-and for making the
students partners in the learning activity. Students must be emotionally involved and be
aware of the means employed to reach the goals of the community.

The environment, then, plays a major role in education. The student experiences a
certain environment through his immediate family and surroundings in the home. The
broader environment in the U.S. involves a variety of races, ethnic groups, religious
affiliations, and sociceconomic levels. Whether chance or intentional, the school
environment must provide the opportunity for the student to break through the limitations
of the social group into which he or she was born and come in contact with the broader
environment. The school must facilitate the acculturation of each individual as he leaves
his home environment and encounters the diverse influences of the various social
situations to which he is exposed.

Education can be seen as providing direction in the situations in which the students
take part. This direction constitutes control in the nature of the situations, bringing focus,

order and continuity to the experiences, not in exercising power over the students’
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learning. If a student is forced to follow someone else’s goals for his learning, he will be
thrown out of balance. Students are in balance and gain an internal control over their
learning by being interested in the subject and understanding its relevance to their lives.

By actively partaking in constructing their learning objectives, students acquire a social
sense of their own power and an understanding of the materials used. Consequently,
education can be viewed from two different positions: personal growth and preparation in
formal disciplines.

When viewed as personal growth, education takes the form of initiative and
thinking how to apply new skills to new goals. The goals are not imposed from the
outside, but originate with the student. Setting goals and being intentional about learning,
according to Dewey, “signifies that an activity has become intelligent” (p. 129). It
requires an effort in transformation and demands attention and endurance. The aim of
education, then, is to allow the students to receive the rewards from learning which is
meeting their goals and recognizing their continued capacity for growth. This will enable
them to become lifelong learners.

When education is viewed as preparation in formal disciplines, educators must
consider and protect the present needs and possibilities of the students and not sacrifice
those domains in the name of training for the future. Excessive emphasis on training and
specialized skills could interfere with initiative, inventiveness, application and
readaptability, particularly if the material presented is isolated from connections with the
present environment. In such a case, instruction actually rivals leamning. Education

actually must be seen as a “continuous reconstruction of experience” (p. 93).
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How education is viewed also varies with the social system in which it dwells.
Dewey defines a democratic society as “a society which makes provision for participation
in its good for all its members on equal terms and which secures flexible readjustment of
its institutions through interaction of the different forms of associated life” (p. 115). Ina
democratic society individuals have a personal interest in social relationships and are
empowered to bring about social changes without introducing disorder. A key factor to
empowerment is experiences coupled with thinking.

Experience is the connection that exists between doing or trying something and its
consequences. It has an active doing phase and a passive undergoing phase. Thinking
brings about the intentional connections between what is done and the consequences,
thereby changing the quality of the experience-it becomes reflective. Reflection is the
individual’s acceptance of responsibility for the consequences of his activity. This
empowers him to continue learning and to induog social change .

Another method to enhance the meaning of the experience is to bring connections
to consciousness. “Any experience, however trivial in its first appearance, is capable of
assuming an indefinite richness of significance by extending its range of perceived
connections” (p. 255). The simplest way a connection is made is through communication
with others, which in itself furthers an individual’s development. The value of
communicating with others who have a common interest in learning far outweighs the
benefit of taking a test, for example. A third way to bring to fruition the cognitive factors
of an experience is through the scientific method: searching for the sources, the grounds,
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and consequences of a belief surpasses a mere statement about the experience. It resuits
in knowledge which has been tested and is rich in meaning.

The growth of a progressive society, Dewey asserts, lies in the diversity of its
members. “Hence, a democratic society must, in consistency with its ideal, allow for
intellectual freedom and the play of diverse gifts and interests in its educational measures™
(p. 357). To be happy, its members must have a purpose and be free to engageina
continuous discovery of capacity and aptitude and development of skills towards a social
aim.

Experi | Educati

The fundamental idea of experience as it relates to education is that an “intimate
and necessary” relationship exists between the two. The problem for the learner is to
discover the connection within the experience between past achievements and the present
happenings. When the activities in the schools are relevant to the students’ lives, the
connection results in the acquisition of knowledge. In contrast, a “mis-educative”
experience can not only prevent a person from getting the most out of an experience or
from making significant contributions, it can also arrest growth.

There are two main criteria for an experience to be educative—or worthwhile
educationally—as opposed to mis-educative. First there must be an experiential continuum.
The continuum refers to the ongoing formation of attitudes, contribution to society, and
personal growth. Attitudes are formed on an intellectual and emotional level: something
from the past should be taken to improve the future, namely the quality of the human

experience. As this type of activity continues it becomes a habit, and so conditions for
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further growth are created. The key element to bring about the intellectual and emotional
involvement of the student is reflection. Reflection is what enables the learner to
understand what he has been through and to learn from his experience.

Any given experience will set up a preference or aversion for further experiences.
Therefore, the educator’s role in facilitating worthwhile experiences is crucial, in both the
conditions of the experience and the reflection. The educator must be “intimately
acquainted with the conditions of the local community in order to utilize them as
educational resources” (p. 36) in setting up the experience. A worthwhile experience will
strengthen the leamer, arouse his curiosity, and clarify his purpose such that he will be
empowered to continue learning. On the emotional level, the educator must judge what
attitudes are being formed that are conducive to further growth, and guide the student
accordingly.

The second criteria for an educative experience is that the interaction that takes
place between an individual and his environment gives equal rights to objective (external
facts) and subjective (internal) conditions. An ideal environment provides the conditions
that correlate ready-made truths with the personal needs, desires, purposes and capacities
of the individual so that he can create his own knowledge. The educator must
intentionally structure and regulate the situations whereby such transactions can take place
between the individual and his environment.

Continuity and interaction intercept and unite to create the process of lifelong
learning and growth. The knowledge and skills that an individual gains in one situation
become his “instruments of understanding” for dealing effectively with the next one.
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Through each experience, the individual’s world either expands or contracts. Therefore,
attentive care must be devoted to the conditions which make each experience meaningful

to the present and important in preparation for future experiences with deeper and broader

issues.

One strategy identified by the Commission on Minority Participation in Education
and American Life (1988) to achieve equality in education is cooperation among all levels
and systems in education. Service leamning partnerships from Kindergarten to higher
education engage educators and learners from schools and universities in activities that are
mutually beneficial (Myers & Pickeral, 1997). A school-university collaborative
partnership in teacher education involves (2) the school teachers, (b) the elementary and
secondary students, (c) the college students also known as preservice teachers, (d) the
university faculty, and (e) the administrators from both institutions.

Service leaming partnerships have been designed primarily to improve teacher
education. The design of each model is dependent on the goals of the partnership. Each
has its own mission, focus, and scope. The first four models described in this section
illustrate a specific component deemed important in preparing future teachers. The
components are (a) professional development of the college student, (b) collaboration
between the university and school, (c) relationships among participants in service leaming,
and (d) transition for the college student to classroom teacher. The remaining examples
illustrate specific goals within a preparation program, such as diversity training, recruiting
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bilingual candidates, and using technology to facilitate connections among institutions and
participants.

John Carroll Unjversity. The Professional Education Model seeks to prepare and
develop professional educators at John Carroll University in Ohio (Manning & Jorgenson,
1996). Partnerships exist with South Euclid-Lyndhurst School District, Orchard
Elementary School, Hawken Lower School and Saint Ignatius High School. Students in
the alternative teacher certification program receive a Master’s of Education degree plus
an elementary or secondary teacher certification. The program includes a full year of *
immersion in teaching, attending classes on site and at the university. Interns are selected
by both university and site personnel.

A faculty member serves as program administrator, and full-time faculty advisors
are available to the interns. Upon requests from interns, Professional Development
Workshops on Classroom Behavior and Management, Ethics in Teaching, and Assessment
have been offered. Faculty are available for conversations with interns; career advisement
services and employment networking is also offered. Providing these services has
increased demand for faculty time and other resources. Collaboration is also time
consuming, as “meetings that provide opportunity for sharing must occur on a regular
basis” (p. 98).

Kentucky Wesleyan College. The partnership between Kentucky Wesleyan
College and Cravens Elementary School focuses on collaboration and its benefits in the

preparation of preservice teachers (Tennison & Hawes, 1996). While education students
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experienced working with children in authentic environments, these same students brought
new ways of learning to the children and faculty of the urban school.

Every class in the Teacher Education Program at Wesleyan has a field requirement,
totaling 150 hours upon completion of all classes. This takes place before student
teaching begins. Students identify their own leaming needs based on their classes, field
experiences, and the state’s “New Teacher Standards.” They discuss their progress
through self-evaluations, reflective journals, and feedback obtained from mentor teachers,
faculty and peers.

The site coordinator matches the college student’s needs with a teacher who can
“provide the desired experiences.” At the beginning, classroom teachers and college
students were not sure of their roles in the program. The most critical element to its
success became identifying the needs/goals of the college student and having both the
student and classroom teacher as responsible parties toward the attainment of the goals.
Additionally, “professors hold on-site discussions with their classes immediately following
field experiences to help students reflect and make meaning from their experiences”
(Tennison & Hawes, 1996, p. 103). Monies from a Goals 2000 grant are used to hire
floating substitute teachers to allow mentor teachers to join in the discussion. This
collaboration is said to have changed the climate of the school, where success is measured
by each participant’s gain in the partnership, where the good of the group and of the
individual is valued and celebrated.

Bermry College. The relationships among participants in the Berry College
partnership project in Georgia are a central component in the education of preservice
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teachers (Hausfather, Outlaw, & Strehle, 1996). Field experiences in the teacher education
program required that students be exposed to diverse multicultural, rural, and suburban
environments at a variety of grade levels with supervision by both college personnel and
classroom teachers. Supervision of students in the field by the professors of this small
college greatly limited placement possibilities.

The first decision in facing the placement challenges was to place students in pairs.
This provided for feedback from a peer, mutual support, and opportunity for collegial
reflection. The second area of focus, the classroom teacher’s role, became the critical
element of the program: “The relationships between the college faculty and cooperating
teachers have resulted in a desire to empower the classroom teacher to share in the
responsibility of educating the preservice teachers” (Hausfather et al., p. 39). A
“Developmental Flow of Field Experience” table was developed with input from the
classroom teachers to describe the service that the college student would provide to the
classroom; a rubric for observations by teachers or fellow students was presented; teachers
keep a “conversation” notebook with the interns regarding their field experiences. In
addition, students reflect on their field experiences daily through journal entries focusing
on analysis of significant episodes.

These early field placements provide ongoing supervision, guidance, and guided
reflection on their experiences to the college students. They are to be in continuous
conversations with their college instructor and with the cooperating teacher. However,

after two years that the program has been in place, time and opportunities for
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communication are now the biggest challenges and the primary focus of attention to
ensure continued success and participation of all partners.

Linfield College. Educators at Linfield College addressed the problem of transition
for the college student from the role of student to the role of professional. “There is no
planned, gradual transition from classroom practice to active participation in the new
professional role: one minute they’re students, the next they’re teachers” (Campbell &
Ross, 1996, p. 108). The case of a model student unable to adapt to the teacher’s roleina
student teaching experience began the conversation on the acculturation of preservice
teachers to the realities of urban schools prior to their student teaching experience. While
the program included courses with observation/aiding requirements, what was lacking was
clear integration of coursework and fieldwork experience. Students were participating in
the clerical duties of teaching rather than being engaged in the art of teaching. Linfield’s
goal was to have secondary preservice teachers in conversation with expert teachers in
their subject fields, making connections between subject, method, and students, using
examples from classroom experiences where both are co-participants.

The Site-Based Secondary Methods model moved the secondary methods block-a
two-period block—to a high school five days a week, with a portion of that time for
students to work in the classrooms and meet with cooperating teachers. The content-area
methods courses are taught by Lindfield’s adjunct faculty—the best high school teachers in
each department. These faculty members are part of the team that plans the methods
curriculum, cover classes for the high school teachers when these are guest lecturers for
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the college students down the hall, and coordinate the discussions and management of the
field experiences.

Linfield students are immersed in the culture and climate of the high school. They
have access to the resources there, such as library, computer lab, and ESL and
handicapped resource rooms. The Linfield-McMinnville High School team intentionally
couple student characteristics, curriculum, teaching methods and activities to create a
seamless experience for the college student to assume the role of teacher.

Increasing enrollment in the successful Linfield program has caused strain on MHS
teaching and administrative staff. Future plans include expanding the program to two
middle schools in addition to the high school of McMinnville public schools.

Other Programs. Specific challenges and visions have driven other partnership
programs. Following are some examples.

The Willamette University School of Education in Oregon teamed with the Salem-
Keizer School District SMART (Salem-Keizer Multicultural Resource Team) to introduce
diversity training in school reform (Biffle, 1996), to address the interrelationship of culture
and instructional practice. California’s College of Notre Dame and the Ravenswood City
School District became partners in attracting bilingual candidates for the teaching
profession, and subsequently training and certifying bilingual teachers (Guay, 1996).

Houghton College in New York is a rural college with a very homogeneous
population. Through technology and a partnership with King Urban Life Center and
School #90, the Houghton College education department is preparing teachers with
multicultural and multiethnic understanding (Massey & Massey, 1996). Technology also
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provided the connection in the partnership between Balwuin-Wallace College in Ohio and
Berea City Schools (Conroy, Jensen, Bainbridge, & Catron, 1996).

For additional models of programs with courses that employ service leaming the
reader is directed to Erickson and Anderson (1997). The models described therein not
only give examples of service learning experiences attached to courses, but also ways to
present service learning as a philosophy and teaching method and to prepare teachers to
use service learning as an instructional approach within K-12 classrooms.

The SERVE Program at CSULB

The idea for the SERVE Program originated in 1994 based on the concemn of
Long Beach Unified School District leaders that the teachers graduating from the local
university, California State University, Long Beach, seemed unprepared for teaching in the
culturally diverse Long Beach schools (Hamm et al., 1998). Seeking to provide early field
experiences in multicultural, urban class settings, representatives from both institutions,
from the City of Long Beach, and from the Long Beach Community Partnership designed
a pilot service learning program which was formally instituted as a requirement for
graduation in the Liberal Studies program in 1996.

The program aligns with one of the models of service learning described by Myers
and Pickeral (1997) in which college students perform as tutors/mentors to K-12 students.
In this model, preservice teachers test the theories they have learned in the classroom,
explore specific strategies, assess if teaching is the right career for them, and determine
their future in education. In addition, the SERVE Program operates based on a “theory of
change” which seeks to improve the preparation of teachers for cultural diversity.
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There are long-term and short-term goals for the SERVE Program. The long-term
goals are to prepare teachers who: (a) possess skills to respond to students’ individual
needs and differences (such as first language, gender, race and ethnicity, socioeconomic
class, personality, and parental education); and (b) possess knowledge of the realities of
public school classrooms and skills to adapt to these realities (Hamm et al.,, 1998). An
exposure to the realities of urban classrooms, development of sensitivity and
understanding of social, cultural and economic factors that have an effect on the education
of children, and providing support in thg classroom constitute the short-term goals of the
program. The program requires 120 hours of service leaming over three semester periods,
or 40 hours per semester.

Students are trained, placed, and supported through the SERVE Program which is
housed in the Center for Collaboration in Education in the College of Education. Training
includes “strategies for giving praise, guided reading, reading prompts, asking effective
questions, management techniques, active participation and a powerful simulation
experience teaching them how it feels to be a learning impaired or excluded student”
(Hamm et al., 1998, p. 198) in one four-hour session. The model calls for students to
keep an interactive journal with the classroom teacher also known as service learning
instructor (SLI) and to use it during the biweekly sessions with their SLI.

While the partnership exists between CSULB and Long Beach Unified School
District, placements have been extended to twenty five additional school districts
throughout Los Angeles and Orange Counties, in response to college students’ requests.

Placements outside Long Beach are arranged on an individual basis to meet the needs of
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individual students. Support is offered through the classroom teacher and the SERVE
coordinators. The SERVE Program Coordinator is a counseling mtem, and the Faculty
Coordinator is a faculty member from the College of Education.

During the 1997-98 school year a study was conducted with 187 students in the
SERVE Program who were placed in Long Beach schools (students placed in other
districts were not included in the study). Ninety percent of the students in the study were
women and the average age was 23 years; fifty percent had no prior experience as
volunteers in public schools. Results from pre- and post-tests showed that the students
gained in their awareness of individual and social characteristics which influence the
educational development of children (Hamm et al., 1998).

While those resuits indicate that students have gained in the awareness of
characteristics that have an effect on the children’s development, the model does not make
overt the personal development of the college student. Working under the auspices of
theory to practice, a theory on student development could serve as a framework to
address, promote, support and encourage the personal development of the teacher in

Student Development Theories

Multiple components such as identity, competence, emotions, relationships,
experiences, personal characteristics, and environmental factors influence the development
of a college student. While student affairs professionals study and become experts in
many of these areas, no one person is an authority in all of them. Student development
theories are accessible to understand individuals, groups, and insﬁmtion;. They are used
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by professionals “to make the many complex facets of [the college] experience
manageable, understandable, meaningful, and consistent rather than random” (McEwen,
Roper, Bryant & Langa, 1990, p. 148).

In the late 70s Knefelkamp, Widick, and Parker (1978) set out to create a
comprehensive theory of student development. Instead, they confirmed the value of
having clusters of theories, each cluster looking at the college student from a different
perspective. The clusters that will be discussed here are cognitive, typology, person-
environment, and psychosocial theories. Support for application of Arthur Chickering’s
and Nevitt Sanford’s theories to this study will be given.

Cognitive Theories

Cognitive theories describe how students make meaning out of their world: how
they perceive intellectually what they are le;rning' and experiencing, how they reason.
They are built on the work of Piaget (1952) on moral development. The leading architects
of cognitive theories are Kohlberg, Gilligan, Perry, and Belenky.

Kohlberg’s work in 1958 was an expansion of Piaget’s study of moral
development of children. That work resulted in a hierarchical and sequential explanation
of “the individual’s relationship with the rules of society” (Evans, 1996). He named six
stages of development arranged in three levels, Preconventional, Conventional and
Postconventional. Movement toward higher levels of moral development is achieved
through experiences and situations that deal with moral issues. Since its inception,
Kohlberg’s theory has been examined and supported by subsequent research and applied

in moral education programs in schools and universities (Evans).
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In 1977, Gilligan proposed an alternative theory of moral development for women.
It consists of three levels: orientation to individual survival; goodness as self-sacrifice; and
the morality of nonviolence. The transition stages between levels deal with the woman’s
sense of responsibility to care for others, and to take care of herself as well as others,
respectively. The research that followed Gilligan’s work showed that while both men and
women use both styles of moral reasoning-based on justice and rights as described by
Kohiberg, and based on care and responsibility as described by Gilligan—men favor the
former and women the latter (Gilligan, 1982).

Perry’s (1968) study was the first look at intellectual development of college
students. He proposed nine stages of cognitive development divided into four groups
which he named Dualism, Multiplicity, Relativism, and Commitment in Relativism. The
student’s perception of knowledge and truth is defined in each stage. Perry’s focus on
development was the adaptation and adjustment that the individual makes when faced with
challenges, rather than the process of development taking place (Evans, 1996).

Belenky, Clinchy, Goldberger, and Tarule (1996) were the team of researchers
who in the late 70s sought to understand why women often doubted their intellectual
competence. They noticed the learmning that women acquire through relationships,
friendships, and community involvement. They presented their findings as five major
perspectives on knowledge from women’s point of view, and these they named “silence,”
“received knowledge,” “subjective knowledge,” “procedural knowledge,” and
“constructed knowledge.” These perspectives emerged from women of different ages,
circumstances, and outlooks. The authors’ significant contribution to higher education is
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promoting “connected teaching” which emphasizes collaborative work, firsthand
experiences, and new modes of assessment (Evans et al., 1998).

Other theories of cognitive development exist that build upon the ones presented
here. Among them are Baxter Magolda’s Model of Epistemological Reflection which
contains four stages with gender-related patterns in the first three; King and Kitchener’s
Reflective Judgment Model with seven stages on assumptions about knowledge and the
process of acquiring knowledge (Evans et al., 1998); and Loevinger’s Theory of Ego
Development which considers moral growth, interpersonal relations and cognitive
development in one framework (Pascarella & Terenzini, 1991).

Typology Theories

Differences among individuals are addressed in typology theories. These theories
do not have stages or processes and do not serve to evaluate. Instead, they explain,
provide information, and increase our understanding of the innate differences among
individuals, specifically among college students (Pascarella & Terenzini, 1991). The
differences are in the way they learn, the way they communicate, how they take in and
process information, what interests they have, how they spend their time, and what
experiences they have in college. Given a set of challenges, a new situation, or
environmental factors, individuals will respond differently based on their type. Typology
is the framework for cognitive and psychosocial development, because students approach

development in accordance to their type (Evans et al., 1998). The major contributors to

typology are Kolb, Holland, and Myers-Briggs.



Kolb maintains that the learning process has four components, which are “concrete
experience,” “reflective observation,” “abstract conceptualization,” and “active
experimentation.” The first and third components—concrete experience and abstract
conceptualization—both deal with the way an individual takes in information; the second
and fourth components—reflective observation and active experimentation—are ways an
individual makes information meaningful.

Individuals must choose which components they will use each time they areina
learning situation. It is from these preferences that learning styles emerge. In order for
students to have equal access to education, different leaming styles must be considered in
methods of instruction, assessment, and delivery of service to students (Evans et al.,
1998).

Holland first proposed his Theory of Vocational Personalities and Environments in
1985 (Evans et al., 1998). It incorporates four parameters: personality type,
environments, the fit between the personality type and the environment, and the persons
interacting in the environment. Different personality types are defined by interests,
behaviors, and attitudes, and a person with diverse strengths and interests may identify
with more than one type. The types are: (a) Realistic, (b) Investigative, (c) Artistic, (d)
Social, (¢) Enterprising, and (f) Conventional.

Each personality profile has a matching environmental model, according to
Holland, because persons create their environment according to who they are.
Additionally, persons seek out environments that allow them to use their talents, thereby

strengthening the person-environment deﬁxlitidn (Evans et al., 1998). Holland continued
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his studies of personality types and with his colleagues created assessment instruments to
assist individuals in making vocational choices.

The Myers-Briggs mother-daughter team based their work on that of Carl Jung
related to mental functioning (Pascarella & Terenzini, 1991). Their typology theory states
that differences in personality are reflected in ways that persons prefer to receive
information—the perception functions—-and ways that they reach conclusions or make
decisions—the judgment functions. Within each of these functions are two preference
areas, and all are governed by attitudes or orientations.

The first attitude describes an individual’s source of energy and how he or she
interacts with the world—Extroversion (E) or Introversion (I). The perception functions
refer to the kind of information an individual naturally notices—-Sensing (S) or by Intuition
(N). The judgment functions describe how an individual makes decisions—Thinking (T) or
Feeling (F). And the individual’s preferences in interacting with the outside world can be
Judgment (J) or Perception (P). According to these preferences and their possible
combinations sixteen different personality types arise (i.e., ISTJ, ISFJ, ENTP, etc.). The
Myers-Briggs Type Indicator is an instrument that is widely used to assess personality
types.

The wide use of typology theory and corresponding assessment instruments attest
to their value in gaining understanding of individuals. The guiding force of these is that all

types are equally valued and necessary in our society.



Person-Environment Theories

Person environment theories are not developmental theories in the pure sense, but
they are important to student development because the models provide another backdrop
formdemmﬂhg&ewﬂmﬂdmtaﬂtheﬁeﬂsof&emﬁomwh@m
experience. The models are defined according to the main influence of the environment
being analyzed, such as physical models, human aggregate models, perceptual models, and
structural organizational models, and have been summarized by Pascarella and Terenzini
(1991).

Physical models can represent the actual buildings, the larger setting or locality, or
the participants. Barker’s theory of behavior settings is an example of physical models.
Human aggregate models take on the characteristics of groups of people in the
environment, such as values, attitudes, goals and socio-demographic similarities.
Holland’s work on vocational choice and the environment described under Typology
Theories is also an example of human aggregate models. In perceptual models the
individual’s perception of the world defines the environment. Lewin and Murray are the
pioneers of this area of study. And lastly, structural organizational models that explain the
behavior of people in particular types of organizations are interpreted by Strange and
King.

Psychosocial Theories

Psychosocial theories give us an insight into college students’ growth through the
way they manage or achieve particular developmental tasks. These theories had their
beginnings in the 1960s with the work of Erik Erikson and Nevitt Sanford. Erikson’s
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epigenetic principle of the relation between biological and psychological changes, the
crises that result when these changes interact with sociocultural demands, and his
identification of identity confusion in college students laid the groundwork for
psychosocial theories (Pascarella & Terenzini, 1991).

Sanford (1967) studied the effects of new situations and demands placed on
college students. He valued the research from the 60s which showed that flexibility of
thinking, range of interests, autonomy and integrity were among the traits that
differentiated the most and least creative people in architecture, literature, mathematics,
and engineering. Chickering is another psychosocial theorist whose theory integrates the
work of Erickson, Sanford, and volumes of work and information on college student
development into one model (Chickering, 1969).

Some psychosocial theory models examine the experiences of women and diverse
populations, such as Marcia’s Model of Ego Identity Status; Cross’s Model of Black
Identity Formation; Heath’s Maturity Model (Evans et al., 1998). From all the existing
psychosocial models, it is the work of Chickering and Sanford that will be reviewed in this
section for their theories’ direct application to this study.
Chickering’s Seven Vectors of Development

Chickering created the vectors of development on the belief “that colleges and
universities should be concerned about students’ personal values, ways of thinking, modes
of learning, and interpersonal and intercultural skills” (Chickering & Reisser, 1993, p. xi).
While his theory was not embraced by faculty when it was first published in 1969, the

present focus on socially responsible citizenry emerging from higher education is very
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much in line with the theory of student development as described by Chickering and
Reisser (1993). This theory and ensuing recommendations are an update of Chickering’s
original work, incorporating additional research on higher education, particularly the
work of Pascarella and Terenzini (1991). The updated version of Chickering’s Vectors is
what follows.

‘ Developing Competence. The college student gains competence in three major
areas: intellectual competence, physical and manual skills, and interpersonal competence.
The most apparent gains are in subject matter knowledge and academic skills of a major.
Just as significant are critical thinking, cultural understanding and aesthetic sophistication.
How students make sense of their experience and develop new points of view add to their
cognitive skills.

Physical and manual skills develop through involvement in athletics, fitness
programs, and creative projects. Students learn about teamwork and competition, self-
discipline, self-care, wellness, courage, adaptability and flexibility. Tangible creations
provide evidence of manual skills.

Interpersonal competence involves skills in listening, responding, decision-making,
giving feedback, and acquiring sensitivity. These are significant for mentoring, managing,
leading, negotiating, instructing, supervising, consulting, persuading, and communicating
in private, public, personal and professional settings. These are the skills that employers
look for in college graduates.

While a student’s sense of competence in these areas is subjective, that sense plays

a major role in maintaining a balance in college life, in solving problems, and in
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persistence. Students compare themselves to other students through the feedback they
receive. With an increased trust in their abilities, students take greater risks, give more
worth to their accomplishments, and have a healthy self-concept.

Managing Emotions. Emotions permeate the lives of students of all ages: age
does not correlate with emotional maturity. Students experience toxic feelings over tests,
academic stressors, relationships, and finances. Managing feelings such as these signifies
identifying, accepting, and thereby increasing an awareness of emotions, which leads to
exercising flexible control over them.

Leaming a broader repertoire of responses and appropriate expression of feelings
is what this vector is about. Leamning in this area includes behavior modification, problem
solving, assertiveness training, perspective taking and responding. Equally important to
professional educators, Chickering notes, is to emphasize, to bring out and nurture
positive emotions, optimism and caring in all students.

Development in this area

brings about greater understanding for other points of view. Achieving autonomy through
emotional and instrumental independence allows the student to accept interdependence
with others. Emotional independence means having the freedom from needing reassurance
from others. The student entering college relies temporarily on someone else (i.e.,
counselor, professor) while he or she is learning the skills to function independently.
Instrumental independence refers to self-sufficiency in any environment, being able to
leave one place and function well in another. A student needs strong cognitive skills to
have this independence, to set goals and take risks.
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When independence is achieved, interdependence, the capstone of autonomy, is
possible. Interdependence is about reciprocity, compromise, sacrifice, consensus,
commitment to the welfare of the community, respect, give and take, and friendships. In
other words, this is about becoming different and making and maintaining connections.
Mature relationships is defined by

Chickering as accepting persons for who they are, appreciating their differences, talents
and flaws, and having a greater capacity for intimacy, sharing and reciprocity. This shift in
the quality of relationships makes for deeper connections, romance, collaboration,
partnerships, and friendships. These relationships endure crises, distance, and separation.
Eventually such depth of connections will expand from the circle of friends, colleagues and
partners, to the community and beyond.

Much can be done by professionals to achieve movement in this vector. Some
examples are: (a) restructuring curricula to break down ethnocentric attitudes, eliminate
labels, and put a stop to the negative interpretation of others; (b) providing opportunities
to learn about different cultures, social classes, and abilities; and (c) acting as role models.

Establishing Identity. Establishing identity encompasses all the vectors, since it
includes the student’s awareness of competencies, emotions, values, standing alone,
bonding with others, going from intolerance to openness, and self-esteem. “Identity”
defines who the student is: body and appearance, gender and sexual orientation, social
and cultural heritage, roles and lifestyle. Acceptance and appreciation of all these
solidifies the student’s sense of self and brings about greater integration of body, mind,
feelings, beliefs and values.
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A sense of self in a social, historical and cultural context is necessary for the
student to locate herself in context first before being able to appreciate other groups.
Students are able to update their self-concepts based on information from others, provided
the feedback is consistent and specific. Acknowledgment of weaknesses and acceptance
of criticism as well as increasing faith in their own abilities, feeling useful to others, and
knowing their valuable qualities leads to stability and integration.

Developing Purpose. Sharpening priorities in personal and professional areas
result in greater commitment to goals, termed by Chickering as “developing purpose.”
Students have a greater opportunity to clarify personal interests in college, especially if
they go from being passive to purposeful learmers. This is achieved through setting their
own learning goals. Therefore, goal clarification should be a high priority for college
personnel.

With greater clarification of personal interests comes greater stability, increase in
time spent studying, and greater commitment. College requires personal commitment,
sacrifice, and greater intentionality, which translates to having meaningful goals, greater
focus and depth in studies, full involvement, motivation and persistence. Having a strong
purpose leads to integrity, the final vector.

Developing Integrity. Integrity refers to a person’s core values and beliefs.
Humanizing those values, personalizing them and being congruent leads to development in

this vector. Humanizing values is living them out through greater humanitarianism,
involvement in politics, and support for individual rights. Owning up to those values and
articulating them provides greater clarity, making it possible to reframe beliefs based on
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ethical principles, logic, and evidence. College staff can play a major role in encouraging
students to find their own way by providing opportunities for reflection, personal
dialogue, and greater involvement with others.

Being genuine, aligning behavior with personal values in socially acceptable ways
makes a person “congruent.” A person who is congruent “walks the talk™ by accurately
matching experiences, awareness and communication. A person who is congruent
continues to develop integrity through relationships, evaluating and tempering rigid
beliefs, remaining open to other interpretations, weighing evidence and experiences, and
remaining true to a meaningful set of principles.

Having proposed these vectors, Chickering identified factors he calls “key
influences on student development.” They are: (a) institutional objectives; (b)
institutional size; (c) student-faculty relationships; (d) curriculum; (e) teaching; (f)
friendships and student communities; and (g) student development programs and services.
They are described here because of their relevance to the experiences of students
participating in this study.

Institutiopal Objectives. Clear institutional objectives defined by members of the
college community and used as guides bring consistency to policies, programs, practices,
and behaviors. Such consistency brings focus to the college community and reinforces
one another’s work. This produces higher motivation in students and moves them along

their development: clarity and consistency determines development.
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Institutional Size. Small colleges offer greater opportunity for student
involvement, for students to get to know each other, for relationships to form, for

leadership skills to be developed. The less participation opportunities available, the less
self-discovery and development of identity. In larger institutions, the self-evaluation of the
student shifts from criterion-referenced evaluation (tasks and responsibilities) to norm-
referenced evaluation (comparison with peers). This competition is bard on developing
competence; sense of competence increases with the variety of tasks performed and level
of cooperation employed. Therefore, smaller human-scale units should be created in large
institutions to foster student development.

Student-Faculty Relationships, Peers are the number one influence in students’
lives; faculty are number two. Pascarella and Terenzini (1991) report that “the influence
of interpersonal interaction with these groups is manifest in intellectual cutcomes as well
as in change in attitudes, values, aspirations, and a number of psychosocial characteristics™
(p. 620) and “the most influential interactions appear to be those that focus on ideas or
intellectual matters, thereby extending and reinforcing the intellectual goals of the
academic program” (p. 620).

Student-facuity interaction has been shown to develop competence and sense of
competence in students by faculty modeling how they use their minds. High quality, early,
informal out-of-class contact with faculty influences students’ career aspirations and
clarity of purpose. Faculty can provide the temporary support that leads to autonomy.
Through modeling humanizing of values and ethical behavior, faculty move students to
integrity.
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For positive student-faculty relationships to take place, faculty must be accessible,
congment., knowledgeable on human development, and able to communicate with
students. The latter component refers to listening skills, being able to enter the student’s
frame of reference, having positive regard, being able to focus on the student’s strengths,
being able to get to the issue that is of concern to the student, and having respect for the
student.

Curriculum. While volumes can and have been written about curriculum and
student development, a major point that must be made is that the curriculum affects how a
student establishes identity. Chickering suggests four areas of examination regarding
general education requirements: (a) is the content relevant to the student’s background
and prior experiences? (b) does the content recognize significant individual differences
among students? (c) does the curriculum create encounters that challenge existing values?
(d) does the curriculum provide activities that integrate what the student is learning? In
addition, how the curriculum is presented can make the difference between active leaming
and minimum academic preparation.

Teaching. The conditions for leamning affect student development. Chickering
offers his principles of good practice in teaching. Good practice encourages:

1. student-faculty contact in and out of class, sharing experiences, knowing
students by name, mentoring students;

2. cooperation among students through study groups, sharing about their

background, evaluating each other’s work, establishing learning communities;
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3. active leamning through classroom discussions applying the lesson to their own
lives, team projects, outside events related to course work, planned activities;

4. prompt feedback to students with suggestions for improvement and reflection,
detailed evaluations, conferences, written comments, keeping a log of students’ progress;

5. time on task, communicated high expectations, setting challenging goals,
suggesting additional reading, calling attention to students’ performance; and

6. diverse talents and ways of learning, using diverse teaching methods, matching
activities to students’ backgrounds, integrating new knowledge.

Faculty should continuously seek new ways to be more effective and engage in personal
renewal.

Friendships and Student Communities. Relationships among students foster
development along all seven vectors. With friends students learn to communicate,
empathize, argue, and reflect. Spending time in dialogue with friends, students clarify
values and purpose. By sharing feelings and revelations of biases and histories students
develop greater understanding of each other and integrity. Student communities are
socializing agents for identity development.

The institutional culture determines the student culture. An institution that fosters
community encourages regular interactions with opportunity to share interests and face
common problems together. In a large institution, a more personalized environment for
students through the creation of smaller units facilitates relationships with peers, faculty

and advisors. For commuter students, the challenge is greater to build a community and
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form friendships. Programs, retreats, professional meetings and other activities can be
intentionally planned to promote involvement for all students.
ices. Collaboration among student

development professionals, faculty and other campus educators fosters the development of
the student as co-curricular and academic successes build on each other. This can be
viewed through three service clusters: entering services, support services, and culminating
services.

Entering services include preadmissions, recruitment, admissions, financial aid,
employment, orientation, educational planning, academic skills assessment, prior learning
assessment, and registration. Support services enrich the class experiences with
developmental cocurricular activities such as academic support services, career
development, personal and life counseling, educational programming, recreational, athletic
and cultural activities, health services and wellness programs, student government and
organizations, residential life, child care, support groups, and developmental mentoring.
Culminating services include practica and intemships, academic review and graduation
assessment, job search, resume writing, interviewing, placement services, and development
transcript review.

“The most critical task of higher education for the twenty-first century is to create
and maintain educationally powerful environments” (Chickering & Reisser, 1993, p. 454).
Such environments will move students along the seven vectors of development.
Specifically, they (a) integrate work and leaming, (b) recognize and respect individual

differences, and (c) consider that significant learning and development move in cycles of
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challenge and response, differentiation and integration, disequilibrium and regained
equilibrium.
Nevitt Sanford’s Challenge and Support

ThecoreofSanford’sworkisbasedonthepmnisetlatsigniﬁmtlumingcom
in cycles of challenge and response. “Prior to Sanford’s work, no developmental theory
other than Erik Erikson’s was available to describe the changing patterns of thinking,
feeling, and behaving in college-age students. Sanford set the stage for a new level of
thinking about student development, proposing that colleges should foster development by
providing an empowering balance of challenge and support” (Chickering & Reisser, 1993,
p. ).

Sanford’s purpose in writing Self and Society (1966) was to provide a base of
information to professionals working with people in need of further development, to be
used for planned action for groups and individuals. For college students, Sanford
maintains that the institution must have a clear picture of the students entering and the
individuals they wish to emerge. The change that comes about during a person’s years in
college depends on the programs and experiences offered at the institution. Personal and
professional growth happens when an individual encounters a situation that he cannot
manage with his existing repertoire of skills. The institution must therefore present the
student with challenges that will stimulate new responses, and in so doing add to her
competencies.

Most students possess the necessary skills to master content, according to Sanford.

It is the instructor’s job to challenge students to new ways of thinking that will generate
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new perspectives and “systems of response.” Intentionally planned actions, placing
students in situations that are new to them and forcing new responses, promote leamning.
A weekend seminar is likely to produce more learning than a semester of attending classes
in a routine fashion. Critical incidents for students, when attended to by professionals on
campus, can become leaming opportunities, change perspectives, or influence retention.

The degree to which a student is challenged is a delicate matter and always carries
some risk. Sanford (1966) found many students feeling overly stressed. In consideration
of that fact, Sanford stated that “the most effective college might well be one in which half
of the people were working at challenging the student and the other half at seeing that
these challenges did not become overwhelming” (p. 45). Professionals must determine
how much to challenge a student to effect growth yet maintain the individual mentally
healthy, which is the balance of challenge and support.

s for Using Chickering’s V

Students in the SERVE Program are challenged to learn in a setting that is new for
them, the urban classroom. Nierstheimer, Hopkins, and Dillon (1998), state that “we
must provide opportunities for undergraduate students [in teacher preparation programs]
to try on the role of the teacher, have successful experiences, and begin to see themselves
as teachers” and that “just as we teach and encourage prospective teachers to treat
children as individuals, we must also address the individual needs of our students at the
university level” (p. 23). Student development theories provide a way to understand the

needs of our university students and to create programs that will result in successful
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experiences, that are suitable to their development and that will encourage and support
their growth (Evans, 1996).

Student development theories that explain growth are usually presented as stages,
such as the stages of cognitive development described by Kohlberg and Erikson’s
epigenetic principle. However, Chickering’s vectors do not have the hierarchy or
sequentiality of stage theories, and can be applied to whichever area of growth
(intellectual, interpersonal, emotional, etc.) the student is focusing. “Education must
provide for the different paces at which such development proceeds, and for the many
forms it may take” (Sanford, 1966, p. 27), and the vectors are useful in examining those
various forms whenever and wherever they occur.

The Seven Vectors of development can be considered as having magnitude and
direction. The direction is the form or area of development, and the magnitude is the
degree of transformation taking place in the student. The vectors have been used to study
a wide range of experiences of college students as they relate to developmental
characteristics with students from various subpopulations like: freshman students (Thicke,
1994; Martin, 1998; Tennant, 1990; Olthoff, 1991; Della Valle, 1986); traditional age
(Martin; Depauw, 1980) and nontraditional age students (Butler & Markley, 1993;
Thompson, 1993; Klimkowski, 1983; MacFarlane, 1991); African-American students
(Young, 1993; Marcy, 1986; Gibson, 1995); women athletes (Lienau, 1989); students
with leaming disabilities (Olthoff, 1991); and nursing students (Thompson; Siccardi,
1998). The issues that have been examined by way of the vectors include social

relationships (Sottile, 1995); environmental influences (Thieke; Martin); classroom
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experiences (Thompson); instruction (Tennant); academic performance (Gibson; Young);
counseling styles (Scholl, 1998; Depauw); student involvement (Murphy, 1985); and
identity (MacFarlane, 1991).

The validity of Chickering’s vectors has been examined (Widick et al., 1978; White
& Hood, 1989; Thieke, 1994). Since criticism has befallen on the vectors for being too
general, for the lack of justification for change along the vectors (Widick et al.), and for
the difficulty in validating all seven vectors (White & Hood), the model has been accepted
as being descriptive and explanatory on areas of change, not on how change occurs.
Chickering himself accepted the criticisms and explained that his intent in writing
Education and Identity was to improve practice, not to further theory (Thomas &
Chickering, 1984). Chickering has been open to updating the information in the vectors
with the passing of time and the changes taking place in higher education with new student
populations and technology (Chickering, 1980; Chickering & Reisser, 1993). However,
there are those who believe that it may be difficult to incorporate factors unique to the
development of minority students into the vectors (McEwen et al., 1990).

Thieke (1994) conducted an in-depth analysis of Chickering’s model and its
history, and examined the environmental factors that Chickering (1969) considered the
most important in influencing development. He found that faculty-student interactions,
interactions with peers, and participation in intentionally structured activities with peers

‘were related with positive changes in development along the vectors. This was the first
time that supposed causes of development were validated. Thieke recommended that
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further research be conducted on the interaction between intellectual and affective
developmental growth.

The Student Developmental Task and Lifestyle Inventory (SDTLI)-revised version
of the Student Developmental Task Inventory-is an instrument used to measure
Chickering’s psychosocial developmental concepts (Winston & Miller, 1987). Subscales
include establishing and clarifying purpose, educational involvement, career planning,
lifestyle planning, life management, cultural participation, mature interpersonal
relationships, peer relationships, tolerance, emotional autonomy, academic autonomy,
salubrious lifestyles and intimacy. While the SDTLI has been validated and used for
measuring developmental characteristics with traditional age students of the dominant
culture (Vick, 1989) , it has also been used to study other populations such as
nontraditional aged students (Butler & Markiey, 1993), African American students
(Gibson, 1995), and students with disabilities (Olthoff, 1991).

Theory to Practice

Chickering’s developmental model has been used in different ways in higher
education, for example: as an assessment tool (Lienau, 1989); a programming tool for
residence halls (Warner, 1988); for leadership training (Della Valle, 1986); and as a basis
for program and curriculum development (Siccardi, 1998; Beaman, 1993; Little, 1997).
In this study, the model is offered to the students as a tool for reflection and as a
framework for personal and professional development.

Applying the model to students in the SERVE Program who are in urban schools

for their service learning, the effect of changing roles that they experiences is directly
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related to “establishing identity”; how students handle the anxiety of entering a new
environment or the uncertainty of expectations can be associated with “managing
emotions” and “developing competence.” The new interactions taking place among
SERVE students and classroom teachers and their pupils can be supported through the
principles in “developing mature interpersonal relationships.” While some vectors are
more immediately applicable than others, they all connect to some degree to the
experiences of our students.

The Study

The latest results of the annual Freshman Survey (CIRP-Cooperative Institutional
Research Program) conducted by UCLA’s Higher Education Research Institute show the
growing stress experienced by women in higher education who are overwhelmed by
pressure to succeed, relationships, financing their education, body image, and less
confidence in their abilities (Weiss, 1999). Sanford proposed in 1967 that people develop
when the stress is “great enough to challenge their prior modes of adaptation, but not so
great as to induce defensive reactions” (p. 52). Therefore, we must balance the level of
challenge with proper support. Just as students are challenged to perform their service in
a setting that is new to them, they must be supported in this endeavor in the program that
sends them forth.

Sanford (1967) wrote that “it makes little sense for institutions to recruit creative
talent without providing a setting in which it can flourish” (p. 52). It is difficult to argue
with that stance even as we approach the end of the century. With this belief, the
foundational theoretical notion for this study is that development is not sequential and that
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it is the duty of the institution of higher education to provide the conditions to encourage
and promote the development of the student in the manner and direction that he or she
chooses within the framework of the institution.

We propose to do this by (a) being overt in the use of theory so the students can
be intentional in their growth and (b) imfulvingthestudems in the design of their personal
goals and in the program that will support them in reaching those goals.

Support for Methodology

Goodlad (1994) suggests that only through new alliances among liberal arts
faculty, teacher education faculty, and teachers in schools oomxmtted to renewal will we
be able to refocus and renew our efforts to‘ bring about schooling that is responsive to its
original purposes within our social and political democracy. This study seeks to broaden
the alliance to include student development counselors and educators to sustain, nourish
and guide preservice teachers to a greater understanding of their lives and their chosen
profession. The model presented in this study in which personal and professional
development workshops are facilitated by professionals in education in education and in
counseling, with participation of preservice teachers having experiences in urban
classrooms, is one response to education renewal.

The Practice-to- = 1 Model

The Practice-to-Theory-to-Practice (PTP) model provided a structure to
implement the study, directing organized attention to the needs of the students entering
the SERVE Program and the desired outcomes. The PTP method in student development

operates on the belief that given a context of practice in student development, application
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of formal theories combined with procedural process models results in a more professional
practice (Miller & Winston, 1991). The Practice-to-Theory-to Practice (PTP) model was
presented by Knefelkamp, Golec and Wells (1985) and consists of five components:
Practice, Description, Translation, Prescription, and Practice.

“Practice” is an effort to identify concerns that need to be addressed and establish
desired goals and outcomes. This is followed by “Description” in which relevant theories
are examined and the characteristics of the students and the environment are analyzed
from the perspective of the theories. “Translation” involves the identification of potential
sources of challenge and support. The PTP model then re-examines the goals and the
design of an intervention method in order to achieve those goals in the “Prescription”
section. The last section, “Practice,” is the implementation of the intervention, examination
of outcomes and redesign of the intervention if necessary. Chapter 3 discusses a specific
outline of steps taken to design the sessions that were the basis for this study.

The PTP model provided the base for selecting relevant theories, specifically
Chickering’s (1993) developmental vectors and Sanford’s (1966) challenge and support.
The process was guided by qualitative research practices in education and the use of
intentionally structured groups (Winston, Bonney, Miller, & Dagley, 1988) in student
development work.

An intentionally structured group (ISG) can be defined as an intervention designed
to promote specified goals for the group and individual behavior change (Winston et al.,
1988). The ISG usually lasts from four to thirty hours over one academic term.

According to Winston et al. (1988) the tasks and activities of an ISG may allow its
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members to (a) examine attitudes and feelings, (b) acquire new information, (c) develop
and practice skills, (d) receive feedback in a supportive climate, and (e) integrate
knowledge with affect to form personally meaningful and useful constructs. While the
group has a structure or framework from which to operate, it takes place in a social
environment and there is enough flexibility to allow the members to contribute to the
shaping of the process.

Qualitative Methods in Educati

Marshall and Rossman (1995) propose that “successful qualitative studies depend
primarily on the interpersonal skills of the rmcher" (p. 64) for building trust,
maintaining good relations, respecting norms of reciprocity and considering ethical issues.
This idea, as well as Marshall and Rossman’s suggestion that participants may have to be
taught what the researchers’ role is, describing “their activities while in the setting, what
they are interested in learning about, the possible uses of information, and how the
participants can engage in the research” (p. 65) were both taken into consideration and
applied in the work with the group.

Portraiture. As the study evolved, the researcher began to “get a picture” of the
students in the style of social science portraiture, where data is magnificently enriched by
the awe-inspiring lives and experiences of the subjects. Thus, this study became framed by
portraiture as described by Lawrence-Lightfoot and Davis (1997), “a method of
qualitative research that blurs the boundaries of aesthetics and empiricism in an effort to
capture the complexity, dynamics, and subtlety of human experience and organizational
life” (p. xv).



The crossing of boundaries from scientific concepts to the intricacies and delicacies
of reality has been documented since the turn of the century. Dewey (1938) was
concerned with recording educational experiences in a way that would be true to their
texture and richness. Anthropologist Clifford Geertz (1973) acknowiedged the
researcher’s creative contributions to painting a likeness, which he calls “thick description”
and precedes theory building. Thick description can be defined as “description that goes
beyond the mere or bare reporting of an act, but describes and probes the intentions,
motives, meanings, contexts, situations and circumstances of action” (Denzin 1988, p. 39).

In portraiture, the identity, character, and history of the researcher are considered
critical to the way the story is composed (Lawrence-Lightfoot & Davis, 1997). How the
researcher listens, selects stories, and interprets what is happening depends on who she is,
and the work becomes a co-construction of meaning among the producers and the
perceiver of a work of art. The relationships in co-construction are between the artist-
researcher and subjects; the artist-researcher and the work; the perceiver and the work;
and the perceiver and the subject of the work. The reader is the perceiver who will
construct her own meaning.

The method of portraiture set forth by Lawrence-Lightfoot and Davis (1997)
serves as the foundation of this study. The following concepts will be woven in: context
and setting; subjects, facilitators and researcher; point of view and climate. The story of
the group is discussed, with emergent themes and disceming observations in portraiture
terms. Inselecﬁouofthemutobeincludedint!wmﬂts,thetwoquestionsimpoﬁmfin
portraiture (Lawrence-Lightfoot & Davis) will be considered. First, do the themes
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resonate through the students’ language and institutional cuiture, and do they illuminate
dissonant threads? And second, are the themes useful in interpretation?
Signifi f Resul

The significance of the results of this study are inherent in applied research efforts,
which focus on practical applications to programs and practices (Bogdan & Biklen, 1998).
This work can be considered as practitioner research, in which the investigator is the
coordinator of the service leaming program for preservice teachers. The purpose of
practitioner research is “to promote individual or group change through education” (p.
212).

Participatory action research was chosen to involve the students, a facuity member,
and a staff member in the process of obtaining and providing information that affects the
teacher education program. Action research can be used to change existing practices by
(a) providing information, understanding and facts for making decisions; (b) allowing
people to understand themselves better, increasing their awareness of problems and raising
their commitment; (c) getting people involved around a particular issue; and (d)
developing confidence in designing new goals (Bogdan & Biklen, 1998). These are the
areas that this study touched. This work took on the theoretical perspective of qualitative
research in which all people are seen as having the potential to be “active in shaping and
changing the ‘real world’” (Bodgan & Biklen, p. 233).

Conclusion
This review of the literature has involved aspects of multicultural education in

teacher preparation programs and service learning, literature on student development
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theory, the PTP model, and qualitative research. Chapter 3 discusses the methodology
used to infuse Chickering’s vectors into service learning in this study.
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CHAPTER 3
METHODOLOGY AND PROCEDURE

The purpose of this study is to develop an effective mechanism for infusing
Chickering’s psychosocial development model into training for service learning in teacher
education. The questions are: (a) given instruction in the model and support, are students
able to apply the model to further their personal and professional development?; and (b)
what is the best way to implement the model in service learning training? Sanford’s
(1966) theory of challenge and support and Chickering’s (1993) developmental vectors
serve as the underlying theories for this descriptive study. The Practice-to-Theory-to-
Practice (PTP) Model proposed by Knefelkamp, Golec and Wells (1985) guided the
design of the intervention, and Lawrence-Lightfoot and Davis’s (1997) method of
portraiture guided the methodology. This chapter will outline the design of the
intervention, procedure used, and methodology for data analysis.

Design of I .

The Practice-to-Theory-to-Practice model was employed to develop a theory-
based study involving students in the teacher preparation program at CSULB. The model
provided the framework for developing the intervention for this study, allowing the
researcher to use a theoretical developmental approach to challenging and supporting
students in their professional identity development. An intervention was designed by
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following the PTP model and implemented in the pilot. After its implementation, the
outcomes were evaluated and changes were made. The redesigned intervention was then
used in the research study.
Pilot Design

Following is a specific outline of steps that were taken to design the intervention
used in the pilot. It also includes implementation, evaluation, and information that was
gained to redesign the intervention that was then used in the study.
Students in the teacher

preparation program at CSULB participating in the SERVE Program were in a service
learning experience that was new for them. This was their first experience in urban
classrooms as tutors to children at risk. This experience required that the students learn
new skills for their chosen profession and adopt an identity that was new to them. The
concerns were how to support students in their personal development and at the same time
provide them with professional development to maximize their learning in their field
assignment.

Step 2. Determining educational goals. The goal was to make overt information
known about college students’ development, to see if students would gain an
understanding of themselves and apply the vectors to their own development. A second

goal was to find a way to infuse the vectors into the training for service learning in the

teacher preparation program.

the SERVE Program exposed student development issues in the experiences of students in
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the program. After considering all the family clusters of student development theory,
Sanford’s theory of challenge and support and Chickering’s Seven Vectors of
Development were selected.

Sanford’s theory of challenge and support receives primary consideration in this
study because SERVE students were in crisis situations. Sanford proposes that critical
incidents for students can become learning opportunities and change perspectives when
attended to by professionals on campus. As challenges became overwhelming to some
students as observed by the researcher working in the SERVE office, this naturally
pointed to a need for support.

The issues that the students were dealing with are addressed thhm Chickering’s
seven vectors of development: Developing Competence, Managing Emotions, Moving
Through Autonomy Toward Interdependence, Developing Mature Interpersonal
Relationships, Establishing Identity, Developing Purpose, and Developing Integrity.
Students in the service learning program at public schools experience the effect that
changing roles has on establishing identity. All of the vectors have identity as a central
theme.

Students come into

the SERVE Program concentrating on their requirements for graduation. Increasingly,
students in the teacher-preparation program are first-generation college students who have
not had exposure to professionals in education. Some did not attend elementary school in
this country. Others are returning adult students for whom the classroom is vastly
different than they remember. With a variety of backgrounds and cultures among our
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students, for many it is unciear what are best practices for the classroom, and very little is
being done to reinforce whether what they are doing is considered right or wrong.
Therefore, the college tutors are being overly challenged without support.

The students in the SERVE program are unique in that they share a common
purpose, which is that they want to become excellent teachers, and yet they bring many
different perspectives on what that means and how to get there. Many come into the
program unclear about how much is expected of a teacher, how to manage their emotions
or develop interpersonal skills. For them, the realities of today’s urban classroom, the
impersonal nature of a large urban university, and the complexity of their personal lives
becomes overwhelming.

Most students in the program are successful in their course work and are
accustomed to receiving feedback from others on their performance. In theﬁeld,
however, they do not receive feedback on their work on a regular basis. Upon completion
of forty hours of work in the field over a ten-week period, students receive an evaluation
by the classroom teachef (Appendix B). Students perform their work individually and
have no opportunities to come together with peers or professionals in a structured way.

Sanford’s theory tells us that there needs to be a balance in challenge and support
for learning to occur. The theory suggests that not having any kind of feedback and
support-—as in the case of the students in the SERVE program~is not the best condition for
learning. Students who were struggling, as observed by the researcher, were being overly
challenged and not receiving enouigh support. This constituted analyzing the

characteristics of students in context of theory.
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receive four hours of training on literacy strategies and active participation strategies.
They are then placed in schools to work as tutors to children at risk in neighborhoods that
are new to them; they are expected to interact with site coordinators, school children and
classroom teachers. While there exists an office where the SERVE Program is housed at
CSULB, and the students are encouraged to seek help with any issues or concerns, there
is no additional planned contact with the students. At or near the end of the semester the
students come to the office to bring a record of the hours they have worked, to be entered

in their records.

challenge to the students is to function in a professional way in a new environment in a
new role. The only apparent support is the initial training and the availability of the staff at
the SERVE office during daytime working hours and of the training faculty member, by
appointment. A potential source of support is the students’ ongoing supervision and
connection with both the site supervisor and the institution, with the students and the
supervising classroom teacher, and with the students and faculty members or coordinators
of the SERVE program. Additionally, peer contact and support is greatly needed.
Prescription: Step 7. Reexamining the goal. The goal was re-examined to include
professional development in addition to personal development: discussions on student
development vectors should be framed within the context of teacher preparation and vice
versa. Thought was also given to the creation of a learning community among the
students within a facilitative process, where peers, faculty members and coordinators from
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the SERVE office would get to know each other and possibly become a source of support

to each other.

. The question became how to have personal

development as well as professionzal development in an intervention. One way to achieve
that is by creating a program that allows the students to create their own sense of
community and support for each other while addressing issues related to their lives as
college students and to their field of study.

The design of the intervention therefore became intentionally structured group
(ISG) experiences. The activities in ISG’s are generally of two types: structured tasks or
exercises and relatively unstructured or informal activities (Winston et al., 1988). The
structured exercises that were used were (a) an interactive survey of the vectors, (b) a
journal-writing lab and (c) a goal-setting lab. The informal activities were sharing
perceptions, feelings or reactions to issues in education that students were experiencing.

In ISG’s the facilitators are responsible for keeping the group focused on the
stated purposes, for selecting the content addressed and the process utilized. In addition,
the learning that takes place is influenced by the interactions among group members and
by the group dynamics (Winston et al., 1988). In the examination of the vectors, the
discussion was facilitated by the SERVE coordinators (the faculty coordinator and
researcher), modeling application of the vectors to real-life situations so students might
begin to see how they might do this for themselves.

A journal-writing lab was developed to encourage reflection; the journal also

served as a data source. A goal-setting lab was used to maximize student learning, to
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guide them in writing personal goals in an area of development within the vectors, and to
challenge them to write goals in a supportive environment. Every activity was intended to
provide the students with another tool to be used in their development while focusing
attention on the purpose of the study.

The intentionally structured groups were specifically planned to expose the
students to Chickering’s vectors, to encourage their application and amplify student
learning through participation, to determine progress made on goals, to address concerns
and share experiences. The group was used as a support for one another and to
accomplish goals.

Practice: Step 9. Implementing the pilot. The pilot was implemented in the fall
1998 semester. During the SERVE training session at the beginning of the semester the
students were introduced to Chickering’s Vectors of Development and were invited to
participate in the pilot which, they were told, would consist of one workshop and two
discussion sessions during the fall semester. Of 90 students who attended training, 37
students expressed interest in participating in the study: four attended the first workshop
(three female, one male) and two continued to the end of the third session (one female,
one male). Their participation and feedback helped shape the study conducted in the
Spring *99 semester.

Facilitators for the ISG were the faculty coordinator and trainer for the SERVE
Program, a male graduate student from the Student Development in Higher Education
(SDHE) Program, and the researcher, also a student in SDHE and coordinator of the

SERVE Program. The goal of the ISG was tying together personal and professional
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development with content area, as well as the application of vectors and creation of
community.

During the first group session, Chickering’s vectors were re-introduced with an
ongoing exchange among everyone present. The faculty member intentionally applied the
theory to relate the students’ personal experiences to the vectors and pointed out their
connection and importance to teaching.

In the journal-writing lab, it was explained that journals were for student use and
data collection, and would be kept confidential. Students were asked to write a journal
entry incorporating their questions, observations, and concerns. Information in the journal
was used as a basis for writing personal goals. The goal-writing lab was presented as a
discussion, involving the students. Students were free to take as much time as they
wanted to write their goals.

The students kept their journal and were asked to hand it in at the end of the next
session for feedback. It was explained that the journal was not intended to be a diary of
daily events, but to be used to focus explicitly on their personal goals.

The group met two more times for three hours each time. Three weeks elapsed
between sessions. The last two sessions were relatively nonstructured and focused on
discussion of the students’ current experiences and their signiﬁmeg in relation to
developmental vectors, and the students’ progress towards the realization of their goals.

Step 10. Evaluating the pilot. Formative evaluations were passed out at the end
of the workshop and the first discussion session (Appendix C), and a summative
evaluation at the end of the third session (Appendix D). Formative evaluations are
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obtained during the course of a program to elicit feedback which can be used to improve
an ongoing program, while a summative evaluation is completed st the end of an
experience. (Bogdan & Biklin, 1998).

Step 11. Redesigning the intervention. The pilot program provided information
that was used in the design of the study conducted in the Spring *99 semester. As a result
of the evaluation, the following changes were incorporated in the design of the study:

1. Students from the pilotprogramsharedtheirexpeﬁmwiihnew students
when the invitation was made during training to join the study.

2. Materials on Chickedné’s Seven Vectors were made more concise by
concentrating the material from a handbook to a pamphlet style for easy reference.

3. The journal-writing lab preceded the goal-setting lab.

4. Discussion sessions were guided with more direct questions to be addressed by
the group.

5. Graduate students were used as recorders for discussions in groups not to
exceed six student participants.

The next section outlines the procedure used in the study.

Procedure

All subjects of this research were CSU Long Beach undergraduates in the Liberal
Studies Track I Program who were participating in the SERVE Program. Students self-
selected to participatc in the study. The study was announced at the two SERVE training
sessions in January, 1999. Of the two students who participated in the pilot, each spoke at

one of the training sessions about their experiences in the pilot. All students present at the
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training received a card with the following information printed on the front: “Personal and
Professional Development, SERVE Program, February 12 & 19, 12:30-3:00 p.m., Main
Library, 5th Floor.”

Group Sessions

The initial session was offered on two dates to accommodate the students’ -
scheduling needs. Interested students were asked to take two cards: one to keep as a
reminder, and one to tum in with their name printed on the back and the date of the
session they intended to attend circled on the face of the card. Twenty seven students
expressed interest in the February 12 session, and nineteen in the February 19 session. A
letter describing the goals of the study and a description of the students’ participation,
including the initial date and time of the activities involved, was sent to all students who
submitted a card. A telephone call reminding students about the session was made three
days prior to each session. Students were not coerced in any way to volunteer for the
study. Ten students attended the first session on February 12 and seven on February 19 in
a conference room at the main campus library. All sessions were video taped. Seven
posters, one for each vector, with a graphic and key phrases describing each vector, were
displayed around the room during each session.

Session Number One. Lunch was offered. The first 30 minutes were devoted to
introductions and getting to know something about each other. Facilitators for the
sessions were the faculty coordinator and the researcher. On February 12, a male
graduate student from the SDHE Program also joined as co-facilitator. In a go-around,
students identified their place of service learning work and facilitators their place of work.
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Students received a packet of materials developed by the researcher: two consent
agreements, a pamphlet on Chickering’s vectors, a goal-setting information packet, goal-
writing forms, a journal-writing information packet, a copy of De Acosta’s (1995) journal
article, “Journal writing in service-leaming: Lessons from a mentoring project,” a
notebook to be used as a journal, and a session evaluation form. The researcher explained
nature of the study, purpose of the group, and the issue of confidentiality. The
participants filled out the two consent agreements (Appendix E), one to tum in to the
researcher and one to keep. The facilitators then led a discussion on the vectors.
Throughout, examples of personal experiences were given, first by facilitators modeling
and weaving in issues of teacher education and student development, then by contributions
of the group members. The journal-writing lab set up the issues to be used for goal-
setting. The goal-setting lab focused the issues on the vectors. At the end of the session,
a formative evaluation was passed out and completed forms gathered. Both groups
agreed on March 12 as a date for the next (joint) session.

Session Number Two. Every student who attended Session Number One received
a reminder telephone call. The groups from the two previous sessions were joined. A
total of 12 students attended the second session, held at the same location as the first.
Lunch was provided as before, and participants had an opportunity to re-group and share
thoughts. A brief overview of the session was given to the whole group, answering
immediate questions, comments, and introducing two graduate students from the SDHE
Program as recorders. Discussion groups were not to exceed six members per group, one

graduate student recorder per group. Students placed themselves in two groups. The
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goal for the session was to teach the students how to apply the vectors to their lives, to
help them make the connections. While students were to work in small groups, the
facilitators were available for help when needed, when asked.

Norms were set among members of the whole group. In the first 20-minute
segment, students were asked to discuss the following: (a) as a student [or as a teacher in
training] I've learned . . . ; and (b) as a student [or as a teacher in training] I still need to
learn . . . When the facilitators became aware that students neared completion on the
discussion, the discussion was opened to the whole group to share individual voices or
group summaries. In the next 20 minute segment the students were asked to apply what
they had just discussed to the vectors. A second whole-group discussion followed, and as
that concluded, students were asked to write in their journals and complete a formative
evaluation. Students were asked to leave their journals with the researcher, who would
respond to them and have them available to be picked up at the SERVE office the
following Monday.

A note was sent to each of the five students from Session Number One who did
not attend the second session to summarize the activities of March 12 and inform them of
the third session on April 16. Students were offered the opportunity to attend a make-up
session on March 26 for the one they missed. None of the students elected to attend a
maice-up session.

Session Number Three. Lunch was served as in the previous two sessions. The
session was held in the East Wing of the Library, in a Conference Room. It was set up as

a culminating experience, 10 weeks into the semester. The group requested to meet as
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one whole group, and one recorder was present in addition to the researcher and faculty
facilitator. Participants had lunch and conversed among themselves. The session began
with time set aside for journal writing. The central point of the discussion was the
students’ goals, with dialogue on (a) experiences setting goals and working on objectives,
(b) application to the vectors, (c) which vectors were in question most often, and (d) what
that meant to them. Students were given an opportunity to give final reflections on how
they could apply what they leamned and in their development as a teacher. The final
question posed to the students was what they would like to see happen next with the
group. The session concluded with a written summative evaluation and a celebration with
a raffle, group picture, and parting mementos from the researcher-a CSULB pen, phone
card, and certificate of participation. The faculty member presented the researcher with a
book as a remembrance of the group experience. Students were asked to leave their
journals as the previous time, to be picked up at the SERVE office the following Monday.

The students were invited to participate in individual interviews during the final
session. Of those invited, four participated in individual interviews (Appendix F).

Data Analysis

The lens used for considering data in this study was that of student development.
Each of the readers was either familiar with Chickering’s vectors or received a copy of the
pamphlet on the vectors used in the sessions.

Muitiple data collection methods, also known as triangulation (Glesne & Peshkin,
1992) were used to contribute to the trustworthiness of the data. The following sources

of data were compiled into a three-ring binder: (a) video tape transcripts of all the
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workshops, including the pilot; (b) copies of journal entries; (c) audio tape transcripts of
interviews; (d) written evaluations of the sessions; and (¢) a copy of each student’s
SERVE Program Application form for demographic information. Each of five readers
received a complete data set and instructions for data handling. In addition, readers
looked for emerging themes. The readers were (a) a facuity member and thesis Chair; (b)
a faculty member and thesis Committee Member; (c) the faculty facilitator of the groups;
(d) the female graduate student who was a recorder for the second workshop; and (e) the
researcher.

The original instructions to readers is in Appendix G. This set of instructions for
handling the data interfered with the readers’ freedom to look for emerging themes and
think of the data as evidence of a journey. As each one tried to comply, the “art” of
portraiture was being sacrificed. It was tedious and they became uncomfortable. When
the readers were allowed to identify the themes of the experiences before them in the data,
they were re-energized and felt better about their contribution. At that point there was
agreement on the emergent themes among the readers.

From each of the data sources, data identified by the readers as emerging themes
and as pertinent to the research questions—(a) are students able to apply the vectors to
their own development in the field, in the classroom, and in their personal development?
and, (b) what process can be used to infuse the vectors into teacher preparation training—

were included for analysis. There was agreement on the themes by all the readers.
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A folder was used for each of the themes that had been identified by the readers,
and each piece of data was placed in the folder with a corresponding theme. This was the
first attempt at bringing order to the insights of the readers.

In the analysis, attention was given to the participants, sorting for demographics
and watching for differences in the data that might be attributed to characteristics such as
age, gender, and ethnic background. The researcher was able to know who said what at
any time by the coding system. There were no themes that emerged specific to a certain
subpopulation. Themes are discussed in Chapter 4.

The initial structured classification system and the subsequent emerging patterns
became categories of meaning. To get a clearer picture, two questions were considered
(Lawrence-Lightfoot & Davis, 1997): (a) do the themes resonate through the students’
language and institutional culture and do they illuminate dissonant threads? and (b) are the
themes useful in interpretation?

The students’ own words named the themes. To determine which themes to
include in the whole, two additional questions were asked: what will the inclusion of this
theme add to the whole; and how does this theme relate to and inform the other themes?
Exclusion of a theme also occurred based on empirical grounds-lack of resonance with the
language and culture of the students or lack of corroboration through triangulation.

The relationship among themes is important in portraiture to present a true and
“flowing” picture with unity and balance. Unity is achieved when there are no
indispensable parts: removing one will hurt the whole. Balance is achieved when each
theme has equal resonance and sufficient evidence. And the “flow” is achieved through
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what is called “scaffolding™ or thematic structure on which the story can be built. To
check on the truthfulness of the picture, a “member check™ was performed: participants in
th;studywereaskedabmnthemmyofthemher’s interpretations during the last
group session. An answer of “yes, of course,” was essential. Interpretations receiving a
“Yes, but . . .” response were not included. Throughout the data analysis, attention was
paid to the discrepancies and the deviant voice.
Conclusion

This study involves an intentionally structured group of fourteen students in the
teacher preparation program at California State University, Long Beach. What transpired
during three group meetings was recorded. Additional data collection—journal entries,
interviews, and observations-took place with the same subjects during the same academic
term, the spring 1999 semester. The results of the study are presented in Chapter 4. The
chapter has three sections: (a) Framing the Terrain, which gives the context of the study;

(b) Themes; and (c) Discussion on Limitations and Exclusions.
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CHAPTER 4
RESULTS

Spending time with an intentionally structured group of students participating in
the SERVE Program at California State University, Long Beach during the 1998-99
academic year is the basis for the understanding gained about student development
application in a liberal studies service learning program. Much as it was intended to create
space for students to find their way, it also provided a new direction for the work of the
facilitators.

Students in the Liberal Studies Track I program are required to complete 120
hours of service learning in elementary and middle school classrooms prior to graduation.
The SERVE Program provides training for the college students who will be working in
the schools, and placement for them in the classrooms. The students receive training in
literacy skills and active participation strategies. It is this training that was host to this
research study.

The purpose of this study was to develop an effective mechanism for infusing
Chickering’s psychosocial development model into training for service learning in teacher
education. The study was conducted to ascertam (a) if students are able to apply the
model to further their personal and professional development and (b) the best way to

implement the model in teacher education training. A component using Chickering’s
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model was introduced into the training. Qualitative methodology including observations,
participant observation, evaluations, journals, and interviews was used.

This style of reporting is based on Lawrence-Lightfoot and Davis’s (1997) method
of portraiture. It consists of the following sections: Framing the Terrain, Themes, and
Discussion on Limitations and Exclusions. Throughout, the intent was to give not just a
description of an intervention and its results, but a valid expression of the group
experience.

Framing the Terrai
The Coll f
The College of Education’s mission statement is as follows:

The College or Education’s main purpose is to create and nurture a

learning and teaching community committed to excellence in education

across the life span. We fulfill our purpose by:

e preparing professionals to be socially responsible leaders;

e engaging in research and scholarly activity which informs and improves
practice;

¢ valuing diversity as we work to achieve common goals;

e serving and collaborating with schools, agencies, the community, and
each other;

e engaging in an inclusive process for planning, communicating, working,
and assessing our progress toward our goals.

The College of Education has a Strategic Planning Committee with seven Strategic
Priorities centered on the preparation of high quality professionals as guided by the
mission statement. In addition, the College is paying attention to the changing needs of its
students. In the Spring of 1998 the Dean of the College wrote,

The College of Education has experienced a great deal of change over the past two
years. These changes have resulted in new and redesigned programs, new roles
and responsibilities for faculty and staff, and a significant increase in the number of
facuity and staff. In order for a dynamic organization to be effective, it is
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important and healthy to regularly evaluate ourselves and our progress. Therefore,

I am forming an ad hoc committee to review the organization of the College and

prepare a recommendation for the structure of the College.

The committee focused on “Service to Students” as the theme to guide their work.
This was a time of assessment, of gathering information and open discussions, of physical
and organizational redesign to create new settings for student leaming; to accommodate,
welcome and support our new undergraduates, graduate students, faculty and staff.

The Center for Collaboration in Education in the College of Education was created
in 1998 to provide a home base for students and members of partnership projects and also
to serve as a central office for issues on student development and programs requiring
collaboration. In addition, the Liberal Studies Program was incorporated into the College
this past year, for the first time bringing in undergraduate students to the College. The
face and faces of the College are changing, with more contributors, more demands, more
opportunities to work together for a common cause, which is to improve what we do in
this field called education.

The Researcher

This segment is provided for the reader to understand the researcher’s point of
view in conducting this study and analyzing resuits. It includes philosophy on education,
personal history and role in the graduate program in which this study was conducted.

One fundamental assumption to my thinking is that education is the passageway to
a fruitful life. I align myself closest to the existential approach, believing that each person

has the freedom to choose how to respond to life’s circumstances. Through reflection a



person can recognize the range of alternatives and choose a path that is meaningful and
fulfilling. In essence, this describes purposeful living.

Education is essential to purposeful living. Education is achieved through formal
or informal instruction, training and personal development, acquiring knowledge and skills
through meaningful experiences. This means taking responsibility for one’s own learning
and becoming the architect of one’s life. As a person discovers her own way and who she
sees herself becoming, this frees her to the process of learning and making meaning.
Understanding the truths of one’s reality, releasing the inner self and connecting with the
outside world is my interpretation of “the truth shall set you free.” With that freedom
comes growth, a desire to learn, to be congruent, and experience life to the fullest.

Two beliefs to which I adhere are (a) the victim stance is not conducive to growth
and (b) experiences that have no meaning are invalid. While there are very real
environmental forces such as discrimination that can work against a person’s freedom to
reach her desire for a fruitful life, she must not stop reaching for it and finding new ways
to break down those forces. Educators and counselors are responsible to work for social
equity and to continuously question the purpose for experiences offered to students.
Throughout my experiences as a learner and as a consumer I've seen many resources and
talent wasted because people did not ask the fundamental questions, “Why?” “What do
you need?” “What works for you?” “What is important to you?” and then work with
that information to design meaningful goals.

As a parent of a child with disabilities who was being educated in a segregated
classroom and further segregated on the playground in a small triangular area (sectioned
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off by chain-linked fencing just for her in the name of safety), I could not make sense of
the kind of education she was receiving. Away from our neighborhood school, her
experiences were disconnected from the community, and lessons that were not applied to
her life were meaningless to her. She was not meeting her educational goals and the
school administrators were recommending placement to a yet more segregated
environment, to another school district. We as parents sought help from a source of
knowledge on education: university professors. With their assistance we worked with the
district administrators to introduce the first inclusion program in the school district so our
daughter could attend her neighborhood school. Finally free to iearn among her peers and
a teacher who was herself a lifelong learner—and who actually requested a change of grade
to have the opportunity to be our daughter’s teacher—our daughter met all her educational
goals midway through the school year.

The program in Student Development in Higher Education (SDHE) fulfilled my
needs to be in an environment where learning, personal development, diversity, and
community were not only topics of discussion, but also modeled, taught, expected, and
fostered. In my view, the principles of human development taught in the program were
not restricted to higher education. I found that I could transfer what 1 was learning to my
personal life. ' What I was learning was also providing me with insights on education and
vocabulary to use in communicating with school personnel as we continued collaborating
on the inclusion program.

As a student returning to my campus twenty years after graduating from the
College of Natural Sciences and Mathematics, I felt awkward and unsure in my new field
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of study. Figuring out how to fit in was a daily preoccupation for me. In the introductory
class of the SDHE program I was exposed for the first time to student development
theories, among them Chickering’s developmental vectors. With the awareness of the
vectors I understood what I was experiencing as an adult student, and how my identity
was changing from scientist to student to counselor. By applying my experiences to the
vectors I could make meaning of what was happening to me, and with that understanding I
could move on to learn and develop in areas that were important to me. I was able to
apply the design of the SDHE program in a purposeful way to achieve my personal goals.
In other words, I was using the program for my education, and I was a peace with myself

In the second year of the program I began a two-year internship position
coordinating the SERVE Program in the College of Education as part of the Protégé
Program. The Protégé Program offers half-time staff positions to students in the SDHE
Program at various locations on college campuses. Protégés are both staff members and
students with an Intentional Learning Plan. During the first year in an office, the protégé
is there working, learning and observing, watching for a way to make a substantive
contribution during the second year in the program. It was during this period that I began
taking notes and observing the students in the SERVE Program. The SERVE Program
was then in its third year of operation, serving over 500 students.

In my first few months in the SERVE office I noticed that while some students
accepted their placement as tutors in public schools and continued with their service
learning position in what seemed like a smooth and comfortable manner, others struggled

and postponed their starting date at the schools. One critical incident happened with a
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student who was reassigned three different times to different schools, and then asked to be
released from her commitment to SERVE until the following semester. When she
returned, confident and articulate, she shared with me what she had been experiencing.

She told me that she had been afraid of going into a “mainstream school,” that after giving
up her third SERVE placement she had gone to a school with a large Korean population
where her friend is a teacher—also Korean—to volunteer in her classroom. She explained,

Since we live in very diversity society, people like me [are] kind of scared to go

into the mainstream, main schools, so I was more comfortable working with

Korean-Americans. Since I had that experience I’m not any more scared of

mainstream or working with other ethnic groups.

I asked the student why she didn’t tell us that she needed a school with a
population of students with a cultural background similar to hers, and she said that she
didn’t know herself at that time what was causing her fear. This incident was critical to all
of us in the program because we thought we were already being supportive and sensitive
to our students’ needs-yet something was still missing.

The following semester I enrolled in a course on qualitative research methods.

One of the requirements for the course was an ethnographic study that included field
notes, interviews and observational data obtained in an office. Since I was already
working in an office with access to students, I chose the SERVE office for the study. As I
observed and listened to the students, their words resonated with me around Chickering’s
developmental model. I had had success in my own journey as a student by using
Chickering’s vectors, and it had become my own orientation, so it was on my mind. 1

interviewed the most vocal students who came into the office, since I feit they would be
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willing to talk some more, and as they did so I realized that what they said did fit into the
areas of the vectors. I coded the data using pre-assigned codes based on the vectors
(Appendix H).

As a result of that project I focused attention on the personal development of
students. I had read about the benefits of service leaming and the positive outcomes for
the children who were paired with a tutor, but more was happening with the college
students with respect to their personal development. What caught my attention was the
connection of this phenomenon to the call put out to institutions to increase levels of
personal development as well as student learning (Kuh, Douglas, Lund, & Ramin-
Gyumek, 1998), and particularly to student affairs practitioners to begin influencing
curricular and co-curricular learning (Enders, 1998). All of this pointed to a new
parameter in service learning, that of personal development. I began to investigate how
the SERVE training could be expanded to contain a student development segment.

The Co-Facilitator

I talked to Deborah, the Faculty Coordinator of the SERVE Program, about the
idea of introducing student development into the training model. She agreed without
hesitation. I thought it was unusual that someone would be so eager to add a new
segment to an existing piece of work. After our work for the study was completed I
asked her about it, and she said,

Part of it was that you believed in it so strongly, part of it was I believed in you, in

what you needed to do for your thesis, and our students . . . our students definitely

needed something. It wasn’t going to hurt anybody. It could only help, and 1
thought it would help the students. We didn’t know the format or how it was
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going to work, but the key thing was that here was a chance to do something that

was different: there were no grades attached, no one was required to be there, and

so it was a chance to interact with students in a more human, more personal level.

Deborah’s background of working with new teachers, student teachers, and
emergency teachers had already given her experience with the emotional aspect of
teaching. As the new professionals struggle with their beliefs on issues of inclusion,
inequality, equity in the schools, and the realization that a teacher makes a difference in
these issues, it becomes very emotional for them. As a field supervisor, Deborah held
seminars in her home with the students she supervised. As she reflected on the things the
students were struggling with, it seemed to her that they should have had opportunities to
struggle with some of that earlier than when they were in student teaching positions. That
was in part why the SERVE Program was started, and Deborah was one of the founding
members. She recalied,

SERVE was doing some good things, but the students were still left alone to

struggle, and I never liked that. We had seminars, office hours, and a few would

come by, but I knew that we probably needed more of an outreach . . . then you
came in, and you had this idea, so it made perfect sense.

The idea for personal development made perfect sense to Deborah because she
was already providing a safe place for student teachers to talk about their experiences at
her home. As she guided them in discussions, it bothered her that while she was there to
facilitate their exploration, students were not able to do that for themselves. In the vectors
she saw a way that students could do that: “The vectors is a way to classify dissonance

and make it okay.”



Who Deborah is as a person has had a great influence on the outcome of this
study. She describes herself as a pure constructivist who works “way too much on
instinct.” The instinct is that of a gifted teacher who loves to be creative in her work. In
facilitating the intentionally structured group she was a natural at creating links between
their personal exploration and their professional development: “That’s part of the
messiness that I love. They’re all making different leaps at different times in all different
directions, and I’m not the one to control that. I shouldn’t control that.”

Her respect for all persons, all students and their learning was nurtured in her
childhood home. Her father was a warrant officer in the army. Her mother was a college-
educated teacher. Growing up in a military family in a union town she experienced at the
same time discrimination from the townspeople and life in a mixed neighborhood in the
army base. “My dad said, ‘You treat everyone with respect: Black, White, Red, Green,
Private or General, you treat people with respect.” And that made sense to me.”

What didn’t make sense to her was the exclusion, and that has affected her walk in
life. To this day Deborah says she resists any activity that to her seems exclusive, such as
sororities, groups that limit memberships, or church. In her first teaching position she
noticed some bungalows across the playground that neither she nor her students knew
why they were there. When she found out it was for students who were deaf, she invited
those students to her classroom during the periods of art and P.E. That was twenty-four
years ago when inclusion did not have a name. Later when she taught Sth and 6th grade in

South Central Los Angeles, the students in her class “said thank you to the cafeteria lady,

95



got awards for helping each other, and they learned . . . they had been in other classes and
had been in trouble, and they weren’t in trouble any more, and that bothered me.”

Respect, high expectations for all students, congruence and community are values
that drive Deborah. Even before she had children, in teaching she knew that all children
are different and that all have different strengths. She saw her job as “finding out how
they could all shine.” Deborah’s oldest child is in a special education program and her
daughter is deaf. “People treat her differently and that’s not right. And it’s almost worse
for [her older brother] because he looks normal, and he’s just a different kid.” He has
been treated badly at school. At home,

they are each treated as unique individuals. I believe in the concept of faimess,

everyone gets what they need. And [my children] will respect the fact that people

have different needs at different times. They will respect that. Otherwise, how
will we survive as a society? I don’t know another way.

With this study, for which she received no monetary compensation, she put all of
herself and her beliefs into it. She was totally devoted to the group and thrilled at the way
that the students were interacting with each other. As she got to know them, she knew
what to watch for in each one, waiting to see if so-and-so would speak, if another one
would listen, if they would support one another and challenge themselves and esch other.

I was having my brain working first to hear what they were saying . . . once [ geta

sense of it, the brain turns off and the heart goes into overdrive: how does it feel?

So it’s almost a physical way of changing to hear what is going on. Sometimes I

don’t look . . . I listen differently to what they’re saying.

Working with the group was fun and very hard work, requiring complete concentration
and being one step ahead of what was happening. With a different faculty facilitator the

sessions will undoubtedly go a different way: it won’t look the same, and that is qkay, as
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long as the goal remains to help the students to clarify their own needs, goals, and
objectives. The facilitator does not have to have the answers, but the questions to move
them along.
Long Beach

Long Beach is a city that offers K-18 public education to students of many
different ethnicites, cultures and languages. The city is home to the largest population of
migrant workers in California. The Long Beach Unified School District has a new
majority population of 82% with the following ethnic backgrounds reported in 1998-99:
Hispanic, 43%; Black, not of Hispanic origin, 20%; White, not of Hispanic origin, 18%;
Asian, 13%; Filipino, 3%,; Pacific Islander, 2%, and American Indian or Alaskan Native,
4%. Enrollment has exceeded the 90,000 mark. The task to educate is great, indeed.
The cross-cultural richness is rarely matched.

California State University, Long Beach (CSULB) is largely a commuter urban
university with over 30,000 students. When CSULB was officially authorized in 1949 it
-was called Los Angeles-Orange County State College and was recommended for funding

to serve Orange County and Southeastern Los Angeles County. Students in teacher
education come primarily from these two regions. Within these regions there are very
affluent areas, areas of poverty, and those that fall in between; some have neighborhoods
with a mixture of many cultures and others are very homogeneous.

Students that enter the teacher preparation program come from many different
places, and so they bring with them a variety of experiences, outlooks and attitudes
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towards education and life itself. Almost all of the college students who set footin a
public school classroom today express surprise at the changes in education from the time
they were in elementary school. Many have never interacted with a 3rd grader that reads
below grade level, a child for whom English is a foreign language, or a student with
disabilities. Their service learning work in Long Beach schools allows the college students
to walk for a while with today’s urban children and gain insights that contribute to their
higher learning.

To find out what kinds of experiences have an impact on our college students, as
they finished their service assignment we asked them to voluntarily share one memorable
incident with us (Appendix I). The responses reflected deep caring for the children with
whom our students worked, and first-hand awareness of situations that affect the
education of a child. For example, our students had experiences relating to
socioeconomic status, family structure, a child’s need for attention, English learners, and
students with disabilities:

There was no grass or field to play in. It is all just black top. You even had to

cross the street to get to the cafeteria. All the classes are in bungalows. I don’t

think I would have wanted a child of mine to go to this school. But the children
and teachers that I met were wonderful.

A six-year-old African American boy came up to me and gave me a hug. He said,

“Thanks, daddy.” The fact is that I’m a Vietnamese and he’s Black. It touched

mewhenlfoundouttlutheonlylimwithhismom.

. . . she walked up to me with the same book in her hand. She was a very quiet,

shy girl, and I thought it was interesting that she hardly spoke to me or interacted

much, but just wanted to spend time with me so I could read to her!

. . . the child did not understand or speak English . . . At that moment I understood
how important it is to put biases aside and expect children to learn the same as
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other children regardless of their mastering in the language that the class is being
taught

. . . a student in the class had some brain damage from [a near-] drowning as a
preschooler . . . Usually . . . he would be unresponsive or would not be able to
grasp the point. I was having my usual lack of success with my explanations,
bowever, I kept trying different methods of instruction. Suddenly, the light went
on in his head, and he breezed through the project. 1 learned that determination
and persistence pays great rewards for both the facilitator and the student. We
must never give up when working with children.

In every case the student learned a lesson that complements what is taught in the
college classroom from a very personal vantage point. A neighborhood, a family, a
mentor, a language, a disability-these, among others, became extremely real factors to our
students in relation to learning. Some students also learned about the qualities they value

in a teacher such as having high expectations for all and the determination to reach every

student.
Subjects of the Study

The subjects of this study are students in the Liberal Studies Program who self-
selected to participate. Seventeen in all, they unveiled their knowledge, feelings, insights
and wisdom through their interactions in the group sessions, their reflections both in
person and through the journals, and their interpretation of what was happening within
and around them. Tﬁeybecameourguidos, authorities, and knowledge bearers on the
needs of a group of teachers in training.

Of the seventeen subjects (Appendix J), fifteen were female, two were male.
Twelve were traditional-age students (19-24 years old), one of them a male. Five were
adult students (29-48 years old), and also one of them was male. Of the traditional age



students, six described their ethnic background as Caucasian or White, one as European,
three as Hispanic, one as Dutch/Indo- African American, and one as White/Filipino. Of
the adult students, four described their background as Caucasian and one as Mexican.

The class standing for the subjects was as follows: 4 Sophomores, 8 Juniors, and
5 Seniors. When asked to indicate knowledge of languages other than English, one
student indicated Spanish, two indicated “minimum” Spanish, and one wrote “two
semesters of sign language.” The remaining students reported “none.” None of the
students indicated having disabilities. The permanent addresses of all the students were
within a 25-mile radius of the University: twelve in Los Angeles County, six in Orange
County.

The students in the study received four hours of training consisting of literacy skills
and active participation strategies through the SERVE Program to be tutors to students
at risk. They were expected to provide academic support and serve as role models to
students with diverse cultural and social backgrounds. Sixteen were placed to work in
classrooms in Long Beach public schools. One student requested to work in a nearby city,
close to his home. These students will be more fully depicted as the emergent themes are
described.

Themes |

This line of investigation informs the developing portrait of the teacher in training
by intentionally involving the students in creating the portrait. In the group sessions the
students were free to lead the discussions in the direction they wanted to go. We the

facilitators danced “the dance of vigilance and improvisation.” We subscribed to the idea
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of the “messy and unpredictable times” when students open their hearts and minds in
processing and making meaning (Walsh, 1999). We experienced, as Walsh did, that
“breakthrough came when we asked students to report on moments of meaning.”

These resuits represent the students on a journey. The themes emerged based on
the students’ experiences: their needs, their struggles, the relstionships formed, the
significance and/or usefilness of the vectors. Everything that transpired was centered on
one underlying issue: their identity as students and rising new professionals.

Students seif-selected to come together to promote their personal and professional
development. During the first session they received an overview of Chickering’s vectors,
a journal-writing lab and a goal-setting lab. Through these planned activities students
obtained information sbout college students, about the participants of the study, and the
purpose of the group, which was to promote their own leaming. Chickering’s vectors
were the framework for all the activities, planned and informal discussions. The informal
discussions informed us on the students’ journey.

Using the qualitative process, the following themes emerged: (a) Dealing With

Emotions in Multiple Environments, (b) A Sense of Community, (c) The Vectors as a

Tool, and (d) Ownership of the Process.

Each of the students in the study came with some kind of anxiety that through the
sessions they came to “deal with.” They came in overwhelmed and stressed. The
emerging themes focused on emotions related to being college students in general, being
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involved in the service learning environment, and struggling with their level of competence
as teachers in training. The emotions were high as a result of the many obligations that are
part of a college student’s life and the dissonance that is caused by exposure to new ideas
and situations encountered in service learning. |

Emotions saturated all the themes. Students were frustrated over not having
enough time to take care of all thelr responsibilities. They were afraid to make wrong
decisions that could have lasting effects. They were concerned about balancing personal
lives and college life. They were worried about money and relationships. They were
overwhelmed at the thought of embarking on a professional career. They talked about
feeling anxious and incompetent. All of the emotions focused on their identity-—who they
were, who they wanted to become, and who they were becoming.

Emotions Feit Being a College Student. The students told us very clearly what
it’s like to be a college student: “There simply is too much to do.” Working, course
deadlines, taking care of a famnly social time, running errands, service learning-there
simply are not enough hours in a week for students to take care of it all in an unhurried
way. Students accustomed to earning excellent grades were in the position of not having
enough time to devote to their studies. As students spoke one by one in the group, others
nodded: they were feeling the same way. They were flushing out emotions among their
peers. Following is a representative contribution:

My emotions get so high-I’ve got to study for this test, I’ve got to go to this job,

and I get to the point sometimes where I get so frustrated . . . the previous two

weeks I was to the point where I wanted to give up. So it’s real important for me
to manage my emotions. I guess a lot of it is anxiety and feeling incompetent.
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The students wrote about it in their journals, providing more information and
disclosing more about themselves early on. Whether it was a new place to live, a new
school, a new job, a new role, a new reality, a new boyfriend, or a new identity, there was
the common thread of something different that had been added to their lives that caused a
feeling, an emotion. “T’ve been trying to figure out just where I fit in here,” wrote one
student. In one way or another, so were the other students in the group.

Chickering (1996) identified categories of feelings: (a) fear and anxiety; (b) anger
leading to aggression; (c) depression, guilt and shame; and (d) dysfunctional sexual or
romantic attraction. The feelings expressed by the students in this study correspond to the
first category, with fear of the unknown and anxiety over things like tests, academic
stressors, relationships, and finances. Although Chickering pointed out that gender
differences exist in managing emotions, all the students in this study were sensitive and
susceptible to emotional involvement.

Emotions Felt Being in the Classroom. While every student recognized the stress
and anxiety of being a college student, some wondered at the beginning of our sessions
how being in the service learning classroom could become emotionsl. As the semester
progressed and they participated in the service leaming environment, students witnessed
some realities of urban classrooms that tugged at their hearts. They saw children with
great needs and realized their own limitations to help them: “How do you differentiate
who needs help, and how much time to give to one child while all the others need your

time?”
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The students witnessed situations in which teachers were involved that they had
not thought about previously. One case related to a parent’s custody of the child, and
“both teachers locked the classroom doors.”

Emotions were also stirred in taking on a new role in the classroom. This had to
do with the students’ identity and with the relationships that they developed with the
classroom teacher and the elementary students. How they were received and treated by
the teacher, how they were accepted by the students, and how they perceived themselves
evoked emotions. They talked about not being comfortable in the classroom, feeling that
they didn’t fit in. One student put it this way, “I found it very hard to become comfortable
in the classroom environment. I still don’t know where things are or what the students are
like, or how to help them.”

As the semester progressed, however, most students became more comfortable in
this area and enjoyed their work and interactions in th;classroom. Whether it was related
to what they witnessed or how they fit in the classroom, being in the classroom was
emotional for the students. |

Emotions Felt Over Competence. Students revealed their emotions related to their
sense of competence repeatedly. They worried not only about their performance in their
service learning work in the classroom, but also about their performance in the future in
their own classrooms. They felt the responsibility of having children entrusted to them.
Some were frustrated that they hadn’t yet learned all the skills that they recognized in the
clagsroom teachers with whom they were working. One student expressed the sentiment

of the group:
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I feel like we’re all feeling the same thing. It’s just so much work, the
responsibility . . . because they don’t teach that in school. And in three or four
years, will I be ready for it? People do this every day . . . it’s just overwhelming to
me. It’s just me and them, and they’re so wonderful.

The sharing of experiences brought new perspectives to the students about
themselves and what they were feeling. The facuity facilitator added to their learning by
bringing to their attention that becoming a teacher is a process: “And guess what? we're
not prepared. That’s why we take baby steps. That’s why we look and take something
back to the classroom from our coursework.”

Thepomitmddmthwebegxnwi@ndwbaekgomndofemoﬁommmwd
by the students every time we came together. The categories were presented from the
general view of a college student’s life to those specific to service learning in education.
None of the students in this study felt neutral about their circumstances as a college
student. All had strong feelings about what they were experiencing and how much was
expected of them. Working with children at risk in a classroom naturally evoked strong

feelings of care and concern, which, coupled with the newness of their service learning

work put the students in an emotional state.

A major outcome of the students coming together was their realization that they
shared a similar competence level and experiences specific to the vectors. This
identification and connection through the vectors framework is what was calming and
moved the students toward interdependence and developing mature interpersonal
relationships. Three factors emerged around the sense of community that by the
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conclusion of the study were saturating the data from all the sources . They are (a) similar
experiences, (b) a safe place to be, and (¢) people who care.

Community Through Similar Experiences. Students began to realize that they had
something in common early in the sessions as they talked about their feelings and
experiences. As they identified with each other they made connections—“Oh my gosh!!
You understand!!!!”—which promoted collaboration and interdependence.
Interdependence, according to Chickering (1996), is about reciprocity, compromise,
commitment to the welfare of the community, respect, give and take, and friendships.
There was definite reciprocity and respect, and relationships began to be built. One
student summarized a session in her journal that illustrates the spirit of community of the
group:

Today we met in small groups. This was really helpful. We helped each other

figure out some problems we were having in the classroom and leamed some tips

that might help us get the most out of our SERVE hours. One of the biggest
things I felt was that we were all going through basically the same emotions,
problems, role confusion—just to name a few.

While students shared similar experiences, they were at different places in their
development, with different philosophies on education and different anchor points that
define who they are. Students respected each other and appreciated the perspectives of
their peers and of the facilitators. Interdependence is also about becoming different and
maintaining a connection (Chickering, 1969). In this way an individual grows and
develops her own talents, and at the same time strengthens the group. The following two
quotes illustrate how studems associated their leaming to that of others in the group: “It

was really helpful to know that other people felt the same way about some of these
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experiences, but at the same time it was also interesting to see what stages different people
are at,” and

It was very calming, you know, to know you’re not the only one . . . to know that

people are going through the same thing . . . and just to see how they handled it,

their perspective on life and experiences they’re having . . . and to be able to put
that and say, “Oh, you know, let me try that, see if it works for me,” or just listen
and say, “All right, I feel better, because we’re all going through the same thing.”

Interdependence involves sharing and the appreciation of the uniqueness of others
and the contributions they bring to the group (Chickering, 1969). The group acted out an
interchange that was open, nurturing, and that led to relationships that formed a
community.

Community in a Safe Place, The realization that the other members of the group
were undergoing similar experiences furthered our goal of creating a safe place where
students could explore personal issues and goals. By identifying with their peers, students
moved toward greater self-disclosure with each progressive session. The sessions were
non-evaluative and in locations away from the education buildings, in areas of the library
designated for workshops. The group norms included no judgment nor negative
interpretation of others. Students appreciated the format and a sense of community
learning developed:

It feels really good to have a group of people to talk to. I thought T would feel

awkward, but then I realized that we’re all in the same boat together. No one here

is judgmental or critical when we are discussing things. I found myself having a lot
in common with everyone else.

It is important to note that in every session the vectors provided the framework for

the discussion. Posters with a written and graphic representation of each vector were
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displayed during the sessions, and all of the vectors were invoked during one time or
another. Students would point to the posters as they conversed, with positive effects,
“looking for goodness” towards development. The following two quotes are
representative of how students themselves described their interactions as enjoyable, open,
and together in their journey: “We were talking about the vector Moving Through
Autonomy and into Interdependence. We were talking about how we enjoy getting
together and sharing our experiences and feeling like we’re not alone,” and

We would all be open and we would talk about things that . . . I remember,

especially on the last one, we pointed it out on the wall, ‘Hey, remember, this is

the vector.’ I think as we went through them, you know, we were staying
together, and someone would say something and we’d say, ‘Oh, that’s that

[vector].’
Community Among People Who Care. The community is built around the way

that people relate to one another. Clearly the way students regarded one another was the
primary element of the community. They listened, responded, challenged, supported,
encouraged, and gave feedback in a positive, respectful, and honest way. In addition to
bonding with their peers, some students expressed that knowing there are people who
care about them in the College is important to them: “It’s a good feeling that there’s
people who care about me and are there to help. I know that when I get some skills and
am more ready, I’ll be able to give back to someone else.”

The idea of giving back to someone else is consistent with a caring community. As
the students appreciated the opportunity to first connect and then bond with other teachers
in training, they looked beyond the present to a time when they could support someone

else. The loyalty that began with the group was extended to the College of Education,
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with students expressing interest in supporting new students, offering to speak at SERVE
trainings, and participating in future research being conducted in the College.

Chickering’s Developmental Vectors represent a great body of research on
students in higher education. In addition to having a secure place among psychosocial
developmental theories, the vectors can be used in an overt way to promote growth. For
students in this study, the vectors became a tool to gain awareness about themselves and
t0 keep things in perspective, to apply to themselves and issues in their lives, and to use as
a framework for professional development.

The Vectors as a Tool for Awareness. It was in the second group session that we
asked the students to consider whether or not the issues they had been discussing fit imto
the areas of development as outlined in the vectors. They gained a new awareness by
being guided in this effort. They discovered that all of the issues that they had been
discussing had a place within the vectors. The following quote was selected because it
illustrates a student’s first cognizance of all that is incorporated in the vectors: “I am
amazed at how everything we discussed fit into the vectors and that we covered all of
them in our discussion.”

Students toid us in different ways during the interviews what the encounter with
the vectors did for them: the vectors provided a framework for their questions, for
keeping things in perspective, to anticipate what might come up in the future, for
narrowing things down and categorizing experiences, to clarify and give definition to
feelings. Students told us, “Tt seemed that the vectors were right on the mark, as far as
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understanding where we were coming from, the questions we had . . . they were very
helpful in terms of keeping things in perspective, which is something that I try to work on
all the time.” Also, “. . . it helped clarify and give definition to some things . . . we want
to know what we’re talking about, and with feelings it’s not always clear,” and,
“Everything sort of came together and I could just relax and know it made sense.”

This theme around awareness emerged as the students who had come into the
group feeling anxious and overwhelmed felt the pressure diminish by simply understanding
what caused their feelings. Having a way to sort and express what they were going
through, and being backed up by human development theory validated their struggles.

The Vectors as a Tool for Application. Once students realized that the vectors
were not only valid in themselves but that they also affirmed their present experiences,
personal application began to take place. In the latter half of the second workshop the
students began using the vocabulary provided by the vectors. Whether identity, emotions,
competence, integrity, or interdependence, students became more comfortable and natural
in their conversations pertaining to their development. The next quotes were selected
because they show how students used the vectors in interactions with peers. In the first
quote, a student is assisting a peer in clarifying an issue by using the vectors: “I think
you’re also struggling with identity. You were talking about your role, you weren’t sure
about your role.” In the second quote, a student describes her telephone conversation
with her girlfriend on moving through autonomy toward interdependence:

Lastnightlwastalkingtooneofmygirlﬁ-iendsjustabout,youlmov:vhowyou

just talk about everything, and we just started talking about that, moving through

autonomy toward interdepeadence. We talked about how at this age it’s kind of
hard, we want to be so independent, our main goal is to be independent, but we
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want to be able to hang on to people still. I was telling her, “Well, yesh, you

know, I have this meeting, I talk to them a lot . . . and I finally feel myself just

moving past just wanting to do everything on my own with no help. Now I can do
it on my own, but I need to get help, too.”

Peers have the greatest impact on the development of college students
(Chickering, 1969). Therefore, to have the vectors used in conversation among students
is of considerable significance to student development educators. When we asked the
students directly in the interviews if they used the vectors in their personal and
professional development we received more information. Application for them had to do
with relevance to their service learning work, gauging their development, breaking things
down and classifying experiences, seif-assessment, sharing, self-understanding, and being
free to put whatever they wanted into it. Of the following two quotes, the first one
represents a student’s view of the vectors in the big picture of his life, and the second one
a student’s application of the vectors to a particular area of her life, her spirituality.

It’s not specific to education, it’s about self-knowledge and applicable to any part

of life. I think that’s a big thing because it’s central to a person’s development no

matter what they do. I think it’s very, very excellent. It involves a lot of self-
assessment and allows people to share.

To me spirituality is part of my life altogether, every day, every minute, so I think

using the vectors in the way that they were set up, for me they were right on . . .

and so, even though it wasn’t said, “Here’s your spiritual side,” I was able to put

what I wanted into it.

A student who has important issues to resolve and finds clarity through the vectors
can be viewed as putting practice to theory. A student who applies the vectorsin a
productive way such as setting personal goals represents theory put to practice. Students

in this study have experienced practice to theory to practice in their own development.
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During our final workshop we asked the students what else they would like to see take
place with the group. They wanted the group to continue. As one student putit, “. . . we
already have this group relationship, we’ve already shared some of our struggles and some
of our goals and accomplishments. Everyone’s ideas really helps . . . everyone wants
something positive . . . it’s really helpful.” They discussed how often to meet, creating a
phone list, and who would host the meetings. We offered support from the SERVE office
with scheduling and communication. The students already considered the SERVE office
as their home base. They had fun thinking of a name for the group and focusingon a
higher level of professional development:

There could be a Vectors I workshop where you kind of see the same problems

popping up over and over again, and you could have a Vectors II where it’s more

.. . on your career. Where you’ve gotten over that uncertain period, and you

already have your base set up . . . since you’ve already developed your

competence, and you’ve learned the base of how to handle your emotions, and
learned the basis of the vectors, then you could apply [them] to problems that we
have later in the field of education.

The students wanted to continue meeting with their peers to work on their
personal and professional development. Chickering (1969) states that friendships and
student communities foster development along all seven vectors. A student’s most
important teacher is often another student, and through relationships students leamn to
communicate, empathize, argue, and reflect. Together they build respect and integrity,
share feelings and have revelations of biases, clarify values and purpose, and develop
mutual interests and plans. The group becomes an anchor and reference point, according

to Chickering. This has been the outcome for the group in this study as well.
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The students also requested the facilitators to be a part of Vectors [I. This is in
accordance with Chickering and Reisser’s (1996) assertions that relationships with peers,
faculty and advisors in small units allow for maximum participation and interaction, and
therefore learning. A good fit in a group provides support and involvement which leads to
less stress, conflict, and powerlessness. In addition, commuter students and students who
have greater family responsibilities, like some in this study, have greater challenges to
build a community and form friendships. That is what the intentionally structured groups
have facilitated for them.

Ownership of the Process

One of the questions of this study focused the process of infusing the vectors into
teacher preparation. What was the students’ reaction to the process? Were they satisfied?
Were they happy to be there? Were they actively participating? What was the effect of
the group, the usefulness of the journals, the benefit of setting goals?

Process: The Effect of the Group. The intentionally structured group affected the
students in various ways. The most obvious is the camaraderie among the students and
the understanding that the facilitators provided. Equally as important to the students was
the feedback they received from their peers and the facilitators and the links they made
between their service experiences and their college courses. The group challenged the
members to take responsibility for their leamning and supported them in their efforts. The
Quotes that follow were chosen for the representative voice on the benefits of the group:
“. . . to actually make acquaintances or friends,” and “. . . to have someone who
understands the background so you don’t have to explain all that.” “The feedback is so
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important, that’s why I came back,” and “. . . I just started focusing on taking what I
needed to learn out of the class . . . This hglpsyouto learn what you want and form your
own career.” |

The purpose of the group was to create conditions for learning. Chickering’s
Principles for Good Practice in Undergraduate Education (Chickering & Reisser, 1993)
include student-faculty contact, cooperation among students, active learming, prompt
feedback, time on task, high expectations, and respect for diverse talents and ways of
learning. Each of these principles were purposefully incorporated into the sessions and
contributed to these students’ development and learning.

Process: Usefulness of the Journal. Journals are used in the reflection component
of service leamming. The journal in this study was intended as a tool for monitoring
students’ self-awareness and for them to keep track of the progress they made on their
goals. Additionally, the journal provided another place for the students to express their
feelings and emotions of what they were experiencing. All students opened their hearts in
their journals. They praised themselves, acknowledged mistakes, argued back and forth
and resolved some dilemmas. Their entries showed us that they wrestled with
competence, relationships, autonomy, and identity. There were “aha” moments and
changes of attitude, humor and self-forgiveness, and appreciation of their peers. The spirit
of discovery permeated every entry—irrespective of emotion, depth or seriousness-as
students put into words something previously unseen, unknown or unspoken. Here is one
example:

Growing up is a scary thing. Especially trying to figure out just exactly what I'm
going to do with my life-be an elementary teacher or an O&M instructor. My
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ultimate goal is to be an O&M instructor. I guess time will only tell. Actually now

that I think about it, I could combine the two and teach at blind schools. I think

Uve always known this.

Through the journals students were able to see the changes taking place in
themselves: “I think I am going to be ok!!!” They had a place to record that
unforgettable, spontaneous success that reinforced their feeling of competence or that
incident that assured them that teaching is the right profession for them. For some, journal
writing was a comfortable task and they could write with ease; others struggled. All the
students agreed that the journal-writing lab was useful, and that having time set aside
during the sessions to write was important, as that assured them of a minimum of three
entries over one semester: “It was useful because I’m not a journal or diary person at all.
I want to be, but I’m not.” Whethq“journalperson”ornot,aﬂsmdaxtsrecognizedthe
value of reflecting on their experiences and writing about them.

Process: Goal-Writing. Goal-writing is such a personal and individualized
activity, both in style and scope, that every student handled it differently. None of the
students had ever participated in a guided activity for writing goals before coming to the
workshops, and not one came in knowing how to write goals and objectives. All students
were in agreement on the value of setting goals, and goals were at the heart of every
workshop. For some students, goals represented a road map in the personal development
process: “It’s showing where you want to go.” For others, goals had a motivational
effect: “Something to prepare for,” “Something to look forward to.” For some students,
goals moved them to becoming more intentional in their learning: “It also has changed my

focus of observation, so when I look at the classroom I try to see as much as I can all the
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different perspectives that [the teacher] has to control, and try to think, “What would I

do?”

Students began with a description of their current performance in one or more

vectors and defined the level of change they desired. This led to defining and sequencing

objectives. Following is a representative example:

I chose the vectors interdependence, interpersonal relationships, and managing
emotions . . . I feel really lost . . . with my courseload I haven’t taken the time to
meet people on campus . . . this is the first time I’ ve taken to get into activities and
that sort of thing . . . my goal is by the end of the semester to have a support
network and resources to provide help when it’s needed. My objective is to try
and meet other people in similar situations as myself by coming to workshops . . .
and another objective is to find teachers to serve as role models and mentors

through the SERVE Program.
One of the advantages of goal-setting for the students was gaining clarity about

themselves and their needs. With that knowledge came purposeful training, “knowing

inside what I was working on,” and sorting out the important from the unimportant, “1

haven’t been stressing as much.” Whether employed as a formal commitment or a way to

focus, setting goals encouraged discriminating behavior and growth.

The community that was created by this group of learners became a meaningful

part of life for each of us. At the start of the third session, one student summarized it like

this:

This meeting will hopefully wrap up all of the other meetings, ideas and hopes.
These meetings have been very beneficial to my growth as a student and person.
My schedule has been very hectic and full and yet I still make time for these
meetings. During my week I look forward to these meetings. The best way to
describe [them] is to say they are like a sigh after a long day. It is necessary and
important but also rejuvenating and it just feels good.
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The important outcome of the process is that the participants and the facilitators
considered themselves part of a new community of leamers. We all came together to learn
by personal choice. One student commented, “I think it would ruin it if there were people
here who did not want to be here. The best thing about this is that everyone takes time
out and wants it.” And as we learned from and with each other, we added to our
interpersonal and professional skills. The faculty facilitator pointed out, “the fact that you
were all interacting so honestly and openly was absolutely amazing. I hope you feit as
good as we felt watching you all.”

Often there were no answers to the questions. In fact, more questions were raised.
So the students wanted more time together, desired more exploration, and brought up
possibilities for further discussion. They found within themselves a new appreciation for
the depth of the teaching profession and excitement in the process of becommg a teacher.

Limitati i Exclusi
Limitations
" There are several limitations to this study that must be taken into consideration.
First is the fact that students self-selected to participate in the research. Therefore, one
could argue that these students were already looking for a way to enhance their
development and were predisposed to do so.

A second limitation is related to the demographics of the teacher preparation
program: representation of students from different class status was not intentionally
pursued. The group formed on its own and issues related to age, cultural influences, class
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standing, and gender were allowed to surface naturally and addressed as presented in the
discussions.

Another potential limitation are the effects of this time in history. The end of the
millennium might contribute to increased reflection and questions of integrity and purpose
among students. Likewise, the changes taking place in the field of education and
specifically in the College of Education may have had an influence on the students to be
more aware, more inquisitive about issues, and more involved in their education.

A fourth potential limitation is that all of the data are self-reported. While we have
no reason to believe that students were not honest in their responses or participation in the
sessions, in their journals or in the interviews, individuals naturally have different points of
reference from which they respond.

A fifth limitation is not knowing the reasons that three students participated only in
the first session. The students were contacted by mail and two did not respond. One of
them sent a note to the SERVE Office indicating her interest to rejoin the group the
following semester; however, she did not attend the first session of the Fall 99 semester.
All of the students were invited to continue with the group.

Exclysiogs

In deciding what to exclude from this portrait the major consideration was how the
parts contributed to the research questions. The question was, “What will the inclusion of
this theme add to the whole that is not already apparent from the themes selected?” Data

was excluded when it didn’t add to the story or when there was insufficient student voice,

such as information on learning styles or personality types.
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Conclusion

This chapter contains the results of the study in the style of portraiture. In the first
section, the foundation is framed with information on the College of Education, on the
researcher and the facuity facilitator, on the school and university environment in which
the students work and learn, and on the subjects of the study. The second section presents
the themes from data gathered with the subjects in an intentionally structured group. The
themes are: (a) Dealing with Emotions in Multiple Environments; (b) A Sense of
Community; (c) The Vectors as a Tool; and (d) Ownership of the Process. The final
section consists of a discussion on limitations and exclusions.

Chapter § is a discussion of the findings of this study. A brief overview of the
purpose of the study and the questions asked is given, followed by a discussion of the
results as response to the questions. Implications for teacher education and student affairs
are discussed and recommendations for the professions of student affairs and teacher
education as well as for the SERVE Program offered. Ideas for further research are

given.
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CHAPTER §
DISCUSSION

The results of this study showed how a group of preservice teachers, given
guidance and support in the areas of student development, proceeded to make meaning of
their experiences and manage particular developmental tasks. Their journey adds to our
investigation of how students’ psychosocial development contributes to their ability to live
and work in a multicultural world. This chapter will seek to discuss the findings of this
study. Implications for teacher education and student affairs will be discussed and
recommendations for the professions of student affairs and teacher education, and for the
SERVE Program will be offered. The chapter will conclude with ideas for further
research.

The Study and Questions Asked

The purpose of this study was to develop an effective mechanism for infusing
Chickering’s (1966) psychosocial development model into training for service learning in
teacher education. The idea was to make available to students a iaody of knowledge that
had been gathered about the development of students in higher education and see if they
would be able to apply that information to further their own development. Along with
that challenge it was important to provide support. Therefore, students were invited to

become a part of an intentionally structured group in which they would have the
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opportunity to interact with peers and find guidance from professionals in education and
student affairs.

The questions that were asked were: given training in Chickering’s developmental
vectors and support from peers and professionals, (a) are students able to apply the model
to further their personal and professional development? and (b) what is the best way to
implement the model in teacher education training?

This section will address the questions of the study. The steps the students go
through as they enter the SERVE Program will be discussed first. Because of the
researcher’s orientation in student development and the focus of this study on
Chickering’s developmental vectors, their experiences were considered through this lens.
Answers to the research questions will follow.

Students entering the SERVE Program are seeking to develop competence in the
service learning classroom. This produces strong emotions, as they struggle with their
identity as students and emerging new professionals. They feel they should know how to
behave in the urban classroom and take care of situations on their own, they are afraid to
approach the classroom teacher for direction, they struggle with their role of student or
teacher or both, and question the relevance of the “extra work™ of service learning to their
goal of graduating. The issues in the SERVE students’ lives are addressed in Chickering’s
vectors of development: developing competence, managing emotions, moving through
autonomy toward interdependence, developing mature interpersonal relationships,
establishing identity, developing purpose, and developing integrity.
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Each of the students in the study gave evidence of the first category of feelings
identified by Chickering for college students. These are fear of the unknown and anxiety
over things like tests, academic stressors, relationships and finances. In addition, these
pre-service teachers were placed in urban classrooms for that “intimate and necessary”
relationship between experience and education. Their service learning was intentionally
designed to affect their formation of attitudes, contribution to society, and personal
growth, and it required intellectual and emotional involvement.

When the students entered the urban classrooms they were in situations that were
new to them. They struggled in their responses with their existing repertoire of skills. An
intentionally structured group was formed to support the reflective component of service
learning. The purpose of the group was to facilitate the students’ understanding, learning
and growth through these experiences and to prepare them for future experiences with

deeper and broader issues.

What evolved first in the group sessions was a flushing out of emotions centered
on identity. These were emotions the subjects felt being college students, being in the
service learning classroom, and also over their competence. Students were overwheimed.
The facilitators acknowledged the students’ feelings and were overt in the learning
process, asking students to apply their experiences to Chickering’s developmental vectors
and simultaneously relating them to the teaching profession.

As students began to notice and as it was pointed out to them that they were not
alone in their feelings, a sense of community began to form. They came to realize that
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they shared a similar competence level and experiences specific to the vectors. This to
them was very calming and moved the students towards interdependence and developing
relationships, which furthered our goal of creating a safe place for exploration and
reflection. A caring community was built.

The vectors were central to all the group sessions and discussions through the
guidance of the facilitators. By the second session the students discovered that all of the
issues they had been discussing had a place within the vectors. With that awareness,
students began to use the vectors as a framework: (a) for their questions, (b) for keeping
issues in perspective, (c) to anticipate what might come up in the future, (d) to classify
their experiences, and (e) to clarify their feelings. The theory validated their struggles and
the pressures they had been feeling began to diminish.

With affirmation from the vectors and from the group, the students began applying
the vectors to their experiences. They used the vocabulary provided by the vectors in
conversations within and outside the group. They challenged and supported each other in
areas outlined in the vectors. They used the vectors for reflection to gauge their
development and make meaning of their service learning work. They proposed continuing
to use the vectors framework in their professional development and named the group
“Vectors I1,” planning to address future experiences in their preparation program.

By gaining awareness of areas that needed to be addressed in their lives through
the knowledge of the vectors, students in this study were able to apply the vectors to their
personal lives and their field of study. Students went from passive to purposeful leamers
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by using the vectors as a framework for reflection, for setting personal goals, and for
supporting each other.

The interaction with others within a student development framework was key in
the development of the students. The safe environment allowed for growth and change to
take place. As students felt free to express their feelings, interpersonal communication

increased, as did their capacities for passion and commitment to their purpose.

The rapid changes taking place in education and continual learning and shifting
that is expected of teachers is a challenge that requires attention and support. In teacher
education at CSULB, service learning is designed to prepare students for the challenges of
the profession and to move them along their development as socially responsible leaders.
As discussed above, students were able to apply Chickering’s (1963) psychosocial
development model to their own development with guidance and support from their peers
and professionals in education. The results showed that personal contact, self-exploration
in a non-evaluative setting, and sharing experiences in a community of leamners was key to
the students’ growth. Creating intentionally structured groups where students are able to
address their needs in a safe environment is one way of implementing the model in teacher
education training.

The safe environment of an intentionally structured group where group norms
include confidentiality made it possible for students to grow. The first effect of the group
was bonding with peers and professionals. The students were able to share experiences
and obtain feedback, link them to college courses, and think about their (the students’)
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purpose. Membmoftbesrwrﬂwmbjectsofﬂﬁsmdy-chmngedmhothettoukev
responsibility for their learning and supported one another in their efforts. Conditions for
learning that were intentionally created include student-faculty contact, cooperstion
among students, active learning, feedback, time on task, high expectations and respect for
diverse talents and ways of learning.

Students kept an interactive journal with the researcher. The journal provided
place for reflection and feedback. It was a tool for discovery as students put into words
something previously unseen, unknown or unspoken. Through the journals students could
follow and appreciate their growth.

None of the students had previously received guidance in writing personal goals
and objectives, although they had been asked to do so at some point as part of their course
work. Smdentsusedtheirgod&—wﬁmntosﬁnnnmdevelopmminoqeormonmof
the vectors—as a personal road map, for motivation, and for a focus to their leaming. The
process of goal-writing gave them clarity about themselves and their needs, and
encouraged intentionality in their actions.

Students who participated in the study came to attain a sense of belonging in the
College, for fellowship among peers, for student-faculty contact, for support and for
personal growth. The intentionally structured groups provided the means to (a) createa
smaller human-scale unit in a large institution for student involvement and participation,
(b) for a facuity member to give attention and be a role model to the students, and (c) for

addressing personal development issues.
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Other Findi

Of the many lessons learned through this study, the following stand out: (a) for
out-of-classroom learning to uke place, allowing students to develop their own structure
worked; (b) students value the student-affairs-academic affairs team approach; and (c) a
project that has student success as its focus promotes collaboration. In order for students
to be free to explore, interact, reflect and thereby learn, they must be allowed to do just
that. Students expressed that if ours had been sessions with timed restrictions or regulated
discussions they would not have continued their participation. These sessions were
worthwhile to them because they were theirs to lead in whichever direction they found it
meaningful. Our student affairs-academic affairs team expanded the students’ learning
opportunities as personal and professional development themes and issues were woven
into the discussions. The students specifically told us that this “faculty-counselor mixture”
was important in their group experience. And finally, the fact that other faculty members
and professionals in the College of Education were interested in contributing their ideas to
this study points to their willingness to collaborate in an “activity which informs and

improves practice.”

Implications for Teacher Education

People affect people, and peers and faculty are the top two influences in a college
student’s life (Pascarella & Terenzini, 1991). Students in this study have demonstrated
that they will invest extra time in their education, take responsibility for their learning, and
go out of their way to interact with peers and faculty. Out-of-classroom leaming is
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monumental to students being challenged in service leamning. By being supported in
constructing meaning individually and in groups, students in this study went from passive
to purposeful learners and worked towards fulfiiling their needs for development. If we
hope to graduate students having a broad perspective of the teaching profession to handle
the realities of today’s classrooms, the sessions that have been described here provide one
way to work toward that goal. We should not expect that all students will be able to do
this on their own.

The results also show that students have fears and anxieties over their identity and
pre-professional preparation. Knowing what emotions can be predicted can assist
educators in creating conditions for leaming, both in and out of the classroom. This is one
example of how student development theory can be applied to enhance leaming.

Student development educators have a role in out-of-classroom learning in teacher
education. In service learning training there exists the opportunity to promote personal
development in the education of the whole person and to draw in the interdependent parts
of institutional objectives, student-faculty relationships, the curriculum, teaching,
communities, student development programs and services, and educationally meaningful
environments. Our field is rich with knowledge and wisdom in all of these areas and doors
are opening for student affairs professionals to make salient contributions to the education
of the whole student in partnership with faculty.

In this study, working alongside a facuilty member has taught me the importance of
constructivism, the impact that best practices in teaching have on student development,
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and how combining the different styles and training of two different professionals enlarges
the whole. When two persons who have expertise in a different but related field in
education combine their knowledge, personalities, and talents they can: (a) learn about
another field of study, (b) increase their repertoire of skills, (c) inform one another on new
ways of thinking, (d) become “reflection partners,” (¢) model collaboration, (f) support
one another emotionally, (g) share responsibilities, (h) capture moments of leaming that
the other person might have missed, (i) see the same issue through another lens, (j) double
the number of people who know the same students personally and are available to the
students outside the classroom, (k) challenge each other to learn, (I) present at
conferences together, (m) create a new prognm/lusonfmtervention like it’s never been
done before, and, (n) have a friend. Of course the list can go on. The potential that a
student affairs-academic affairs team has is magnificent: we challenged each other to do
more, learn more, and become better at what we do.

This study also shows that intentionally structured groups can be powerful in
connecting classroom leaming and field experiences to student development. The
significance lies in the intentionality of the group, the fact that there is a goal for the group
as well as personal goals for each member. Just knowing about a theory does not
guarantee application by either the professional or the student. If we want students to
take responsibility for their learning and their development we must do our share to guide
them—to build layer upon layer, using proven strategies and always remaining grounded in

theory.
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Making overt the theories we use in an educational setting to the students has two
effects: (a) it empowers the students and (b) it gives them information about our role in
higher education. The students in this study were not only empowered to use the vectors
as a tool in their development, they also moved in their development by creating “Vectors
IT”, their idea of the next steps in personal and professional growth of the original group
members. In Fall ’99, one semester after the completion of this study, sessions for
“Vectors I (for new students) and “Vectors II” (for contimuing ISG members) are taking
place at the request of the students. Also at their bidding continues the faculty-student
affairs professional team of facilitators. The original ISG members speak about their
experiences and learning at service leaming training sessions and among their peers, and
so the nature of our work becomes recognizable and intriguing to others. This should lead
to increased cross-functional collaborative partnerships and continued student
participation.

Recommendations
Recommendations will be given for student affairs professionals, for the field of

education, and for the SERVE Program.

Taking an active role in shaping educationally meaningful environments is the job
of student affairs professionals. They should be overt about what they do and why, to
engage students and collaborate with others in creating a “learning organization.”
Throughcollaborationthemessagegm forth that no one has all the answers and that
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working together professionals learn with and from each other. Collaboration builds
community into the process.

When designing an intervention, program or service that affects students, the
student voice in the planning stages is essential: students are the experts on their needs.
Listening to the faculty voice provides student affairs professionals with another
perspective on the characteristics of academic programs and the classroom environment.

Student affairs professionals should have an understanding of the impact of
teaching on student development and vice versa as they partake in the education of the
whole student-both the intellectual and affective areas of her life. They gain that
understanding from collaborating with faculty and involving the students.

Their role as collaborators with faculty is to identify areas where they can be
partners. While recognizing the importance of intellectual and emotional maturity, student
affairs professionals may be doing little to “integrate student development into the
educational experience.” They must take the lead in providing opportunities to work with
faculty, to create avenues of learning together, where theories, models, strategies and
interventions that exist to promote student success may be shared. Just as affective and
cognitive development are undeniably linked and work to enhance each other, so are the
professions of student affairs and academic affairs.

Intentionally structured groups serve as one example of ways to work together
with faculty. Groups that are focused on a particular professional field such as teaching
should have at least one member of the facilitating team from that field. The faculty
member is the person who connects the issues to the field, while the student development
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educator addresses the interdependent parts of curricular and co-curricular leamning. An

outcome of such a partnership may be faculty members finding ways to apply student
development theories to their teaching.

The results of this study point to two recommendations, that from a student
development view would transform students’ lives and thereby contribute to the greater
good. The first recommendation is to institutionalize “valuing the student,” meaning
building into the curriculum, into student programs, and services within the field, the
elements that promote student success, that pay attention to the individual needs of
students, and that purposefully develop socially responsible leaders. It is clear from the
results of this study that some students need and want guidance and assistance in their
personal and professional development.

The second recommendation partially fuifills the first, and that is teaching from the
heart: the kind of teaching that the facuity facilitator modeled, where “the brain turns off
and the heart goes into overdrive,” where the instructor is so in tune with the students’
learning that “it’s almost a physical way of changing to hear what is going on” and she
asks herself, “How does this feel?” Teaching from the heart goes in the direction that the
student is learning, not down the page of pre-typed notes. Teaching from the heart takes
courage, hard work, knowledge of students, regard, active listening and responding, and
not having the answers but the questions to move students to a higher level of thinking

and learning.
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Entering into both the intellectual and affective areas of the students’ lives and
encouraging human development in the process of being a teacher is the challenge to
teacher educators. This involves listening to developmental perspectives and collaborating
with student affairs professionals to integrate student development competencies into
academic programs and courses. It also means enhancing personal knowledge and
competencies in student development.

Recommendations for the SERVE Program

Based on the data from this study, the following recommendations are made to
promote the SERVE Program’s orientation in student development.

Training. The SERVE training was originally designed to challienge the students’
belief system, to bring up issues of identity, and to confront the emotions evoked by the
experience. Chickering’s vectors of development provide a framework for such a training.
The vectors should be incorporated into the training. In addition, students who have gone
through the program should participate in the training to contribute what they have
learned through the experience.

Placement. Students should be assigned in pairs for their service leaming
placement. Having one peer who sees the same environment from a different perspective
would enrich the experience for both: they could discuss their experiences and enhance
their leaming. Students’ individual requests for special placement in schools of their
choosing should be considered from a student development perspective: how will this

benefit the student?
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Support. Students should be supported in a planned manner during the semester.
At least one opportunity to meet with peers and faculty should be offered to all.
Additional faculty-student development facilitator teams should be trained and available as
needed.

The SERVE Program office should be run to promote the development of the
students and to meet their needs (i.e., knowing that students are overwheimed and
anxious as they begin their service leaming, adjustments should be made in the SERVE
Program office as needed to facilitate communication, services and attention to students).
All staff in the office should receive training based on student development principles and
have an opportunity to review and discuss the results of this study.

Collaborative Partnership. School teachers participating in the SERVE Program

- partnership should receive information on Chickering’s vectors and how they relate to the
college students to whom they are mentors.

Advisory Group. A group consisting of students, faculty members, teachers and
student affairs professionals should be formed to guide the program with consideration to
multiple perspectives.

Future Research

Service learning, partnerships, and education offer endless opportunities for
research. Questions for further research suggested by this study include:

1. Case study of one student: what are her experiences, from service learning to

classroom teacher?
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2. Longitudinal study on the subjects of this study focusing on their personal and
professional development: what kind of teachers/leaders/mentors did they become?

3. Large scale study: will similar results be obtained with a larger sample of
students? with students who are required to participate in such an intervention? with
students across multiple teacher training programs?

4. How do student development educators set their own learning goals and
objectives?

5. What personal or professional attributes of faculty members contribute to
collaboration with student development professionals?

6. What are other possible partnership models for student affairs-academic affairs

professionals?
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APPENDIX A

CHICKERING’S SEVEN VECTORS OF DEVELOPMENT
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CHICKERING’S (1969) SEVEN VECTORS OF DEVELOPMENT

. DEVELOPING COMPETENCE

Increase in intellectual, physical and manual skills as well as interpersonal skills.
. MANAGING EMOTIONS

Acknowledging feelings, including positive feelings; exercising self-regulation.

. MOVING THROUGH AUTONOMY TOWARD INTERDEPENDENCE

Problem solving and self-sufficiency; responsibility in emotional and instrumental
acceptance; recognition and acceptance of interdependence.

. ESTABLISHING IDENTITY

Seeing self in historical context, self through roles, self through others; gaining
self-acceptance (body, gender) and personal stability.

. DEVELOPING MATURE INTERPERSONAL RELATIONSHIPS

Tolerance and appreciation of differences and capacity for intimacy.

. DEVELOPING PURPOSE

Establishing vocational plans, personal interests, and commitments to family and
others.

. DEVELOPING INTEGRITY

Humanizing and personalizing values and developing congruence.

Developed by: Hilda Sramek
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COLLEGE INTERN EVALUATION FORM
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CSU Long Beach SERVE Program
(Service Experiences for Re-Vitalizing Education)
A CSULB-LBUSD Educational Partnership

COLLEGE INTERN EVALUATION FORM

Last Name First Name
CSULB Program School Site
(Eng. 309/SERVE)
Reporting Period: (F/Sp/Summer) Total Hours Completed: 1-40 __ 41-80 __ 81+

NOTE TO TEACHERS: Please read the information concemning the basis of evaluation before completing
this form.  Please rank the intern according to the following scale: (5) Superior (4) Strong (3) Good

(2) Fair (1) Unsatisfactory.
5 4 3 2 1

1) | Quality of Work

2) | Quantity of Work

3) | Work Habits

4) | Work Artitudes

5) | Reiationships with Others

6) | Personal Qualitics

7)_| Antendance and Punctuality

8) | Increase in Knowledge and Understanding of
the Teaching Profession

9) | Level of Literacy Support Provided to
Students by Intern

10) | Potential as a Future Educator

11) | Benefit to Students

What percentage of intern’s time was devoted to literacy support activities?

15%orLess 25% 50% __ 75%orMore
Total Hours Completed this Semester: _ hrs.  Teacher’s Signature

Intern’s Signature
Classroom Teacher’s Name: Date:
Site Principal’s Name: Site Coordinator’s Name:
CSULB Professor’s Name:

Signatures on this form indicate that the contents of this evaluation have been discussed with the SERVE
intern. The intern’s signature does not indicate agreement with the ratings. Interns must retum
completed forms to CSULB instructor or to the SERVE Office on campus.
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APPENDIX C

FORMATIVE EVALUATION
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Was this session helpful to you?

What would you change?

141



APPENDIX D

SUMMATIVE EVALUATION
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Name:

1. What does “developing competence” mean to you?

Were you able to do that this semester? If yes, how? If not, why not?

2. What does “managing emotions” mean to you?

Were you able to do that this semester? If yes, how? If not, why not?

3. How did you see yourself — in what role — at the beginning of this program?

How do you see yourself now?

4. Were the workshops helpful to you? If yes, how?

What would you change?

5. Thinking of future students in the SERVE Program, what would be helpful to offer to

them?

What would you want to say to them?
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CONSENT AGREEMENT

My name is Hilda Sramek. I'm a graduate student at California State University,
Long Beach, and I am conducting a study for my thesis. The purpose of the study is to
develop an effective mechanism for infusing personal development into service leaming for
teacher education. ,

As a student in the SERVE Program you are a candidate to participate in the
study. Through this study, you will receive tools to enhance your personal and
professional development. You will also have an opportunity to contribute to the design
of the training program for future students in the College of Education. If you agree to
participate, you will be asked to attend three group sessions: a workshop during the 9th
week of classes, a follow-up discussion during the 12th week, and a debriefing session
during the 15th week. Students selected at random will receive invitations to participate
in individual interviews at the end of the semester. Following is a description of the
activities mentioned.

The workshop will last 2 hours and consist of three parts: a teaching segment on
Arthur Chickering’s model of college student development, a lab on goal-setting and a lab
on journal writing. At the end of the workshop, you will be asked to respond to: Was
 this program helpful to you? If yes, how? What would you change?

The follow-up discussion will be used to review your goals and objectives, your
work in progress, and experiences or issues related to service leaming that you and your
fellow students would like to discuss. At the end of the session you will be asked to
respond to: was this program helpful to you? If yes, how? What would you change? This
session will last 1-2 hours.

The debriefing session will follow the same format as the follow-up discussion for
the first hour. During the second hour you will be asked to respond to:

e What does “developing competence” mean to you? Were you able to do
that this semester? If yes, how? If not, why not?

o What does “managing emotions” mean to you? Were you able to do
that this semester? If yes, how? If not, why not?

e How did you see yourself — in what role — at the beginning of this
program? How do you see yourself now?

o Was the program helpful to you? What would you change?

o Thinking of future students in the SERVE Program, what would be
helpful to offer to them? What would you want to say to them?

This research has been approved by the Dean of the College of Education, Dr.
Jean Houck. The only risk to you as a participant that I can identify is that you may go
through a temporary questioning of your own competence as you listen to other students’
contributions during the sessions. Please feel free to contact me for a personal consultation
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at any time, especially if such questioning should occur. In addition, for questions or
issues that arise that are beyond the scope of my training, I will recommend services
available to you on our campus through the University Counseling Center and the Student
Health Service.

The benefits to you as a participant in the study are learning about Arthur
Chickering’s developmental model, having an opportunity to apply it to your life, to set
goals for yourself, and to advance in your journal writing. You will be able to participate
in discussions focused around your experiences in service learning and to give input on
the design of the training program for future students.

Although I hope that you will give answers to the questions asked at the end of the
sessions and actively participate in the discussions and through your journal writing, your
participation and input is strictly voluntary and will be kept confidential. The sessions will
be videotaped for my exclusive use for data collection purposes, and I will be under the
guidance of my thesis committee in the processing of the data. I will keep all data
gathered, and present results as general research results which will be available to you.

Only the chair of my thesis committee and I will have access to the data, consent
forms, and tapes. All of these will be stored in a locked box in my residence and
transported in the same box for use with the thesis chair. I will keep the tapes, data, and
consent forms for three years after the study is completed before destroying them. No
information gathered in this study will become part of your class file.

If you agree to participate, you are wmpletely free to discontinue participation at
any time. Agreeing or refusing to participate will have no effect on your position, status,
or role within the SERVE Program.

If you have any questions or concerns regarding this study or to request results
after its completion, please contact me at (562)596-6198 or Dr. Dawn Person, my thesis
advisor, at (562)985-8026. For questions regarding your rights as research participant
you may call the CSULB Office of University Research at (562)985-5314. Thank you.
Please complete the following information:

I am 18 years of age or older and I agree to participate in the research described.

Name Printed Signature Date
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INTERVIEW PROTOCOL
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Warm-up Questions: I will be asking you some questions related to your experiences in
the SERVE Program. Tell me a little about your background ... what is your major, your
class standing, how many hours of service learning have you completed?

Main Questions:
1. Before you came to the SERVE Program, what did you anticipate for service learning?
Describe your first service learning experience.
2. When you first went out into the field you had received in the training an overview of
Chickering’s vectors.
In what way was that helpful or not helpful as you started to work in the field?

3. You came back to participate in the workshop.

In what ways were the goal-setting and journal-writing labs useful or not useful?
After the workshop, did you use the vectors to help you in your personal and
professional development? If yes, in what ways did you use them? If not, why
not?

4. With the whole training experience, were you able to use Chickering’s vectors in
thinking about yourself and your progress towards a career in teaching? If yes, in what
ways were you able to use them? If not, why not?

5. What else would have been helpful to you in terms of training to support your service

learning?

Wrap-up: What do you envision for your next service leaming experience?
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DATA HANDLING INSTRUCTIONS
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DATA HANDLING

Research Questions:

1. Are students able to apply Chickering’s vectors to further their personal
and professional development?

2. What is the best way to implement the vectors in teacher education

training?
STEPS:
1. Read text completely
2. Read again
3. Make a list of themes
4. Mark text where themes appear
e [s student applying vectors in the field (elementary classroom)? RED

MARK vyesor Y (e.g. student is feeling confident as a result of
writing goals based on vectors)

MARK no or N (e.g. student is feeling lost and confused)
o Is student applying vectors to his’her college work? GREEN

MARK yesor Y (e.g. student is focusing on what he/she wants to
learn as a result of writing goals based on vectors)

MARK no or N (e.g. student is feeling overwhelmed)
e Is student applying vectors to his/her personal development? BLUE

MARK yesor Y (e.g. student finds that vectors describe his’her
experiences and those of his/her peers)

MARK no or N (e.g. student feels alone in a big university)
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APPENDIX H
RESULTS OF ORIGINAL ETHNOGRAPHIC STUDY
ON STUDENTS’ SERVICE LEARNING EXPERIENCES
AND CHICKERING’S VECTORS
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Chickering’s Vectors

Observation Interview
Developing Competence Desire to increase Desire to increase
intellectual skills teaching and
interpersonal skills
Managing Emotions Acknowledging fear Overwhelmed,
of the unknown unsure of role
Moving Through Autonomy Problem-solving on Problem-solving
to Interdependence placement with classroom
teacher
Establishing Identity Seeing self in the role Seeing seifas a
of a college student future teacher
Developing Mature
Interpersonal Relationships
Developing Purpose Establishing
vocational plans;
commitment to
others
Developing Integrity Behavior consistent
with personal values
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MEMORABLE INCIDENT SHEET
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Would you share with us a particular incident that has stayed on your mind regarding your
service learning experience to be used in the training sessions? Please do not give
identifying information such as your name, school name, or name of the student. Thank

you!
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APPENDIX J
DEMOGRAPHIC CHARACTERISTICS

OF SUBJECTS OF THE STUDY
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Student Age Gender Class Standing Ethnic Background  Language Other
No. Than English
1 22 Female Junior Caucasian Sign Language
2 20 Male Junior Hispanic Minimum Spanish
3 19 Female Sophomore European None
4 22  Female Junior Hispanic None
5 20 Female Sophomore Caucasian None
6 24  Female Junior Dutch/Indo- None
African American
7 43  Female Senior Caucasian None
8 41  Female Senior Caucasian None
9 48 Male Junior Caucasian Minimum Spanish
10 29  Female Senior Caucasian None
11 34 Female Sophomore Mexican Spanish
12 24  Female Junior Caucasian None
13 24  Female Junior Caucasian None
14 20  Female Junior White/Filipino None
15 20  Female Sophomore Hispanic None
16 22  Female Senior White None
17 24 Female  Senior Caucasian None
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