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Abstract {Continued)

control in doing their work; (2) the belief that the work
itself has purpose and meaning:; and (3} feedback which
indicates that their efforts are, in fact, accomplishing the
goal.

This study contributes to the literature on service and
academic study by providing baseline data on those faculty who
were already engaged in service-learning in the State of
Michigan, and by exploring the motivational coamponents of
service-learning from a faculty perspective.

Instead of asking the familiar question, "Why don’t
faculty engage in service?" the study explores the motivations
and experiences of those who have actually used service in
their courses. Quantitative data were gathered through a
survey of 250 Michigan faculty who had incorporated service-
learning in their courses in 1992. The survey identified who
utilized service-learning; assessed their initial motivations
for involvement; identified the factors which contributed to
their satisfaction or which discouraged their efforts in
service-learning.

Results indicated that faculty motivation for
incorporating service is more strongly linked to pedagogical
concerns than to service involvement. Respondents also
indicated limited support for service~learning on their
respective campuses, identifying students as the strongest

champions of such initiatives.
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CHAPTER 1
INTRODUCTION
Focus of the Study

Student involvement in community service projects is
viewed primarily as an extra-curricular activity on most
college campuses (Kendall, 1990; Lieberman and Connolly,
1992). However, an increasing number of educators are calling
for greater integration between service and study through
courses which incorporate service-learning (Barber, 1989,
1991, 1992; Nathan and Keilsmeier, 1991; Newman, 1992;
Stanton, 1987, 1590; Wieckowski, 1992).

Politicians, practitioners, and philosophers offer many
arguments to support the inclusion of service-learning in the
formal curriculum (Bok, 1982, 1986; Boyer, 1981, 1987; Boyte,
1992; Bradfield and Myers, 1992; Coles, 1988; Levine, 1989;
Stanley, 1989, 1991; Stanton, 1987; Wagner, 1990). This
chorus of support for service-learning is generally rooted in
a commitment to volunteerism and has three recurrent strains:
service-learning contributes to the vitality of the college or
university; service-learning promotes civic responsibility
which strengthens the nation; and service-learning contributes
to the solution cf problems in the wider society (Agria, 1990;
Barber, 1992; Conrad and Hedin, 1987; Delve, Mintz and

Stewart, 1990; Fitch, 1987).
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No matter how persuasive advocates of community service
and service~learning might be, decisions regarding the
curriculum, subject matter, and instructional methods remain
the domain of the faculty (AAUP, 1966; Bowen and Schuster,
1986). Faculty place great value on academic freedom, a
freedom which requires that they control the content and
method orf courses. Research on faculty motivation describes
faculty as independent workers who are motivated by the
intrinsic rewards of research and teaching (Austin and Gamson,
1983; Bess, 1982; Bowen and Schuster, 1986; Cross, 1990;
Csikszentmihalyi, 1982; Deci and Ryan, 1982; McKeachie, 1982;
Rice, 1986). These intrinsic factors center upon three
conditions: (1) freedom, autonomy, and control in doing their
work; (2) the belief that the work itself has purpose and
meaning; and (3) feedback which indicates that their efforts
are, in fact, accomplishing the goal. Yet, these factors are
rarely mentioned in the literature encouraging faculty
participation in service-learning, a 1literature which
emphasizes the external benefits of service initiatives for
the university, the nation, or society.

Three questions emerge from these contrasting

perspectives:

(1) Wwhat are the arguments and incentives offered by
the advocates of service-learning in attempting to
motivate faculty involvement in service-learning?

{(2) What are the nmotivations, satisfactions, and

dissatisfactions of the faculty who have utilized
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service-learning strategies in their courses?

(3) Are the arguments advanced in support of service-
learning consistent with the motivational factors
identified by faculty who are working to integrate
service and academic study?

This study will attempt to answer these questions.
The Bigqnificance of the 8tudy

Why should faculty involvement in service-learning be
encouraged? Stanton (1987) maintains that the faculty role in
linking service to the curriculum is critical in order to
ensure that students serve effectively; that they learn from
the experiences; that civic education and civic participation
and social responsibility be placed squarely within the
academic mission of  higher education and that the
disincentives: to such student participation be removed.
Lieberman and Connolly (1992} seek faculty support for
service-learning because the faculty, in setting the research
and teaching agenda, are in a strategic position to increase
the quality of the service experience, and tc¢ provide
continuity and consistency in the experience. Furthermore,
faculty involvement would provide valuable role models for
students and would enhance the cradibility of service within
the institution.

In the book, (ollege: The Undergraduate Experience in

America, Ernest Boyer (1987) asserts that, "Service must be
something more than ‘do-goodism.’ College sponsored programs

must be as carefully thought out and as rigorously evaluated
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as are the academic programs® (p.216). Furthermore,

Boyer

asserts that the need to enrich the service dimension cannot

be left to the students alone:

For the faculty, there exists the triad of
responsibilities: teaching, research and
service, Almost every college we visited
recited these functions almost as a ritual.
And yet, we found that service is often
shortchanged in favor of the other two. Even
when the obligation is acknowledged, service
is often defined in narrow, uninspired ways
... We believe the quality of campus life
would be enriched if faculty service becane
more than a catchword. (pp.217-218)

The literature on service-learning is burgeoning
with exhortations for faculty participation yet, "Little
attention has been givern to the faculty role in
supporting student service efforts" (Stanton, 1990, p.1).
In a 1988 survey of 52 member institutions of Campus
Compact, Stanton (1990) attempted to assess the role of
the faculty in service-learning, as desired and as

practiced:

The most frequently cited issues critical to
the faculty role in public service were: (1)
the need for a clear definition of public
service; (2) a sound rationale for faculty
involvement both as role models for students
and as instructors who help students connect
their public service experience to their

academic study; (3) faculty’s need for
resources and time to learn how to link public
service effectively with classroonm

instruction: and (4) the need for additional
incentives and rewards for faculty to become
involved in public service. (p.15)

Stanton also noted that, "Survey responses indicate a gap

between institutions’ aspirations to promote an instruct

ional
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role for faculty related to public service and the level of
activity actually taking place® (p.17). The needs identified
by Stanton cannot be addressed without a better understanding
of the role that faculty engaged in service-learning have
currently assumed.

Yet, if the current literature is any indication, service
practitioners (often employed as academic or student affairs
administrators) and service~learning faculty speak past each
other, in conversations which often seem disconnected and
sometimes adversarial. The very term, "service-learning,"
reflects the dichotomy found in the existing literature.
Practitioners and philosophers place strong emphasis on the
"service" components. Heowever, the literature on faculty
motivation indicates that faculty would be more attracted by
and committed to the "learning" that can be derived from a
service experience.

This study is intended to contribute to the very modest
literature base on service and academic study in two ways:

(1) by providing baseline data on those faculty who

were already engaged in service-learning in the
State of Michigan, and
(2) by exploring the motivational conponents of

service-learning from a faculty perspective.

Instead of asking the familiar question, "Why don’t
faculty engage in service?" the study explores the motivations

and experiences of those who have actually used service in


http:servi.ce
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their courses. The implications of this research are both
scholarly and practical. This exploration of the service
dimension of the faculty role enhances our understanding of
the scholarly profession by clarifying the circumstances undekr
which faculty will modify their teaching to inciude a service
component. At the same time, a better understanding of the
perceptions of faculty who integrate service and teaching
provides a base for extending and improving the quality of
such efforts. In fact, the study has already proved useful:
When the study was initiated, no ccmprehensive attempt had
been made to identify those faculty who were already engaged
in service-learning in the State of Michigan. As a result of
the study, a faculty network of survey participants has been
formed and related course materials have been circulated.
Outline of the Study

The research questions for this study can only be
answered by understanding two bodies of literature: the
literature on service-learning and the literature on faculty
motivation. Accordingly, Chapter 2 reviews the literature on
service-learning. The definition of the term "service-
learning"” is used to frame the discussion. Focusing first on
the service component, the chapter traces community service
efforts in education: the history of such initiatives, and
current patterns of involvement and volunteer motivation.
Attention is given to the arguments made most frequently by
advocates of service-learning: that such initiatives enhance

the role of colleges and universities, benefit the national




7
interest, and strengthen the society. Following this review
is an examination of the educational reform efforts which have
incorporated service-learning and the learning outcomes which
are anticipated as students engage in service activities.

Chapter 3 then reviews the literature on faculty
motivation and experience. The work of Frederick Herzberg on
motivation and job satisfaction is used as a theoretical
frame, supported by subsequent studies on faculty culture,
role, and motivation.

Chapter 4 outlines the methods by which data for this
study were collected. Quantitative data were gathered through
a survey in Michigan of faculty who had incorporated service-
learning in their courses in 1992. The survey focused on

a) identifying faculty who were engaged in service-

learning,

b} assessing their initial motivations for such

initiatives

<) identifying the factors which contributed to their

satisfaction with service projects and

d} identifying factors which discouraged their efforts

in service-~learning.

Chapter 4 also discusses the limitations of the study.
These limitations are related not only to the difficulties of
statistical methodologies but, more importantly, to the
difficulties inherent in a limited understanding of the how
faculty define service-learning and the nature of faculty

motivation.
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Chapter 5 presents the results of the quantitative
portion of the research. Chapter 6 discusses the results of
this study and the implications of these findings. The
dissertation concludes with an outline of questions for

further research.




CHAPTER TWO: THE NATURE OF BERVICE~LEARNING

This chapter provides an introduction to the concept of
service~learning by examining various definitions of the term,
the history of the movement, current patterns of involvement,
and pedagogical assumptions that separate service-learning
from traditional teaching methods. The opening section
addresses the question: What is service-learning and how does
this approach dAiffer from traditional teaching methods?
Daefinitions of Bervice-Learning

In a comprehensive review of more than 100 definitions of
service-learning, Giles, Honnet, and Migliore (1991) found
that two themes consistently emerged. In the first, service-
learning was the label applied to a particular type of
educational program -- an instructional method. In the
second, service~learning represented the underlying
educational philosophy espoused by those who engage in such
initiatives. The authors note,

As a program-type, service-learning includes

myriad ways that students can perform

meaningful service to their communities and to

society while engaging in some form of

reflection or study that is related to the

service. As a philosophy of education,

service~learning reflects the belief that

education must be linked to social

responsibility and that the most effective

learning is active and connected to experience

in some meaningful way. (Giles, Honnet and
Migliore, 1991, p.7)
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The current literature on service~learning reflects these
two basic cateqgories -- program-type and philosophy. The work
in the first category has largely been done by students and
community service coordinators with a "how to" emphasis on the
service component: exploring how students can promote interest
and involvement in service (Lieberman and Connolly, 1992;
Farr, 1989; Meisel, 1988) and how practitioners can design and
enhance their programs (ACTION, 1978, 1979; Cairn and
Keilsmeier, 1991; Cotton and Stanton, 1990; Luce, 1988). The
second dimension, more philosophical in nature, has been
endorsed by university presidents, politicians, and advocates
of educational reform who believe that a stronger integration
of service and scholarship will benefit their institutions,
the nation, and/or the society at large (Bok, 1982, 1986;
Bowen, 1977, 1982; Boyer, 1981, 1987, 1990; Carnegie
Commission, 1967, 1973; Couto, 1987, 1992; DiBiaggio, 1988;
Harkavy, 1991; Kennedy, 1931; Kerr, 1963; Newman, 1985, 1989,
1992; Payton, 1988; Schuh, 1986; Warren, 19%1).

Both the programmatic and philosophical dimensions of
service-learning are reflected in the definition provided by
Campus Compact and the National Society for Experiential
Education, the two leading educational organizations in this
field. In a joint publication, these two groups describe
service-learning as a ‘'particular form of experiential
education, one that emphasizes for students the accomplishment
of tasks which meet human needs in combination with conscious

educational growth" (Luce, 1988, p.i.) This definition, as
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applied to courses for academic credit, has been adopted for
use in this study because it has three key components which
distinguish service-learning from similar initiatives in
community service, civic education, or social action: (1) the
active involvement of students, (2) the accomplishment of
service, and (3) the enhancement of learning. Summarizing
various definitions of service~learning, Gomez suggests that,

Service-learning is student learning and
development through active participation in
thoughtfully organized service experiences
that meet real community needs and that are
coordinated in collaboration with the school
and community... [S]ervice-learning is
integrated into the students’ academic
curriculum and provides structured time for
them to talk, write, and think about what they
did and saw during the actual service

activity. Service is the intentional
integration of curricular content with
community service activities. Effective

service~learning led by committed, well-

prepared educators yields documented outcomes

benefiting young people, the community, and

schools." (3.01 and 3.02)

This chapter will first provide a brief review of the
programmatic dimensions of service-learning: its structure and
content, Second, the broader, philosophical dimension will be
explored, including a brief history of the service movement in
education, the endorsements given on behalf of service-
learning, the pedagogical traditions which have adopted

service-learning techniques, and the learning-outcomes made

possible by such activities.
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The 8tructure of Bervice-Learning Programs

Service-learning takes many forms across a wide array of
disciplines. For example, education majors may tutor
disadvantaged youth; nursing students may sponsor blood
pressure screening seminars or give community presentations on
health~-related topics: students in the natural sciences may
monitor wetlands for changes in the growth of flora and fauna
and apply their results to improve the environmental
conditions; law students may assist the elderly in navigating
the bureaucratic maze of social security benefits; accounting
students may assist with income tax materials; marketing
students may conduct research or develop advertising for a
non-profit organization. These are only a few of the many
ways service-learning is currently in use on college campuses.
Yet, no matter what the setting, achieving the balance between
service and learning brings service-learning a unique set of
possibilities and challenges.

Kennedy {(1991) asserts that there are two primary tasks
in teaching: intellectual management (choosing the best
method, setting an appropriate pace, responding to questions,

establishing a basis for evaluation, etc.) and logistical

management (monitoring attendance, ensuring adequate
resources, etc.). Service~learning presents pedagogical
challenges to instructors on both dimensions. Those who

incorporate service into the curriculum must recognize that
"Community service components are more than ‘additions’ to

courses; integrating comnunity service into a course
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transforms the course material and the way in which it is
taught. Community service experiences often require
facilitation and an adaptation of standard teaching methods"
{(Lieberman and Connolly, p.79}).

At the outset, the technical components regquired for a
service~learning experience can be quite complex: Community
connections must be established and fostered; travel and other
logistical elements must be negotiated; safety and liability
issues must be weighed and balanced. Yet all of these pale in
comparison to the intellectual and pedagogical challenges.

Intellectually, instructors must define the educational
goals of the course and determine the role that service
experiences might play in achieving those aims. Furthermore,
they must assess the abilities of the students enrolled in the
course and identify appropriate service tasks and settings for
student participation. In service-learning, each student
brings a different level of exposure to and sophistication
with the problem at hand, a factor which may play a dramatic
role in the nature of the learning experience for the
individual and the class as a whole (Kennedy, 1991; Shulman,
1986, 1987). For example, tutoring elementary students in an
inner-city school may seem quite straight-forward: a matter of
arranging pairs and finding convenient times. Yet, in that
setting, one can easily imagine the difference between the
educational experience of a student tutor who has grown up in
a rural setting or in the suburbs and one who is familiar with

the circumstances of inner-city youth. Trying to cope with
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the broad spectrum of student experiences in such a setting
may reduce the instructor’s ability to contrel the classroom
environment, dissolving class cohesiveness as each student
pursues what could aptly be construed as an independent study.

Frank Newman (1992} warns of the pedagogical risks
related to service-learning as student sophistication grows:
“Service experience can be dangerous...for higher education
because the net result is that students come into the
classroom with more self-confidence, more knowledge, more
willingness to challenge authority" (p.17).

Service-learning has been integrated into many
experiential courses already accepted in the curriculum: field
studies, internships, practica, independent studies, clinical
experience programs, co-operative experiences, and cross-
cultural training (Arthur, 1991). Nonetheless, each attempt
requires significant planning and follow-through. As is the
case in clinical settings, service-learning has a technical,
an intellectual and an ethical component. In her book,
Literacy Action, Louise Meacham reinforces the importance of
the ethical dimension with the following example:

When asked in the fall of 1986 about getting

college and university people involved in

literacy work, the program director of the

county-wide tutoring program burst out

laughing. She became very serious, however,

when she described a phone call she received

late one fall semester. A student from a

neighboring university had called and asked if

he could "please have an illiterate for a few

weeks." The professor of a class he was

taking had made tutoring a requirement for the

course. The faculty member had done this
without making contact with local literacy
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groups. (Meacham in Liebermann and Connolly,
1992, p.61)

As a means of avoiding such gaffes, The National Society
for Internships and Experiential Education has adopted a set
of 10 Principles of Good Practice for Combining Service and

Learning (1989):

1. An effective program engages people in responaible and
challenging actions for the common good.

2. An effective program provides structured opportunities for
people to reflect critically on their service experience.

3. An effective program articuiates clear service and learning
goals for everyone involved.

4. An effective program allows for those with needs to define those
neads.

5. An effective program clarifies the responsibilities of each

person and organization involved.

6. An effective program matches service providers and service needs
through a process that recognizes changing circumstances

7. An effective program expects genuine, active, and sustained
organizational commitment.

8. An effective program includes training, supervision, menitoring,
support, recognition, and evaluation to meet service and
learning goals.

9. An effective program insures that the time commitment for
service and learning is flexible, appropriate, and in the best
interests of all involved.

10. An effective program is committed to program participation by
and with diverse populations.

In order to meet the standards set by these objectives,
most service-learning prograns include five basic components:
(1) assessment/placement -- assessing student skills and needs
and arranging for appropriate placement in a service setting;
(2) orientation/training -~ in order to set expectations,
provide the necessary technical skills and instill a helpful
attitude in volunteers (ACTION/NCSL, 1990} ; (3)

supervision/monitoring -~ which allows for early correction of
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problems which may arise; (4) reflection -- which helps
students to synthesize their service experience with the
course content; and (5) evaluation. Evaluation is often among
the most troubling aspect of service-learning for student and
instructor. Experts caution that it is neither the service
nor the good intentions but the 1learning that must be
evaluated. Say Liebermann and Connolly (1992},

While community service is educationally

valuable, it is the learning derived from

experience -~ not the experience itself --

that should be awarded academic credit. As

bonald Eberly of the National Service

Secretariat notes, "The way to preserve the

intellectual integrity of the service

experience is to award academic credit for the
demonstration of learning from the experience,

not just for the experience." (New York Times,

6/3/88)

Methods of evaluating the learning in service~learning
can take a variety of forms: the demonstration of a skill; the
assessment of a journal, essay or report describing the
knowledge or insight gained; the supervisor’s certification of
performance; observation in a simulated situation; assessnent
of a product prepared by the student; personal interviews; the
assessments of those being served. Such evaluations are not
designed to measure some pre-determined disciplinary content
but, rather, to assess the growth of the student as a result
of the service-experience.

Bummnary

This review of the programmatic dimensions of service~

lecarning -- definitions, examples, principles of good practice
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and course structure -~ highlights many differences between
service-learning technigues and traditional teaching methods.
The technical, intellectual and ethical dimensions of such
activities may pose greater challenges for faculty who choose
to adopt such methods. Let us now turn to the philosophical
dimensions which have traditionally supported such efforts,
despite the challenges they present. To understand service-
learning, one must consider dimensions of wvolunteerism and
philanthropy in concert with educational theory and practice.

Service-learning is not a wholly new technique or model but

rather 1is an emergjng phenomenon. It draws from long
traditions of service and volunteerism -~ from Jane Addams to

Ceasar Chevez, and is compatible with philosophies articulated
by educators from John Dewey and Paulo Friere.

The following pages of this chapter describe (1) the
historical underpinnings of the service component of service~
learning, (2) the arguments offered to encourage faculty
involvement with service-learning, (3) the pedagogical
traditions which incorporate service-learning, and (4) the
learning which can be derived through a service-learning
experience.

A BRIEP HISTORY OF THE BERVICE~-LEARNING MOVEMENT

The following section sketches the history of the
service~learning movement, paying particular attention to the
question, Does the history of service learning provide
clear evidence of its place in higher education and its claim

to faculty attention?
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The roots of service-learning are intertwined with the
history and development of volunteerism and philanthropy,
especially among high school and college-age youth (VanBuren,
1990; Independent Sector, 1990; Sherraden, 1991). While it is
not the intent of this study to provide a full historical
analysis of youth service in society, a sketch of the origins
of the movement will provide a useful context for
understanding current patterns of collegiate involvement. The
term service~learning is sometimes used, almost
interchangeably with the terms community service or "youth
service." Service-learning emerged from early efforts to
engage youth in community service and the continuing
popularity of such programs today lends valuable support to
service~-learning as a component of the formal collegiate
curriculum.

Exhortations to charity and works of mercy span the
millennia cross cultures. However, the origins of youth
service as a distinct enterprise can be traced to the Gilded
Age of American history, a period marked by the tidal wave of
immigration and the impact of the industrial revolution. The
link between service and the education of youth is clearly
evidenced in the experiential educational philosophy of John
Dewey (1915) and the perspectives on philanthropy advanced by
Andrew Carnegie (1933), but it is especially evident in the
work of Jane Addams (1910) and the settlement house

initiatives.
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Youth sService: Product of the Gilded Age

It was Jane Addams who recognized the lure service would
have for the young: "We have in America a fast-growing number
of cultivated young people who have no recognized outlet for
their active faculties. They hear constantly of the great
social maladjustment, but no way is provided for them to
change it, and their uselessness hangs about them heavily"
(p.120). It was Addams who constructed an environment (both
in program and philosophy) which enabled them to heed the
call. "A Settlement," she wrote, "Is above all a place for
enthusiasms, a spot to which those who have a passion for the
equalization of human joys and opportunities are early
attracted” (p.184).

In her book, Twenty Years at Hull House (1910}, Addams
documented many of the tensions that remain inherent in
service-learning today, including the tension between service
and learning. It was no coincidence that her colleagues from
the settlement movement in London implored her to take pains
to see that Hull House would not become "too educational”
(p.366).

Yet Addams was drawn to the power of education and she
attempted to reinforce the link between the mind and the heart
in several different ways. Faced with the squalor of the
immigrant tenements in Chicago, she chose to designate the
first building at Hull House, not as a cafeteria or dormitory,
but as an art gallery. In illustrating the necessity of

cooperation among various labor unions, she used a concept
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which modern educators would describe as "integrated" study.
In her endeavors to link young and old for mutual benefit,
Addams fostered relationships that today would be identified
as "mentoring.®

Early ventures in service-learning relied on the
initiative of private individuals such as Addams, but national
trends soon conspired to engage youth in social issues,
especially through both World Wars, the Great Depression, and
the organized labor movement (Agee, 1939; Day, 1952; Arendt,
1958) . The writings of social conscience which emerged in the
first half of the 20th century became standard texts for
courses which integrated service and study (Lieberman and
Connolly, 1992; Levine, 1989; Luce, 1988). Today, they
continue to appear in service-learning bibliographies because
they speak to the philosophical dimension of service and
attempt to foster an awareness of the mutual benefits possible
for both volunteer and recipient.
Collegiate Bervice: Youth Bervice and Higher Education

Throughout the Gilded Age and into the early 1920’s,
youth service was devoted to civic and social responsibility,
and was separate from the academic enterprise. Participants
in Hull House and similar ventures had often completed their
formal education before accepting the chalienge to employ
their skills for the betterment of society.

Although service was recognized as a valued dimension of
higher education in both private church-related institutions

and in the formation of the land-grant colleges, the




21

fulfillment of the service mission in higher education
remained elusive. According to Crosson (1983), "Most
colleges and universities proclaim a commitment to public
service as part of their formal mission statement, but few
have separate policy documents regarding public service"
(p.97). When attempts have been made to specify the service
functions of colleges and universities, activities have
generally been justified in a scholarly, professional context,
i.e., in the accumulation, preservation and transmission of
knowledge. Universities contend that they serve society by
contributing ideas of value, initiating social criticisnm,
solving social problems and engaging in social activism
(Crosson, 1983).

The service-oriented efforts of students have generally
been peripheral to institutional service functions. According
to Theus (1988):

Historically, volunteer activity has been
unsung and unrewarded on college campuses.
When it did exist, campus voluntarism was the
step~child of the student activities office
and campus social organizations. Fraternities
and sororities often encouraged their members
to ‘do good,’ though mostly to elevate their
house’s image in the community. Student
organizations often garnered participation
with promises of social contact (dance-a-thons
or fun runs, sold as dating bonanzas) or, more
practically, with promises of credentials for
employment. Little of this activity had as
its object the nurture of civic spirit or
reflection upon the meaning of service.

Bona fide service organizations have
always existed on campus, of course. The Boy
Scouts of America founded a collegiate service
fraternity, Alpha Phi Omega, in 1925; it now
has active chapters on 311 campuses. Circle K
is another well-established, campus-based
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national service organization. And campus

ministries for years have tapped the

conscientiousness of their members to tutor

fellow students, rebuild neighborhoods, and

provide child or elderly care -- in the name

of God... (p. 30)

Collegiate involvement in community service reached an
all-time low in the 1950s. The G.I.'’s who flooded the campus
in post WWII America believed firmly that they had already
served their country and were now entitled to the benefits of
the peaceful nation they helped to secure. President Dwight
Eisenhower, honorary chair of the Citizenship Education
Project developed by Coiumbia University’s Teacher’s College,
emphasized the need for “social investigation and
social/political action" (Conrad and Hedin, 1987, p.744), but
academic leaders, struggling to keep pace with the burgeoning
growth of their institutions, had little time to launch bold
new initiatives.

Collegiate Service and the Federal Agenda

Thus, it is not surprising that the call for student
investment in national and community service did not emerge
from academic convocations. Rather, it was the 1960 inaugural
address of John F. Kennedy -- "Ask not what your country can
do for you. Ask what you can do for your country" -- which
resonated on college campuses and ushered in a new era of
student activism. Student concerns for social justice and
academic relevance, combined with increased frustration over

the depersonalization of higher education in the 1960’s,

triggered numerous service initiatives, including the Voter
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Registration Drives, the Peace Corps, Volunteers in Service to
America (VISTA), and the War on Poverty. The voter
registration drives of the "Freedom Summer of ‘64" are
especially noteworthy for they serve today as the model for
"Empty the Shelters" project, started by students at the
University of Pennsylvania (1990) to eradicate homelessness
(Collison, 1991). In some cases, the initiatives of the 1960s
were linked to academic work, but more often projects were
undertaken during a summer or holiday recess or as extra-
curricular experiences.

The 1970’s witnessed a dramatic decline in service and
philanthropy, within education and throughout the nation. This
can be attributed in large part to the actions of the federal
government. The Congressional Tax Reform Act of 1969, coupled
with escalating inflation, severely crippled the activities of
many foundations and non-profit organizations engaged in
service. Furthermore, women, who made up a significant
proportion of the nation’s volunteers, began to trade
community involvement for paid employment (VanBuren, 1990).
Throughout the decade, several reports -- by the National
Committee on Secondary Education, the President‘s Science
Advisory Committee, and the National Panel on High School and
Adolescent Education -- highlighted the passivity of education
and called for educational reform (Conrad and Hedin, 1987).
Arthur lLevine’s 1979 work, e Dreams _and oes ied,
painted a frightening portrait of unsurpassed hedonism among

the college population.
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Some attempts were made to change the course of the 'me
generation" in the 1970’s. VISTA, the federal agency charged
with domestic service, developed the National Student
Volunteer Program (NSVP) "to encourage school-based service
programs via conferences, workshops, a quarterly journal, and
a small grants program"™ (Lockwood, 1990, p.53). Legislation
to promote youth dinvolvement in community service was
introduced but with little success. NSVP and other federal
programs languished throughout the 1970’s, almost disappearing
completely in the early years of the Reagan-Bush

administration (Lockwood, 1990).
The impact of declining federal support for social
welfare programs received mixed reviews among those concerned
with service initiatives. In his response to William F.

Buckley’s book, Gratitude: Reflections on What We Owe to Our

Country, Steven Conn, co-founder of the "Empty the Shelters"

movement, issued an indictment of the Reagan administration:

. «.the Reagan administration had
systematically gutted the Volunteers in
Service to America (VISTA) program. It did
the same to federal programs that traded
financial help to medical students for service
in underserved areas. Even the Peace Corps
suffered abuse and neglect throughout much of
the 1980s. It seemed clear enough that
‘service’ was not high on Mr. Reagan‘s agenda.
{Conn, 1991, p.6)

But others offered an alternate explanation, as noted by

VanBuren (1990):
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By 1981, newly elected President Ronald Reagan
was committed to minimizing the role of
government in societal welfare. He set in
motion a series of cutbacks that placed more
burden on the shoulders of private
philanthropy and volunteerism, and he called
on citizens to give of their time, talents and

dollars. As a result, Americans today .are
volunteering at a level not seen for decades.
(p.19)

Whether motivated by the conservative or the liberal
agenda, Americans did renew their commitment to service in the
period following the Reagan years. Between 1984 and 1989,
hundreds of service programs were initiated in high schools
and colleges, and full-time youth service corps more than
quadrupled in number, due in large part to Congressional
legislation and the verbal encouragement of the Bush
administration. The office of Capitol National Service was
created within the White House and the Points of Light
Foundation was started as a separate national initiative to
encourage voluntarism (Stroud, 1989). As Conrad and Hedin
(1987) observed:

In November, 1990 President George Bush signed

into law the National and Community Service

Act of 1990, the most significant community

service legislation in many decades. The act

provides funding for community service

programs in schools and colleges and support

for full-time service corps that students can

enter after high school. In a period when

every issue in education becomes more and more

politicized, this legislation stands out as a

cause champiocned by both outspoken 1liberals

and staunch conservatives. Even more

remarkable, the jaw was passed in a time of
severe federal budget austerity. (p.743)

Perhaps more than any other curricular or co-curricular
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program, service-learning initiatives have waxed and waned
according to the level of governmental support. Support at
the mational 1level has increased during the Clinton
Administration as federal funding has linked service to
collegiate financial aid. On September 21, 1993', for exanmple,
President Clinton signed legislation creating the AmeriCorps,
a service program designed to provide tuition stipends and
other benefits in return for public service. The National and
Community Service Trust Act of 1993 aims at fostering service
through AmeriCorps, a Civilian Community Corps, and VISTA.
Student S8ervice Today: Patterns of Participation

Today, service-learning programs are gaining increased
attention on college campuses. In addition to the federal
support for service, Theus (1988) asserts that "Three
initiatives seen to have stimulated the perception that ‘greed
is out, altruism is in’ and that student voluntarism pays off
in the national interest" (p.27}.

The first of these was the creation of “Campus Compact:
The Project for Public and Community Service'", an initiative
of 12 college and university presidents who committed their
institutions to charter membership in 1985. As described by
Nozaki (1993), "These presidents committed themselves to
establishing community service as an integral element of
undergraduate education and agreed to initiate and support
efforts on the campus, state and national levels to expand
service opportunities™ (p.l1l). Among these academic leaders

was Derek Bok (1986), then President of Harvard and a leading




27
advocate of service-learning, who asserted that introducing
educational innovations was appropriate to the leadership
role:

In part because of their unique perspective

and in part because of the authority of their

office, academic leaders also have a special

opportunity to mobilize support for new

initiatives. If anyone is to have a vision

for a university and communicate its basic

directions and priorities, that person |is

likely to be a president or some other

official with broad academic responsibilities.

{(p.193)

With assistance from the Educational Commission of the States,
the Campus Compact coalition mushroomed to include over 300
institutions in the next seven years (Nozaki, 1993).

The second initiative, the Campus Outreach Opportunity
League (COOL), began in 1984 when Wayne Meisel, a new Harvarxd
graduate armed with a letter of introduction and support from
Harvard President Derek Bok, walked 1500 miles to 65 East
Coast colleges and universities and invited each to join in a
student-focused network of community service. Fifteen
institutions responded to the initial call; today the network
includes over 700 campuses and over 200 service organizations
(Lieberman and Connolly, 1992, p.2).

The third initiative is represented by a cluster of
government-supported agencies involving youth service. As the’
scope of youth service programs has expanded, so too has the
definition "youth." While the image of youthful service might
have conjured up visions of hard-working Civilian Conservation

Corps or idealistic Peace Corps volunteers in previous



28

decades, today "youth" service refers to students in high
school, middle school or even elementary school who
participate in a wide variety of service ventures from
neighborhood clean-up efforts to drug-awareness campaigns.
Youth Service America (YSA), one of the largest service
initiatives in the nation, was established to achieve three
goals: to multiply service programs at all levels, to replace
cliches and misconceptions about youth, and to foster bonds
between youth and their home communities (YSA, 1988, p.2).

During the 1980's, ten states passed legislation to
encourage or require community service in high schools (Theus,
1983) . These programs generally include one or more of the
activities identified by Conrad and Hedin (1987): special
events and co-curricular activities; events which gain
academic credit or fulfill an academic requirement; events
which serve as a laboratory for a traditional course; classes
which focus on community service as a topic area: and intra-
school programs with a school-wide focus.
The Demographics of Student Bervice

These youth service initiatives, targeted at ages 14-17,
have had a significant impact on the service~learning movement
in higher education because they provide students with their
initial exposure to organized service programs. In 1990,
Rutter and Newman (1990) estimated that 27 percent of high
schools offered some form of community service program,

involving approximately 900,000 students. A survey of public
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schools in Michigan revealed that 54.5 percent had organized
school volunteer programs and 15.7 percent had service-
learning (i.e., credit-bearing) programs (Moon and Niemeyer,
1991}). A 1990 Gallup Corporation study conducted for
Independent Sector, an advocacy group for non-profit
organizations, revealed that 58 percent of American teenagers,
ages 14-17, volunteered in 1989, averaging 3.9
hours/week/volunteer. Independent Sector estimates that these
contributions total 1.6 billion hours of volunteer effort,
roughly equivalent to a $4.4 billion contribution to the
nation’s gross national product. Following its study of the
Apnerican high school, the Carnegie Foundacion proposed the
creation of a "Carnegie unit® -- a period of voluntary service
which would take high school students into the community.
Furthermore, the Foundation recommended that c¢olleges and
universities consider the completion of such service when
making admissions decisions (Boyer, 1987).

Studies indicate that voluntarism in high school does
persist into the college years albeit at reduced levels.
Alexander Astin has examined patterns of student service
involvement using the longitudinal data of the Cooperative
Institutional Research Program (CIRP). In a 1989 follow-up
study of 25,000 students who entered college in 1985, Astin
found that the strongest correlation linking students to
service was prior participation. This finding was supported

by a 1990 study conducted by the Michigan Campus Compact
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(MCC): 60.2 percent of college student volunteers had been
involved in community service prior to matriculation (MCC,
p.16). However, Astin also discovered that the rate of
voluntarism declined precipitously in college years. During
their high school years, 21 percent of the students surveyed
were frequent volunteers; during college that number dropped
to 9.8 percent. The number of students who volunteered
"occasionally" dropped from 54 percent in high school to 37.7
percent in college. In two 1986 Gallup surveys a 35 percent
participation rate among students on 100 college campuses gave
further support to Astin’‘s data on community service.

Astin’s CIRP data have often been cited to emphasize a
rise in the hedonism of college students throughout the 1970s
and early 80’s. However, reviewing the trends in the CIRP
data of the last twenty-five years, Astin observes:

The value of ‘being very well off financially’

has increased tremendously in popularity,

while the value of ‘developing a meaningful

philosophy of life’ has declined

precipitously....It is important to note ...

however, that these trends peaked out in 1987

and have since shown slight tendencies in the

opposite direction. (p.13)
Despite the decline in service participation from high school
to college, Astin also notes that

During the last few years, we have seen a

marked increase in student propensity to be

activists. It is especially interesting that

the rate of activism is higher even than what

we observed in the late 1960s....Student

interest both in ‘influencing social values’

and in ‘influencing the political structure’

have shown sharp increases during the past
four years. (p.l4)
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In the book, Co 3 t
America, Ernest Boyer (1987) reaches a similar conclusion:

We, too, found that a growing minority of

today’s students believe they can make a

difference and they are reaching out to help

others. In our national survey, 52 percent of

the students reported that their high schools

provided an opportunity for community service.

And about one half participated in some kind

of service activity during their college

years. (p.214)
Participants in the Boyer survey indicated involvement in
eight different service areas: fund raising (47%): service
activities (45%) church-service (41%):; charity organization
projects (31%); election campaigns (20%); work with the
elderly or retirees (19%); environmental projects (17%):; and
hospital service (17%).
sunmary

In tracing the history of the service-learning movement,
one can see that support for such efforts has waxed and waned
according to the national agenda. Furthermore, it is evident
that community service, in both curricular and co-curricular
settings, is currently receiving considerable support from
government officials, university administrators and students.
However, service-learning has not been included in the
traditional descriptions of faculty service on most campuses,
in part because it links service to teaching rather than to
research or outreach. Since no other studies have been

conducted to link faculty motivation and service, the next

section presents information on the motivation of student
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volunteers in the hope of gaining insight on this question.

S8TUDENT MOTIVATION: RTUDENT S8BRVICE

Sexrvice-learning has grown, largely because of the
enthusiasm of student volunteers. As we speculate about the
role of faculty in such endeavors, we might ask: Would an
understanding of the motivation and activities of student
volunteers provide insight into the motivations faculty might
have for becoming involved in service-learning? The following
section describes the motivation of student volunteers and
current patterns of involvement.
The Motivation of Student Volunteers

Why do students volunteer? A prime factor is simply that
they are asked. Thirty-six percent of teens surveyed in the
Independent Sector report (1990) indicated that they
volunteered because they were asked. Of those who had been
asked to volunteer, 90 percent did so -- as compared with 87
percent of adults on a similar scale. Furthermore, the
Independent Sector report identified the “growing emphasis on
community service" in schools as a major factor in promoting
voluntarism. Fifty-two percent of teens volunteered through
their schools. The rate of voluntarism in schools which
emphasized community service was significantly higher than in
schools with no service focus. Ten percent of teen volunteers
reported that their schools required community service for

graduation and 26 percent were aware of one or more course
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which required a community service project.

The evidence of student satisfaction with service-
learning is 1largely anecdotal but consistently positive.
Consider, for example, the testimony of Alison Marks, a
student volunteer working through Amnesty International to
assist Central American detainees who were housed at the Port
Isabel Processing Center in Texas:

"] was in school taking Latin American Studies

but I wasn’t doing anything to help change

things ... I wanted to balance out my theories

with experience" (Marks in Collison, 1991).

In an effort to categorize such anecdotal evidence, Fitch
(1987} organized the responses of 76 students with regard to
their service experiences. In his sample, altruistic
responses ("I am concerned about those less fortunate than
me") emerged as the most prevalent motivation for student
voluntarism. Mid-range responses indicated ego involvement
("It is an excellent way to show future employers that I am
interested in the community and helping others"”) and of lowest
significance were responses centered on obligation ("It is an
assignment or requirement for a class, organization or group
I am in") (Fitch, 1987, p.487). These results are similar to
those of the Independent Sector study (1990) which indicated
~ that 47 percent of teens volunteered because they wanted to do
something useful, 38 percent because they thought it would be
enjoyable. In their studies of student volunteer motivation,
Rutter and Newman (1983) identified five categories of

interest: the acquisition and pursuit of social relationships;
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personal growth and development; acquisition of useful skills
and knowledge; community awareness and involvement; and career
exploration or vocational experience.
These categories mirror the findings of the 1986-87 study
conducted by the Service~Learning Center at Michigan State
University (Edens, 1988). Motivations of the 1757 students

who volunteered that year are provided in the following chart:

Self improvement 90.5%
Helping others 87.1%
Developing interpersonal skills 86.7%
Being involved with others 85.9%
Doing something meaningful 85,9%
Improving skills 85.9%
Pursuing an interest 83.1%
Broadening experience in the community 82.0%
Gaining professional experience 76.5%
Exploring a career 72.2%
Perscnal reasons 71.8%
Meeting a community need 68.2%
Having fun 67.1%
Learning from a professor 65.5%
Deciding on a career 54.9%
Fulfilling a class requirement 19.2%

Alexander Astin’s research indicates that students most
likely to volunteer in college were previous volunteers, come
from a Roman Catholic or Jewish religious tradition, and rate
helping others as a primary life goal. Students least likely
to volunteer are those who show strong materialistic motives
or who show "a tendency to rationalize college attendance in
terms of enhanced income® (Astin, 1990, p.2}. Astin also
identified several campus characteristics likely to enhance
student participation, most notably involvement with peer
groups on campus, majoring in the social sciences or in

education, and attending an institution which belonged to the
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Canmpus Compact. Astin found that student involvement
increased through relationships with faculty strongly
committed to social change and he asserts that:

It is also of interest to note that the amount

of interaction between faculty and students

has one of the strongest effects on volunteer

participation. Since many of the refcrm

reports directed at undergraduate education

have emphasized the importance of student-

faculty interaction as a way of enhancing the

learning process, it is also important to

realize that there are additional benefits to

student-faculty interaction beyond any effects

it might have on the student’s educational

progress. (Astin, 1990, p.10)
Institutional Bupport for Service-Learning

Largely in response to increased student interest,
support for service-learning is growing on college campuses.
The chronicle of Higher Education reported in 1990 that "At
least two dozen institutions have adopted new policies and
many more are studying ways to encourage or mandate community
service" (Dodge, p.1l). For example, many colleges and
universities now have a designated staff member (a community
service or service-learning coordinator) who works to
integrate the interests of students and the needs of the
community. In addition, in 1987-88, the Association of
American Colleges launched an initiative to encourage
curricular attention to philanthropy, volunteerism and the
work of non-profit organizations. Through grants from several

major corporations, courses were developed to address such

topics at eight institutions.
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In addition to such initiatives, several colleges have
decided to mandate service. At Wittenberg College, every
sophomore is required to enroll in a program of service in
topics such as literacy, health, the disabled, the élderly or
the environment; thirty hours of community service are
required for graduation. Bethany College (Ohio) requires 15-
20 hours of service for graduation. Tufts University
maintains a Community Service Option for 50 incoming freshmen
whose admission to the University is guaranteed by virtue of
their participation in service. 1In 1989, Xavier University
(Ohio) began offering five undergraduate fellowships, the
recipients of which are required to devote 15 hours a week to
community service. At Stanford University, the Center for
Public Service reports that over 2000 students each year are
involved in a wide range of projects from volunteerism to
social advocacy. At Harvard, "over 50 percent of all
undergraduates are now involved at some period in their
college career in tutoring disadvantaged children, staffing
centers for the homeless, visiting old-age homes, or working
for some other kind of community agency" (Bok, 1986, p.168).
Perhaps the most dramatic effort was made by Edward J.
Bloustein as President of Rutgers University. Bloustein
proposed that all Rutgers undergraduates perform community
service as a graduation requirement and has set about
integrating service across the curriculum at that institution.

Yet, as demonstrated in the examples above, the support
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for service~learning has primarily come from students (e.g.,
COOL, Empty the Shelters, AmeriCorps, etc.), from academic
administrators (e.g., college presidents, community service
coordinators, student affairs professionals, etc.}, or fron
broad based educational groups (e.g., American Association of
Colleges, the Campus Compact, the Educational Commission of
the States). It has not come from the faculty.

While it 1is true that service~learning is being
integrated into the curriculum (Lieberman and Connolly
identify 282 service-related courses nationwide in 60 academic
areas), and that the influence of faculty is significant to
the success of such efforts (Astin, 1990), faculty have been
seen as reluctant partners. Advocates of service~-learning
speak of the challenge of "getting faculty involved," as
demonstrated by this advice found in Service~lLearning: A Gujde
for College Students (ACTION, 1990):

Many professors will not be familiar with the

term "service-learning®™ so be ready to explain

that you’re talking about a field experience

that combines community service with specific

learning objectives. You may find professors

who have trouble seeing how service is related

to their field of knowledge...The skills

needed to tackle human problems are often

those of the generalist, whereas your

professor may be concerned primarily with

specialist skills -~ those related to a

specific subject area (p.9).

The literature among administrators echoes a similar refrain:

Student development professionals have known

for many years about the value of

extracurricular volunteerism and community

service activities...Interest and cooperation

of faculty must be encouraged in order to
develop programs with an academic¢ component
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that will provide additional incentive for

student participation. (Wieckowski, 1992,

p.211)
Bummary

The literature on student volunteerism indicates that
prior involvement is a strong indicator of current and future
participation. Altruistic motivations and their relationships
with others are also key components for student investment in
service initjatives. The campus climate can have an effect on
student volunteer participation rates and, as a consequence,
many colleges and universities are developing programs or
instituting academic requirements to support such efforts.
Given that faculty support appears to be a significant factor
in encouraging community service on campus, advocates of
service-learning are searching for strategies which will
elicit faculty participation. In the next section, we will
examine the most primary incentives and arguments set forth to
bolster faculty inveolvement.

ENCOURAGING FACULTY INVOLVEMENT:
MAKING THE CASE FOR SERVICE-LEARNING

Advocates of service-learning have tried to elicit
faculty involvement by enumerating the benefits of service for
the student, the institution, the nation and the suvciety. The
following section summarizes the arguments most frequently
presented in the service-learning literature to foster faculty
support.

As already documented, support for service-learning has

grown dramaticaily in the past decade. Increased student
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investment in service activities, coupled with the financial
incentives provided by state and federal programs, have placed
service-learning on the nation’s educational agenda. Yet the
literature in the previous sections enumerated the ways in
which service-learning challenges traditional teaching
methods, requiring more time and energy on the part of
faculty. The literature also revealed a pattern of modest
(although increasing) institutional support for service-~
learning, coupled with sporadic incentives from the state and
national government. The growing popularity of community
service among the young has been documented but there has been
no corresponding indication of an upsurge in faculty interest.
Similarly, the assumption that faculty would share the
motivations of their students, who often volunteer because of
previous involvement in high school or for altruistic reasons,
would be largely speculative. How do advocates of service-~
learning encourage faculty participation? 1In the following
pages, the most persuasive arguments from the literature are
set forth as a response to this question.
Social Responsibility and Curricular Reform

Support for service-learning has been drawn from two
reform movements in higher education: the drive to enhance
social responsibility and the desire to revitalize
undergraduate education (Stanton, 1987}). Both sets of
reformers are concerned with the application, integration and
evaluation of knowledage: the ability to develop perspective;

the practice of analytical skills and the political and social
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action skills necessary for scholarship (Stanton, 1987,
p.182) . Each branch of the reform movement allies itself with
a different dimension of service~learning. Those who are
concerned about social responsibility focus on the service
dimension while undergraduate reformers see service-learning
as a tool which will bring relevance to academic study.
Stanton maintains that

If there is potential for convergence between
these two distinct, but conplementary
traditions, then faculty participation and
support for students’ public and community
service becomes integral. Faculty have a
central role to play in ensuring that these
experiences are continually challenging and
educational as well as wuseful for the
community on the receiving end. As
interpreters of the college’s or university’s
mission, faculty are in the critical position
for supporting students’ interest and
activities in public and community service.
More importantly, they must assist students in
reflecting critically about their public
service experience and in relating them both
to broader social issues and to liberal arts
disciplines. (Stanton, 1987, p.184)

From those who advocate service-learning as a strategy for
enhancing social responsibility, three arguments enmerge:
1. Service-learning is consistent with the aims of
higher education.
2. Service~learning encourages civic responsibility
which is beneficial to the nation.
3. Service-learning enables students to contribute to
the welfare of society.
These three incentives, used to solicit faculty support

and involvement for serxrvice-learning, are discussed in the
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following pages. Subsequently, the learning dimensions of
service~learning, most frequently cited by advocates of
educational reform, are discussed. In Chapter Three these
perspectives on service and learning will be compared with the
literature on faculty motivation. Furthermore, these
arguments have been integrated into the survey instrument for
this study, as described in cChapter Four.
Borvice~learning: Pulfilling the Promise of Higher Education

As an institutional mission, service can be traced back
to the Morrill Act of 1862 and the Hatch Act of 1887 which
established the agricultural experiment stations. In
principal, if not in action, service was readily embraced and
spread beyond the land-grant institutions: '

In 1903, David starr Jordan, president of

Stanford University, declared that the entire

university movement in the twentieth century

"is toward reality and practicality." By

1908, Harvard president Charles Eliot could

claim: "At the bottom most of the American

institutions of higher education are filled

with the modern democratic spirit of

serviceableness. Teachers and students alike

are profoundly moved by the desire to serve

the democratic community...All colleges boast

of the serviceable men they have trained, and
regard the serviceable patriot as their ideal

product. This is a thoroughly democratic
conception of their function." (Boyer, 1990,
p.5)

Academic leaders today continue to embrace the service
mission but their rhetoric has become more inclusive, and,
perhaps, even less neasurable. For example, Mawby (1987)
states that service in higher education may be "best conceived

as dynamic and creative teaching and research carried out in



42
the full dimensions of the human life-span and the broad range
of human associations both on and off campus" (Mawby in
Arthur, p.38).

Crosson (1983) describes "The service orientation of
colleges and universities...as uniquely American and one of
the great strengths of American higher education" (p.10).
Yet, in recent years, public satisfaction with the academy’s
ability to fulfill these functions appears to be waning. A
1988 survey conducted by the Gallup Corporation for the
Council for Advancement and Support of Education (CASE) asked
citizens to grade higher education on its overall performance
and on accomplishment of specific tasks. The ovar-all grade
was moderate: 38 percent of respondents gave academe a "B"; 35
percent gave it a "C." However, on three of the specific
tasks enumerated in the study, a majority or near majority
gave higher education a "C" or below: (a) preparing students
to be productive members of the workforce (52%): (b) making
young people good citizens (58%);:; and (¢} offering
opportunities to explcre one’s values (48%) (CASE, 1989, p.
4). These are the tasks which advocates believe could, in
part, be addressed through service-learning experiences.
Given that the citizenry, through taxes or tuition, provides
the support for higher education in stringent economic times,
it is no surprise to hear calls for accountability: "We are
citizens of academic communities that hold great power,
operate on quasi-public funds, yet face insufficient criticism

about their day-to-day operations"™ (Levine, 1990, p.26-27).
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The call for service as a part of a renewed and refocused
academy goes beyond a budget rationale to the efficacy of
undergraduate education. According to Newman, "the University
is slipping toward the academic equivalent of the hospital --
a place where academic specialists come to practice rather
than a place where students come to participate in an academic
community® (Newman, 1992, p.4). Boyer (1987} insists that,
"there is urgent need in American teaching to help close the
dangerous and growing gap between public policy and public
understanding” (p.279). A similar refrain emerges from the
work of the Wingspread Group on Higher Education (1993):

vhat does our society npeed from higher
education? It needs stronger, more vital
forms of community. It needs an informed and
involved citizenry. It needs graduates able
to assume leadership roles in American life...

(P-2)
In response to these concerns, service-learning is seen as
one mechanism for enhancing the quality of undergraduate
education and thereby enhancing the reputation of academe:

only if we (in higher education) become the
sources of ethical vision for our society and
only if we graduate students who have the
ethical intelligence to create a better
society will undergraduate education once
again distinguish itself in the public eye as
something more than just another function of
society, as something of qualitatively
distinct value. Only then will education be
perceived as unequivocally worthy of national
investment and as the evident path for
producing our country‘s leaders. And only
then will American education once again be
granted the autonomy, the respect, and dignity
that is rightly accorded to all great ethical
teachers. (Bloom, 1987, p.16)



44
sarvice-Learning and Civic Participation

Perhaps the most prominent of the three arguments
supporting service-learning centers on the desire to enhance
civic participation and affect issues of social justice at the
national level (Barber, 1989, 1991, 1992; Boyer, 1981, 1987,
1990; Salisbury, 1988; Swezey, 1990). For those who espouse
this view, service acquaints young people with the fundamental
principles of democracy, and enables them to observe the
impact of their contributions on others.

However, even among those who ground their support for
service-learning in the cause of civic participation,
different voices may be heard. According to Newman (1992):

pemocracy depends for its success on two

characteristics in the citizenry. The first

characteristic we might call gcodness, being a

good person: recognizing the rights of others;

understanding that sharing is important; have

a sense of responsibility; being, at the core,

a decent person....The second characteristic

is a willingness to be part of the community,

or more accurately, part of many communities.

At its root, democracy is community. (Newman,

1982, p.3)

As a means of translating the goals of civic
participation into course syllabi, Keith Morton (1993)
del ineates four program models. The first he labels as
service-learning for Liberal Democracy, a model which is
characterized by the relationship of individual to state.
These programs usually rely on core documents such as the Bill

of Rights and the Declaration of Independence to discuss the

tension between personal rights and obligations. The second
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model is based on Participatory Democracy and often includes
alternative forms of political expression such as populist
movements with a focus on empowerment. Third is the model of
Social Justice which seeks to provide student participants
with a first-hand experience with social injustice and prompt
an analysis of long~term solutions. The fourth model is
labeled Service as Citizenship, which views service as the
"defining act of citizenship and the essential building block
of community.® Recently, this fourth philosophy has received
greater attention through the work of Amitai Etzioni, Robert
Bellah, Ben Barber, and other scholars who have Jjoined
togethexr as "communitarians."

Those who view service-learning as a tool for civic
education challenge scholars to examine the contradictions
inherent in the traditional structure of collegiate life. As

leslie Hill (1992) points out:

Students’ experiences in college and
universities are likely to reinforce
prevailing views of power. Both the
hierarchical structure of academic

institutions and the content of curriculum and
pedagogy socialize students to prevailing
poelitical norms and underscore Sselected
aspects of what 1is generally observed as
politics. In interactions with faculty and
administrators, students are 1likely to
perceive themselves as isolated, relatively
powerless actors, and to invest energy in
dyadic relations with individual faculty and
administrators for personal gain rather than
in collective activities directed toward
communal goals. (p.15)

That is, although one might teach about democracy in the

college classroom, one cannot presume to teach democratic
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skills in institutions which are entrenched in bureaucratic or
autocratic systems. Mabey (1992) identifies five barriers to
developing civic leadership: an egocentric view of society; an
emphasis on individualism; reliance on the "expert" or the
"professional®; a mindset that leadership requires a title or
an official position: and an emphasis on the negative in civic
behavior (don’t do drugs, don’t get pregnant, etc.). Many of
these barriers are easily visible to those who examine campus
life today. According to Schultz (1990),

the first step toward the renewal of our
commitment to civic education is the renewal
of civic community within the academy...First,
civic community must be nurtured across the
disciplines...Second, civic community must be
nurtured between educators who pursue the
classical and those who follow the
experiential model...Third, civic community
must be nurtured between these two groups of
educators and the resource people in the
larger community who can contribute to
students’ learning. (p.13-14)

For some scholars, the tension between the developnent of
active citizenship and the depersonalization of the campus is
indicative of the larger struggle in contemporary American
society:

And so we have a kind of paradox. On the one

hand we have a political creed that emphasizes

the responsibility of each individual ¢to

participate in public life. On the other hand

we have a society largely dominated by vast,

impersonal organizations...which seem to leave

little room for effective individual action.

(Salisbury, 1988, p.20)

Scholars studying contemporary society lament the frustration

citizens feel when they find themselves unable to control
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either their personal or their civic destiny. 1In their book,
The Gocod Society, (Bellah, et al., 1992), Daniel Bell
succinctly diagnosis the difficulty: "the nation-state is
becoming too small for the big problems of life and too big
for the small problems of life" (p.37). Harkavy and Puckett
(1991) push this point even further. Citing the work of
psychologist Martin E. P. Seligman who coined the phrase
"learned helplessness® as a phenomenon at work in the welfare
state, Harkavy and Puckett assert that higher education has
adopted a similarly defeatist attitude which society can no
longer afford. "*At the very heart of genuine civic
responsibility and social solidarity is the concept of
neighborliness, the caring about and assisting of those living
near us. Exhortations to overcome self-centeredness and to
develop an ethic of service will necessarily have little
effect if institutional behavior belies these sentiments®
(pp-556-557).

In his book, Scholarshi econsidered, Ernest Boyer
(1990) puts the responsibility for improving civic life on the
scholarly agenda:

Ultimately, in the current scheme of things,

the nation loses, too. At no time in our

history has the need been greater for

connecting the work of the academy to the

social and environmental challenges beyond the

campus. And yet, the rich diversity and

potential of American higher education cannot

be fully realized if campus missions are too

narrowly defined or if the faculty reward

systems are inappropriately restricted. It

seems clear that while research is crucial, we
need a renewed commitment to service, too.

(p.xii)
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Although such challenges to transform higher education in
the national interest may be inspirational, it is difficult to
find evidence that the integration of study and service
increases civic participation. According to Conrad and Hedin
(1991}, "Studies that have examined political efficacy and
inclination toward subsequent civic participation as a result
of service activities have had mixed results. About an equal
number of studies find increases and no increases on these
factors® (p.747). Nonetheless, civic participation and civic
leadership are often used to encourage participation in
service-learning.
Bervice~learning for an Baoriched Society

Those who advocate service as a means of enriching the
society see efforts beyond national and political lines.
"Service," says Ernest Boyer, "introduces students to new
pecple and new ideas. It establishes connections between
academic life and the larger society" (Boyer, 1987, p.215).
Much like their predecessors in the Peace Corps and VISTA
movements, advocates of service~learning as a means to
universal social justice work to ensure that all have the
basic goods for a healthy life, are treated with dignity and
worth, are entitled to participation, and share a sense of
solidarity with humanity (Swezey, 1950). The connotation of
service in this strain of the literature entails a moral
obligation, requiring not only that students gerve society but
that they reshape it. As Boyer writes in Scholarshijp

-

Reconsidered (1990), "The «challenge then 1is this: Can
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America’s colleges and universities, with all the richness of
their resources be of greater service to the nation and the
world? cCan we define scholarship in ways that respond more
adequately to the urgent new realities both within the acadenmy
and beyond?" (p.3).
summary: Prom Service to Scholarship

The various orientations to service-learning -- as a
means to improve the institution, the nation, and the society
~~ represent a wide array of attempts to define gervice, in
word and in action. However, the concerns of the faculty, as
discussed in the next section, revolve primarily around
knowing, teaching, and learning. While practitioners and
politicians have generally defined the "service" in “service-
learning," far less attention has been given to its link with
learning. The following pages consider the pedagogical
underpinnings of service~-learning and consider the educational
benefits students might derive from participation in such
activities.

THE LEARNING IN BERVICE~LEARNING

Although much of the literature directly related to
service-~learning emphasizes the service dimension, many
faculty incorporate service because of its educational value.
The following section reviews the pedagogical traditions which
might caplure and reinforce faculty interest in service-

learning.
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The Learning Dimension

Woodrow Wilson (1896) once said that, "It is not
learning, but the spirit of service that will give a college
a place in the public annals of the nation.™ Thus far, this
literature review has focused on the service dimension of
service~learning. It is the theme of service -- to the
institution, to the nation, and to society -~ that is most
frequently emphasized by practitioners and politicians in
support of service~learning.

In some respects, the literature directly related to
service~learning treats the learning component as an almost
"silent" partner. Perhaps this is because the learning
outcomes are more difficult to quantify: one might count the
number of meals served in a hunger-awareness project, but the
impact of such an effort on a student may only be fully
realized upon reflection months or even years later. Perhaps
the emphasis on service can be attributed to the financial
support awarded to volunteer projects from the government or
from philanthropic organizations. Perhaps service simply
lends itself to a stronger rhetoric than does teaching or
learning.

Nonetheless, learning js an equal, if elusive, component
of service-learning and it is the element oi greatest concern
to faculty. According to Bowen and Schuster, learning is the
"single unifying process" on which rest the four major faculty
responsibilities vf instruction, research, public service, and

academic governance:
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Learning in this sense means bringing about

desired changes in the traits of human beings

(instruction), discovering and interpreting

knowledge (research), applying knowledge to

serve the needs of the general public (public

service) and creating an environment that

contributes to and facilitates learning

(institutional service). Learning is the

chief stock-n-trade of the professorate. It

occurs in all fields, it takes place in

diverse settings, and it serves varied

clienteles. (Bowen and Schuster, 1986, p.23)

The predominant literature on service-learning asks,
"Wwhat service will be accomplished through these initiatives?"
The literature on teaching and educational reform asks, "What
kind of learning can be achieved through service-learning?*
Most frequently, service-learning is used as one technique
among many employed in experiential education. It has also
been incorporated intoc the efforts of educational reformers
who support liberating and holistic educational methods and by
those who are concerned with cross-cultural awareness.
Lieberman and Connolly (1992) assert that service benefits the
educational experience of students because it allows them to
shape their own education, test classroom theories, integrate
experience and academic work, and develop a contextual
framework for their studies. The following sub~sections
examine pedagogical approaches which employ service~learning
and the challenges such approaches face in traditional
academe. The following pages also describe the educational

outcomes of service-learning, and outline the basic structure

and composition of courses which integrate service.
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The Pedagogy of Service~Learning
One need not look far to find critics of traditional
educational methods. An analysis of recent reports on the
status of education reveals that today’s classrcom methods
promote passivity, reinforce a societal precccupation with
individual interest, and have become too "technical and
instrumental®” (Schultz, 1990, p.7). In response, sone
educators have adopted an experiential approach, including
service~learning, to foster a connection between theory and
practice. As Conrad and Hedin (1987) put it:

Rooted in the developmental theories of John
Dewey, Jean Piaget, and others who stress
learning as an interaction with the
environment, this approach holds that
development occurs as individuals strive to
come up with more satisfying and complex ways
to understand and act on their world. (p.745)

Basic Concepts in Experiential Education

John Dewey, who is considered the father of experiential
education (and who was an active supporter of the service-
learning efforts at Hull House), asserted that:

The nature of experience can be understood
only by noting that it includes an active and
a passive element...wWhen we experience
something we act upon it, we do something with
it; then we suffer or undergo the consequences
... Mere activity does not constitute
experience. it is dispersive, centrifugal,
dissipating...When an activity is continued
into the undergoing of consequences, when the
change made by action is reflected back into a
change made in us, the mere flux is loaded
with significance. We learn something... To
"learn from experience®” is to make a backward
and forward connection between what we do to
things and what we enjoy or suffer from things
in consequence. (Dewey, 1916, p.140)
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This relationship between the active and passive is at
the heart of service-learning. fThe action is provided by the
service experience; the learning is provided by the faculty
through appropriate orientation, supervision and reflection.
According to Nathan and Kielsmeier (1991), "Learning through
service...rekindles an idea brought to life by John Dewey in
the 1930‘s: that schools should be democratic laboratories of
learning, closely linked to community needs. These learning
labs create new roles for students and teachers, make use of
action-based instructional methods, and lead to the learning
of meaningful, real-world content" (p.742).

The most frequently cited model of experiential learning
was developed by David Kolb at the Massachusetts Institute of
Technology. Kolb (1984) sketched a cyclical process which
begins with concrete experience, leads to reflective
observation (based on the experience), then to abstract
conceptualization, and completes the cycle with active
experimentation. Building on the work of Kolb, Gish (1990)
argues that the process is not neatly sequential but that each
individual encounters learning on his/her own terms based on
personal history and current circumstance and can therefore
enter the cycle at any point. According to Gish,

Traditionally, learning has been viewed as the

accumulation of information and the

development of concepts organizing that
information into some coherent arrangement.

This kind of learning is still to be valued.

Learning, however, can also be seen as a

process that includes all human experience.
Active participation in others’ lives is
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important to learning. Reflection on and

orderly observation of human activity and the

ideas that can define it are equally a part of

learning. Creating concepts that organize the

world so it can be understood and effectively

dealt with is another important element.

Finally, acting and experimenting allows us to

test our experiences, reflections, and

concepts =-- and thereby gain additional

learning. (p.199)

In service-learning, the service activity, combined with
the conceptual framework provided by academic study, triggers
the learning cycle. Furthermore, service-learning enables
students to move beyond merely examining or considering a
problem from a distance. According to Rubin (1992), "Service-
learning is a particularly powerful form of experiential
learning if we want students to be able to reach the
developmental stage of commitment, because moral questions and
moral decisions are central to the experience students are
having” (p.160).

Liberating Education

The concepts of experiential education and service-
learning have been absorbed into the liberating educational
strategies endorsed by Paulo Freire (1970), who maintains that
“Knowledge emerges only through invention and re-invention,
through the restless, impatient, continuing, hopeful inquiry
men pursue in the world, with the world and with each other®
(p.58). For Freire, traditional education has forgotten the

interchangeable roles of teacher and student -- learning from

each other, learning together. Instead,
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Education is suffering from narration

sickness...The teacher talks about reality as

if it were motionless, static,

compartmentalized, and predictable...Narration

{(with teacher as narrator) leads the students

to memorize mechanically the narrated content.

Worse yet, it turns them into "containers,"”

into "receptacles" to be "filled" by the

teacher. The more completely he fills the

receptacles, the better a teacher he is. The

more meekly the receptacles permit themselves

to be filled, the better students they are.

(pp-.-57-58)

A part of the solution, for those who espouse the
philosophies of liberating education, is to encourage students
to become active problem solvers: "In problem-posing
education, men develop their power to perceive critically the
way they exist in the world with which and in which they find
themselves; they come to see the world not as a static
realaty, but as a reality in process, in transformation®
(Freire, p.71, emphasis in original). In regard to service-
learning, research by Conrad and Hedin (1987) demonstrated
that open~-mindedness, problem~solving ability, and analytical
thinking were demonstrably improved for community service
participants, especially when reflection or focused problem-
solving is built-in (p.747). Nathan and Kielsmeier (1991)
reinforce the same premise, finding that, ®When teachers
integrate service and social action into their acadenic
programs, students learn to communicate, to solve problems, to
think critically, and to exercise other higher order skills"

(p.741) .
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Holistic Bducation

Two other concepts within experiential education and
service learning ~-- context and connectedness -- appeal to
those who support holistic education and those who are
concerned about cross-cultural development. ‘

Holistic education is based on "an assumption that
everything in the universe is fundamentally interconnected"
(Clark, 1988, p.3). Four key principles underlie the
philosophy of holistic education: (1) that we must nurture the
whole person, (2) that there is an egalitarian and cooperative
relationship between adult and youth, between teacher and
student, (3) that truth is grounded in a spiritual world view,
and (4) that a preoccupation with materialism is destructive
to our society (Miller, 19%0). It is not difficult to
understand the attraction that experiential education, and
especially service-learning, would have in this framework.
When utilizing service~learning activities, an instructor must
recognize the importance of context, including a respect for
“the knowledge of what students bring with them, and the ways
that knowledge might influence what they learn; their
interests and inclinations; and their cultural backgrounds®"
(Kennedy, 1991, p.13). To illustrate the significance of this
concept in holistic education, Clark (1990) relates the
following story told by Saudi astronaut Sultan Bin Salman Al-
Saud, who travelled aboard the space shuttle Discovery S in

1985:
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The first day or so we all pointed to our

countries. The third or fourth day we were

pointing to our continents. By the fifth day

we were aware of only one Earth. (p.7)

Those who utilize service-learning as a strategy in
holistic education hope that students will adopt world views
based not on an assumption of separateness and fragmentation
but on an assumption of wholeness and interconnectivity as
their experiential sophistication grows. As stated by Edward
Clark (1989), an advocate of holistic education, "thinking and
learning are contextual in nature...A primary focus [is]...to
change the way people think about their relationship to the
world in which we live" (pp. 56-57).

The concern for context, both as a dimension of the
academic setting and as an orientation to lifelong learning,
is closely related to a second key concept in experiential
education, connectedness. 1In their book, Turning Professors

to chers: ew ac o Facult velo nt a
Student Ilearning, Katz and Henry (1988) reinforce the
importance of connectedness for active learning: "Classroom
learning becomes richer when it uses and connects with what

students learn on the outside® (p. 9). The authors encourage

faculty to adopt the following principles:

1. Transform student passivity into active
learning

2. Account for individual differences

3. Stimulate the process of inquiry

4. Expand the student’s ability to inquire with
other people

5. Encourage participation

6. Support student efforts

7. Recognize that learning 1is an intensely

emotional experience
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These principles can bl integrated into the curriculum by
using service-learning but not without challenging firmly
rooted traditional methods. The following section will
explore the pedagogical roadblocks to experiential education
and service-learning presented by traditional academe.
Barriers to Experiential Bducation in Traditional Academe

The academy has not readily embraced experiential,
liberation, or holistic education. On one level, the emphasis
on experimentation, observation, hypothesis-testing and
conceptualization in these methods mirrors "“the scientific
method." Perhaps as a consequence of their relationship to
modern science, the techniques of experiential education are
readily accepted in veocational education but continue to be
regarded with suspicion in the liberal arts (Smythe, 1990).
On a second level, these pedagogies expand the scientific
method to allow for a more subjective consideration of the
issues: the student no longer views the world from a distance
but is encouraged to be intimately involved with the subject.
Hence, faculty who choose experiential methods like service-
learning may feel separated from the dominant approaches to
learning and may consequently feel compelled to justify their
methods. As Harrison and Hopkins (1967) lament, "“There are
attempts to provide action-oriented and experience-based
learning models in many institutions of higher learning, but
these. ..settings tend to be peripheral and ancillary to the
main work of the college or university" (p.433).

Aside from issues of philosophy, it is sometimes
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difficult to win institutional support for experiential
education because it is more expensive, requiring a lower
student-faculty ratio. Philosophical and financial
differences may surface in misunderstandings between
"clinical™ or practical instructors and their more
theoretical, traditional colleges. Such conflicts may lead to
a lack of collegial support for service experiences.
Difficulties with funding and with collegial support may lead
to questions about the quality of the experience and the rigor
of the enterprise, a cyclical and defeating process (Bok,
1982) .

Yet another difficulty for those who advocate
experiential techniques such as service~learning is the narrow
connotation of "educational experience" adopted in traditional
academe. Although it is routinely accepted in the liberal
arts that teaching the ‘*"classics" in any discipline
communicates knowledge of intrinsic, long-lasting value,
experience is accorded academic credit only if 1t can
demonstrate its immediate utilitarian value in acquiring a
skill or preparing for a particular career. "practical
experience" is often described in education as if some kinds
of experience (such as service-learning) are "impractical' and
therefore educationally unworthy (Smythe, 1990). Yet rarely
does one question the "practicality® of reading any given
essay from Aristotle.

It is exactly the learning derived from wide-ranging

experiences that is required for participation in a global
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society. Harrison and Hopkins (1967, 2ttributed the serious
difficulties encountered by the Peace Corp volunteers they
studied largely to the inadequacy of formal education:

With few exceptions, formal systems of higher

education in the United States provide

training in the manipulation of symbols rather

than of things, and commitment to

understanding rather than to action. These

systems were designed originally for the

training of scholars, researchers, and

professionals, for whom rationality, abstract

knowledge, emotional detachment, and verbkal

skills are primary values. These systems,

however, are applied across the board to

almost all students, regardless of individual

occupational fields. (pp.432-433)

Indeed, this orientation has been more recently
substantiated in the research of Patricia Cross (1990). The
results of the Teaching Goals Inventory, a part of the
Classroom Research project which surveyed nearly 2,000
faculty, revealed that "the single most commonly accepted
teaching goal today is the ‘development of analytic skills, ’
considered essential by a majority of faculty across most of
the disciplines" (p.15). In contrast the importance of
developing a respect for others, including persons of
different backgrounds was widely divergent within the faculty:
this was an essential goal for 46 percent of the faculty in
career-related courses (education, allied health,
communications) but only essential to 1 percent of the faculty
in the sciences. *In short," says Ira Harkavy (1991),
"Esoterica has triumphed over public philosophy, narrow
scholasticism over humane scholarship" (p.2). Service-

learning appears to offer the opportunity for such scholarship
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as indicated by responses of students engaged in service

through the service-learning center at Michigan State
University. Almost 91 percent responded that they had an
increased appreciation of others, and nearly 85 percent
reported an enhanced ability to work with others as a result
of their service experience (Edens, 1988).

Harrison and Hopkins (1967) found that those trained in
the traditional classroom lacked many of the skills essential
in cross~cultural settings. Such volunteers were dependent on
external authority -- always seeking the expert opinion before
taking action; they lacked "emotional muscle®™ to put theories
into action; they were reluctant to make choices and
commitments; and they failed to take their own feelings or the
feelings of others into account when making decisions. The
authors assert that such skills are critical to cross-cultural

effectiveness:

The experiences of all our overseas agencies,
-- private, governmental, religious =-- have
demonstrated that the human elements of
overseas work are at least as important as the
technical ones in the success of a job or
mission, and that overseas personnel are much
more likely to be deficient in these human
aspects of work performance than in technical
skills...By interpersonal effectiveness we
mean such functions as establishing and
maintaining trust and communication,
motivating and influencing, consulting and
advising -- all that complex of activities
designed to inculcate change. In overseas
jobs, the performance of these relationship
activities must take place across differences
in values, in ways of perceiving and thinking,
and in cultural norms and expectations.
(p.435)
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These are precisely the skills students are thought to
acquire through service-learning. According to Little (1990),
"The beauty of service-learning and its potential is that
often it is exercised in a logical gap of conflicting
interpretations...with a vision of what is desired driving our
effort, we act to realize the possibilities, letting our own
values come into play in saying what the possibilities really
are" (p.271). Wwhen combined with adequate supervision and
classroom instruction, service activities combine the active
and passive dimensions advocated by Dewey. In settings often
far different from their own neighborhoods or residence halls,
students come to recognize the importance of context in
solving social problens. By working with others, as co-
volunteers or in providing assistance, students come to
appreciate the connectedness they share with those beyond the
campus. Whether career paths take them to the local city or
around the globe, Bok (1986) urges the necessary reforms to
develop such skills:

Despite repeated changes in curriculum, most

university colleges still rely on large

lecture <courses and extensive reading

assignments that leave 1little room for

independent thought. Too often, the result is

an educational process that fails to challenge

students enough to develop their powers of

reasoning. This is not a happy outcome in a

world where students can expect to encounter

heavy demands on their intellect throughout

their working lives. It is time, therefore,

to think seriously about multiplying the

opportunities for students to reason carefully

about challenging problems under careful

supervision. (p.165)

According to Schultz (1990), "The most effective values
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education we can provide for our students is an intentional
process of collaboration between academy and community”
(p.91). However, integrating classical and experiential
approaches to civic education requires ‘"modeling of
constructive civic participation within the academy itself and
between the academy and the larger community® (p.210). That
such participation is not easy to achieve was discovered by
Harkavy and colleagues in the development of WEPIC (West
Philadelphia Improvement Corps), a community action initiative
undertaken by the University of Pennsylvania. Intending to
apply theories from the various branches of the social
sciences to the problems of an inner-city neighborhood,
faculty soon discovered that it was difficult to bring
coherence and integration to individual students working on
widely dispersed projects. Furthermore, "A pervasive distrust
of academics existed, since in West Philadelphia graduate
students and faculty members had studied the community,
written about the community, and then left the community in
the same or worse shape than it had been before their arrival®
{p.13). On campus, although the WEPIC project enjoyed
considerable support and recognition, it nonetheless found
itself used as a "side~show" for public relations on behalf of
the University. Despite its ability to demonstrate that all
three university missions (teaching, research, and service)
could be successfully integrated, WEPIC "had only a relatively
small band of faculty adherents" (Harkavy, 1991, p.15).

Rigorous, meaningful experiential education requires much
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more than providing experiences and allowing students to
observe the consequences. The WEPIC project highlighted the
need for concrete, visible problems that cross disciplinary
lines. Faculty soon found that the mandate, "go forth and do
good -- reach out"™ is not enough. Real problems bring
efficacy to scholastic endeavors and to the problems of
community development (Harkavy, p.17). A conmmitment to
experiential education requires that teachers accept the
challenges demanded by these new techniques and perhaps
develop new skills of their own:

Even those who are attracted to the approaches
to learning we have described here may well
ask where the teachers will come from to carry
them out. Clearly, the desired skill mix is
sharply divergent from the blend of
intellectual competence and verbal facility
found in good classroom teachers.

The teacher in an experience-based program is
involved with people, not books; with real
situations, not  abstractions. He must
collaborate closely with his colleaques. In
his work with students, he will do 1little
presenting and much listening. Instead of
organizing content material, he will seek
patterns, principles, and generalizations in
the reactions of trainees. Subject matter
competence is useful, of course, but it will
not get the job done without true competence
in the facilitation of learning through focus
on process. (Harrison and Hopkins, 1967,
p.458)

Having explored the general aims of service-learning as
part of experiential education, with some attention to the
barriers it faces, let us now consider the educational
outcomes that have been demonstrated through participation in

service-learning activities.
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The Bducational Outcomes of Service-Learning

Advocates of service-learning are often stymied by the
lack of quantifiable data which support this pedagogical
method. Even within the broader and more establishe@ arena of
experiential education, research has usualiy focused on
program evaluation with little assessment of the experience of
student participants. Although anecdotal reports are often
glowing, the many variables involved in service-learning and
the long-term effects of such experiences make standardized
testing difficult at best (Giles, Honnet, and Migliore, p.8).
Two Wingspread conferences (1991 and 1993) have been sponsored
by the National Society for Internships and Experiential
Education (in cooperation with the Johnson Foundation and with
support from the John D. and cCatherine T. MacArthur
Foundation), expressly for the purpose of developing a
research agenda for gathering useful data and building a
theoretical base for service-learning.

Some quantitative research has been done, particularly
regarding personal development and career preparation. Some
of the research on personal development has come in response
to sociological concerns about the expanded period of
adolescence created by the move from an agrarian to an
industrial society. As the youth population expands into the
21st century, youth related problems are expected to multiply
(Sherridan, 1991). Nathan and Kielsmeier (1991) attribute
many of these *"problems" to the diminished self-esteem

experienced in the youth population:
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Though they may be in high demand for entry-
level employment at fast-food restaurants and
all night gas stations, many young people are
alienated from the society. They are heavy
users of drugs and alcohol, they consistently
maintain the lowest voting rates of any age
group, and the teen pregnancy rate has been
described as epidemic. '

We believe that these problems stem in part

from the way adults treat young people.

Unlike earlier generations, which viewed young

people as active, productive and needed

members of the household and community, adults

today tend to treat them as objects, as

problems, oxr as the recipients (not the

deliverers) of service. (p.740)

In studies reported by Conrad and Hedin, (1991, p.747),
it appears that affording youth the opportunity to channel
their energies productively can have far-reaching results.
Calabkrese and Schumer (1986), studying junior high students
with behavior difficulties assigned to service activities,
found that these students had lower levels of alienation and
isolation and fewer disciplinary problens. Luchs reported
that students involved in community service gained more
positive attitudes toward others, a greater sense of efficacy,
and higher self-esteem than nonparticipating comparison
students. According to Cognetta and Sprinthall (1978),
studies based on the work of Kohlberg and Loevinger applied to
service-learning participants generally found increases in
moral and ego developnent. In summary, Conrad and Hedin
(1991) state:

Evidence from quantitative methodologies is

somewhat limited, though a body of research

does exist that tends to show that social,

personal and academic development are fostered
by community service. Evidence from
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qualitative, anecdotal studies suggests even

more strongly and consistently that community

service can be a worthwhile, useful, enjoyable

and powerful learning experience. (p.746)

Service-learning can broaden not only the social but the
cognitive dimensions of student 1life. With respect to
acadenmic performance, Gish (1979) asserts that, "Most people
develop their preferred learning styles in school and use them
throughout their lives. Thus students’ life-long learning may
be limited by an imbalance in learning styles" (p. 199).
Service~learning provides an opportunity to develop a broader
range of learning styles. Using meta-analysis, Conrad and
Hedin (1991, p.746) report that studies on tutoring, *“found
increases in reading and math achievement scores for tutors
and tutees," but especially for the tutors. Tutoring may lend
itself most readily to measuring service-learning outcomes
because the research methodologies applied to the formal
school can be easily applied. Although there appear to be no
significant gains in general factual knowledge as a result of
service participation, "Consistent gains in factual knowledge
have been found ...[in} the specific kinds of information that
students were likely to encounter in their field experiences"
(p.746). Furthermore,

A consistent finding of research into service

and other kinds of experiential programs is

the high degree to which participants report

that they have learned a great deal from their

experiences. In a nationwide survey we

conducted of nearly 4,000 students involved in

service and other experiential programs, about

75% reported learning "more® or "much more® in

their participation program than in their
regular classes. (p.748)
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In addition to the cognitive gains made by participants
in service-learning, many have argued that such opportunities
provide a valuable academic exposure to the concept of
philanthropy and the workings of the non-profit or independent
sector. Payton (1988) asserts that recognizing the role of
philanthropy is essential to an understanding of American
society. On a more pragmatic level, he points out that more
people are employed in the independent sector than in the
federal and state governments combined: one out of 12 students
will be employed in this area. In Michigan, the "non-profit
sector of 6,025 organizations employed 260,615 workers with a
payroll of almost $5 billion and revenues approaching $11
billion* (p.3). If for no other reason than future employment
possibilities, students will benefit from an active engagement
with and conceptual understanding of social service agencies.

Career preparation may be enhanced by service-learning as
students are exposed to varying occupations. Not only are
students invited to consider various forms of work, but they
also have an opportunity to consider the nature of work
itself. Ernest Boyer (1987) cites Thomas Green (1968) to
illustrate this point: "Work is basically the way that people
seek to redeem their lives from futility. It, therefore,
requires the kind of world in which hope is possible, which is
to say, the kind of world that yields to human effort"
{(p.-110). Rutter and Newmann (1989) found that service
participants gained enhanced social competence in public

speaking, initiating conversations, and persuading adults to
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considzsy their views. Service~learning has been used to
counter the overly esoteric emphasis of professional training.
According to Bok (1986), "In a recent survey of 1,600
attorneys who graduated from law school between 1955 and 1970,
69 percent said that they had not been trained to counsel with
clients and 77 percent declared that law school had not
prepared them adequately to negotiate a settlement" (p.92).
Such attacks on the profession led to the development of legal
clinics which fostered skill development while meeting
community needs.
Summary

This chapter has outlined the pedagogical connections of
service-learning, the barriers posed by traditional academic
methods, and the educational outcomes to be gained. It should
be apparent that service-learning is not a technique that can
be easily applied. Rather, it poses significant challenges to
the faculty who choose to adopt such methods. What would
motivate faculty to undertake such challenges? 1In the next
chapter, the theories of motivation developed by FfFrederick
Herzberg are used as a framework for exploring the literature
on faculty motivation. An understanding of faculty motivation
will thus enable us to anticipate faculty perspectives with

regard to their involvement in service-learning.



CHAPTER THREEB

BERVICE-LEARNING AND PACULTY MOTIVATION

The previous chapter has described the history and
current status of service-learning and has outlined the many
reasons given by students, politicians and practitioners in
its support. Yet no matter how persuasive these arguments
might be, the critical decisions regarding the integration of
service and academic study rest with the faculty.
Incorporating service into the curriculum, as an elective or
requirement, recquires curricular reform and the curriculum
remains the domain of the professorate. Support for this
assertion can be drawn directly from the Statement on
Governance of Colleges and Universities endorsed by the
American Association of University Professors (AAUP), American
Council on Education (ACE), and the Association of Governing
Boards of Universities and Colleges (AGB). While this
document urges cooperation in many aspects of university
governance, it specifies that, "The faculty has primary
responsibility for such fundamental areas as curriculum,
subject matter and methods of instruction, research, faculty
status and those aspects of student life which relate to the
educational process" (AAUP, 1966, p.l6l1).

As would be expected, the decisions and behavior of the

70
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faculty have a profound impact on student learning. According

to Guskey (1988), studies on collegiate teaching and learning,

consistently reflect two major themes. The
first is that despite the influence of factors
that lie beyond the control of professors and
instructors, such as students’ backgrounds and
previous learning experiences, the quality of
their teaching has a very strong effect on
students’ learning. In other words, college
teachers do make a difference. Instructional
factors under their direct control have a very
important and powerful influence on what
students learn, and on the success they
achieve in college level courses. The second
major theme ic that college students who have
successful learning experiences persist in
their learning and are far more likely to
complete the courses and programs in which
they enroll. Furthermore, they feel better
about themselves, about their ability to
learn, and are far more confident in future
learning situations. (p.4)

Not only does the faculty control the internal structure
of colleges and universities, Bowen and Schuster (1986) assert
that faculty influence extends far beyond the classroom walls:

The nation depends upon the faculties also for
much of its basic research and scholarship,
philosophical and religious inquiry, public
policy analysis, social criticism, cultivation
of literature and the fine arts, and technical
consulting. The faculties through both their
teaching and research are enormously
influential in the econonmic progress and
cultural development of the nation (p.3).

Will the arguments presented on behalf of service-
learning motivate faculty to adopt such methods? According to
Cross (1990),

The problem, according to research on faculty
motivation, is that extrinsic rewards that
administrators and policy makers depend on are
not very effective in changing faculty
behavior. Most faculty members work hard and
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put in long hours without any supervision or

work rules. Motivation in these autonomous

situations is far more complex, it appears,

than the simple reward/punishment views that

prevail in determining incentives. (p.16)

Although no other studies have yet been undertaken to
directly address the relationship between faculty motivation
and service-learning, general theories of motivation and
research focused on faculty motivation can be used to assess
the 1likelihood that faculty will respond to the call for
integrating service and academic study.

In this chapter, the three primary dimensions of the
Motivation-Hygiene Theory developed by Frederick Herzberg will
be linked to corresponding studies of faculty motivation in
higher education. Such studies enable us to identify the

conditions wunder which faculty might consider or reject

involvement in service-learning.

The Motivation-Hygiene Theory of Prederick Hersberg:
A Conceptual Framework for Understanding Paculty Motivation

The Motivation-Hygiene theory of Frederick Herzberg
(1959) is based on three assumptions:
1. Man can only be understood in the context of his culture.
2. Man’s role in that culture is determined, to a large
extent, by the myths provided by the dominant social
institutions of his day.
3. Both physical and psychological conditions must be
considered in determining motivation and job

satisfaction. Physical needs are fulfilled by external
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rewards while psychological needs can only be fulfilled

through intrinsic motivators.

Although the original theory emerged from the work of
Herzberqg, Mausner, and Snyderman (1959) in industrial
psychology, the approach has been utilized by a considerable
number of subsequent studies of faculty motivation; i.e.,
Austin and Gamson (1983), Bess, (1982), Bowen and Schuster,
(1986), Deci and Ryan (1982), Csikszentmihalyi (1982), Eble
and McKeachie (1985), Hall and Bazerman (1982), Mowday (1982},
and McKeachie (1982).

The following sections will examine sach of Herzberg’s
three assumptions about human behavior =~-- culture, role, and
satisfaction/dissatisfaction -~ in conjunction with the
corresponding studies of higher education which relate to
acadenmic culture, faculty role, and faculty
motivation/satisfaction. These dimensions of academic life
influence the choices faculty make about the content and
structure of their courses, including their willingness to
incorporate service-learning into their teaching methods.
Hersberg on the Influence of Culture

Herzberg believed that man’s self-definition is shaped by
the cultural myths of the periocd in which he lived. These
cultural myths, used to explain human nature, are defined and
supported by the dominant institutions of the era. As an
example, Herzberg asserts that the Church, the dominant
institution throughout much of Western history, was supplanted

by the industrial firm in modern society. Man’s perception of
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the nature and purpose of life was radically altered by that
transition: the quest for salvation gave way to the quest for
organizational efficiency. It is especially important to note
that Herzberg’s theory requires a replacement myth if change
is to occur. Thus, if a change in the dominant myth is
desired, an equally compelling myth must be developed in its
place.

Herzberg’s emphasis on the role of culture in the
interpretation of human behavior is especially relevant for
this study of faculty perceptions because scholars in higher
education have recently focused attention on the various
dimensions of educational institutions known as "academic

culture.®

ACADBMIC CULTURE

As the dominant institutions of academic culture tcoday,
colleges and universities foster cultural myths within the
higher education. The following section identifies the
dominant myths of academic culture and assesses their impact
on faculty involvement in service-learning.

In her work on academic culture, Austin (1992) defines
"culture" as the way in which groups of people construct
meaning. Because the core functions of the University revolve
around knowledge -- the generation, transmission, and
interpretation of knowledge (Elman and Smock, 1985; Lynton and
Elman, 1987) -- much of the meaning in academic life is rooted

in what it means to know, and by extension, what it means to
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teach and to learn. Some scholars of academic culture assert
that learning and knowledge, process and content, are at the
core of the acadenic enterprise (Belenky, Clinchy, Goldberger,
and Tarule, 1986; Palmer, 1987). According to Bowen and
Schuster (1986), "The ideal academic community from the point
of view of faculty is a college or university in which the
three values ~-- pursuit of learning, academic freedom, and
collegiality -~ are strongly held and defended" (p.54).

Scholars experience and interpret the central values of
academe through two sub-cultures: that of the acadenic
discipline and that of the local culture on one’s home
institution (Bess, 1982;: Biglan, 1973; Katz and Henry, 1988).
The work of Becher (1984, 1987) has teen especially helpful in
identifying disciplinary sub-cultures that define knowing,
teaching, and learning in different ways. These definitions
affect the ways in which faculty construct their academic
roles. Becher identifies four general disciplinary cultures:
hard-pure, soft-pure, hard-applied, and soft-~applied. This
research reveals that disciplines which focus on a "contextual
imperative" (i.e., have clear, identifiable problems with
discrete solutions) tend to work in research teams, along
shorter research time-lines, and with more frequent
publication. In contrast, those disciplines which focus on
"contextual association" (considering more ambiguous research
questions) are generally marked by more individual research,
across a longer timeline, resulting in fewer publications.

As might be anticipated, the effects of these
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disciplinary orientations is not limited sslely to the faculty
role. As Katz and Henry (1988) observe,

We found a strong correlation betwzen the

modes of thinking of facuity and the student

majors in a given discipline. If different

modes of thinking are linked to different

disciplines, and these modes are partial, in

the sense that thinking in one discipline may

emphasize and highlight modes of thinking that

in another discipline are de-emphasized and

perhaps even actively discouraged, then it is

important to be aware of how these differences

are being presented to students. (p.154)

Berdahl (1990) extends the understanding faculty roles by
explaining that faculty hold dual citizenship ~-- within the
academic disciplines (with the various dimensions described
above) and within the institution. Drawing on the work of
other researchers (Clark, 1987; Peterson and Associates,
1986), Austin (1990) includes among the components of
institutional culture the, "institutional mission and purpose,
its size, complexity, age and location, the way in which
authority is conceived and structured, the organization of
work (especially teaching and inquiry), the curricular
structure and academic standards, student and faculty
characteristics, and the physical environment" (p.13). In
relating campus culture to service initiatives, Alexander
Astin (1990) found that %... once the size and type of
institution is taken into account, those institutions that are
more selective are perceived by their faculty as having a
lower level of commitment to promoting student involvement in

community service" (p.11). Furthermore, Astin reminds us that

"both types of institutions -- public four-year colleges and




77
especially public universities -- tend to be perceived by
their faculties [as] having a low commitment to student
involvement in community service, whereas faculty in the
private four-year colleges report a much higher priority being
given to involving students in community service. The private
universities have an average level of commitment" (p.11).

The dual roles faculty members hold, as citizens of the
discipline and of the institution, lead Austin (1992) to
caution that, "Understanding the nature of faculty cultures
requires recognition that the values and commitments of these
cultures sometimes conflict" (p.28) and that there may be
overlap among similar disciplines or between similar
institutions.

In a critique of academic culture, Parker Palmer labels
the dominant method for the pursuit of knowledge in acadenme
"objectivism® (1987, p.22), and describes it as having three
primary beliefs: (1) the world is objective =-- it can be held
at a distance, separate from the scholar who may then observe
its natural and social phenomena; (2) the world is analytic --
it can be segmented or dissected into distinct parts which can
be extracted for further examination: and (3} the world is
experimental -- its distinct parts can be manipulated,
observed, recorded in isolation, and then replaced without
disruption to the entity as a whole. To demonstrate this
point, Palmer utilizes the work of Arthur Levine in When
Dreams and Heros Died (1979). In interviewing students about

their hopes for the future, levine discovered a curious
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juxtaposition: students believed that the nation and the world
were, in general, decaying. Yet their own personal
aspirations and prospects remained quite high. Palmer refers
to this dichotomy as "trained schizophrenia®" because students
are taught that the world is something apart from themselves -~
something "out there."

Using a variety of other labels, other scholars have
joined Pzlmer in critiquing the dominant assumptions cf the
scholarly culture and, as described in Chapter 2, have called
for new models of understanding teaching and learning (B.
Clark, 1987; E. Clark, 1988; Freire, 1970; Giroux, 1970;
Harkavy, 1991; Harrison and Hopkins, 1967; Katz and Henry,
1988; Kennedy, 1991; Mabey, 1992). These scholars assert that
an cobjective framework is not consistent with the experiences
of life which are more holistic, complex, and interconnected.
The supposed "objectivity" of scholarly research has also been
called into gquestion by a number of feminist and multi-
cultural scholars (Belenky, Clinchy, Goldberger, and Tarule;
Freire, 1970, 1973; Rice, 1986). Lynton and Elman (1987) call
for a new approach to the knowledge functions because of the
increasing need for the interpretation and dissemination of
knowledge. The authors maintain that such tasks will be every
bit as intellectually challenging as former conceptions of
academic responsibilities. Developing faculty to meet these
challenges will require exposing and promoting the expanded
opportunities in applied settings and shifting the value and

reward systems. Eastman (1989) maintains that scholarship and
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service are responsive to different environments. Scholarship
is knowledge-bagsed and responds to an internal norm while
service responds to the broader public. This juxtaposition
requires a different orientation to faculty life: "To serve
society effectively, a faculty must be organized in a way
which is not only different from, but incompatible with, the
organizational arrangements which facilitate scholarship®
(Eastman, 1889, p.283}.

To date, higher education has coped with this
fragmentation by creating professional schools and institutes
which focus on societal problems while attempting to maintain
a '"pure" orientation within the academic disciplines and
departments. While this division of responsibility may have
allowed the academy to avoid the difficulty raised by Eastman,
it may also have created a different dilemma. According to
Austin and Gamson (1983},

The <collegial structure has become so

fractured in many institutions that it can do

nothing more than provide the backdrop for

departmental competition over scarce

resources. One result 1is that decisions

normally reserved for the collegial structure

are made in the bureaucratic structure. This

shift in power away from faculty toward

administrations is probably the most important

change that has occurred in higher education

in recent years. It may move the culture of

colleges and universities awav from normative

to more utilitarian values. And it is

undoubtedly affecting the way academic workers

experience these institutions and their work.

(p.15)

Barber (1989) maintains that there have been two basic

responses to these critiques of academic culture. The first
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calls for a "Refurbished Ivory Tower" which espouses the
traditional paradigm in its most pristine form. The second is
the "University of Service" model which is predicated on the
need for relevance and tends to teach for vocationalisnm.
While speaking consistently on behalf of service-learning and
civic education, Barber asserts that neither model is
sufficient to form a base for a new academic culture. while
the traditional model has been proven inadequate, "Education
as vocationalism in service to society becomes ‘a matter of
socialization rather than scrutiny, of spelling out
consequences rather than probing premises, of answering
society’s questions rather than questioning society’s answers"
(p.66).

Those who espouse service-learning for the purpose of
teaching citizenship call for "a renewal of civic community
within the academy" (Schultz, 1390, p.13) which transforms
higher education into a more democratic enterprise (Barber,
1989, 1991:; Berdahl, 1990; Boyte, 1992; Harriger and Ford,
1989). According to Agria (1990, p.18), "The gap between a
traditional «curriculum with a disciplinary classroon,
laboratory, and library orientation, and associated teaching
methodologies, and curriculum and teaching/learning styles
appropriate to service and leadership preparation is, or
appears to be, so wide that resistance to change is wvery
high." Agria has attempted to bridge this gap by the
development of an epistemological model which integrates

theory, application, and reflection with the knowledge-based
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functions of assimilation, integration, and reinforcement. No
doubt service~learning advocates will continue to rely on the
critiques of traditional epistemological and pedagogical
methods which emerge from experiential, holistic, or
libertarian educational philosophers.

The various assumptions scholars have identified in
academic culture affect the way in which faculty members
understand their role in the University. The next section
sketches the examples provided by Herzberg to describe how
cultural myths are used to define one’s role in life. Drawing
from the work of Rice (1991} and other academic scholars, some
of the prevailing assumptions about the faculty role are
subsequently discussed.

Herzberg on the Role of Man

Herzberg uses the Biblical stories of Adam and Abrahanm as
examples of powerful myths which define the nature of man’s
existence and his role in life. Herzberg does not try to use
these two myths to explain human nature, per se: indeed, he
acknowledges that other myths may also be used to describe
human 1life. Rather, Herzberg uses the Adam and Abraham
stories to demonstrate the powerful effect cultural myths have
on man’s interpretation of the value and purpose of life. If
one puts faith primarily in the Adam myth, the story of a man
who fell from grace, humanity is doomed. If one believes in
the potential of Abraham, the faithful man who received God’s
blessing, the world is full of infinite possibilities.

Herzberg asserts that it was in the best interest of the
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Church, as the dominant institution of early Western
civilization, to promote the interpretations generated by
these myths which emphasized man’s relationship to God. when
the Protestant Reformation, the Renaissance, and later, the
Industrial Revolution wrought dramatic cultural shifts, these
myths were replaced and a "new" man emerged: '"the
organizational man,” whose values were compatible with the
new dominant institution -- industry.

Herzberg comments that these transitions between myth
systems were neither easy nor instantaneous:

Every revolution has caused radical revisions

in the power structure of society. New myth

systems are born when the o0ld dogmas hurt

people too much. A problem that the leaders

of revolutionary movements must face is how to

win the people away from the standards of an

outdated value system and encourage them to

give allegiance to a nev order, an order that

will better serve the current organizational
needs of the revolutionary leadership. (p.24)

THE PACULTY ROLE IN THE ACADEMIC CULTURE

The faculty role as it is commonly perceived today can be
traced to the expansionist period enjoyed by higher education
from 1955 through 1970. During this period certain beliefs
emerged to characterize faculty 1life. These beliefs,
following Herzberg’s work, have been described by Austin
(1990) as "supreme fictions" and by Rice (1991) as "dominant
fictions.”® Among the most powerful of these beliefs is "the

notion that the purpose of higher education and the work of
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the professor is to pursue, discover, create, produce,
disseminate and transmit truth, knowledge, and understanding"
{Austin, 1990, p.25}).

Rice (1986) identifies six additional fictions about
faculty life which developed during the expansionist period.
These are:

1. Research is the central focus of faculty effort

2. Quality is defined by peer review and professional

autonomy

3. Knowledge should be pursued for its own sake and

organized along disciplinary lines

4. Reputations are built through national and

international professional affiliations

5. The distinctive task of the scholar is the pursuit

of cognitive truth or cognitive rationality

6. Professional rewards and mobility increase in

proportion to the degree of specialization. (p. 14)

If these assumptions were universally held within the
acadenmy, support for initiatives such as service-learning
would be virtually non-existent since such efforts run
contrary to all six assertions. However, both Rice and Austin
assert that these fictions distort the reality of faculty life
in several ways, and studies by a variety of scholars have
urged the consideration of a new understanding which is more
consistent with faculty experience.

O0f particular concern to Rice and several other
researchers in higher education is the myth that research is
the foremost interest of the professorate. Rice asserts that,
"Research was never the central professional endeavor or the

focus of academic life, as is assumed in the prevailing model"

(p.16) . Several studies indicate that faculty, regardless of
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institutional type, devote more time to instruction than to
any of the other major tasks (Austin and Gamson, 1983, Boyer,
1990; Ladd and Lipset, 1975; Warren, 1982).

With regard to the second myth, that quality is defined
by self and peer assessment, Rice cites research on tenure
decisions, the growing consumer orientation of students, and
the expanding authority exercised by campus administrators to
demonstrate that peer review is no longer the predominant
determinant of faculty success.

In opposing the myth that scholars pursue knowledge
objectively and altruistically, Rice calls attention to shifts
occurring within the academy which have heightened the wvalue
of knowledge which is economically useful and applicable to
social problems. Furthermore, Rice highlights the many
scholars who have sought political, social, or disciplinary
influence through their work. One example of faculty concern
for social influence can be found in a nationwide study of
political science and socioclogy professors conducted by the
University of Virginia Center for Survey Research. It was
discovered that:

[T]he large majority of professors surveyed

endorsed a curriculum that would encourage

students both to engage conceptually and to

participate actively in political life and

civic affairs. ...{however] respondents who

teach at large research universities were less

supportive of the goals of civic education

than their counterparts at small colleges.

Second, the study reported that many

respondents were dissatisfied with the role

their institutions were playing in the

education of students for leadership and life
in general. (Hamner, p.20)
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Rice uses the work of developmental theorists to undercut
the myth that rewards can only be gained through increased
specialization. Instead, he asserts that successful faculty
may excel through their disciplinary contributions, through
their work within the university (teaching, gﬁvernance and
program development), through their involvement beyond
academe, or through some combination of these endeavors.

Because the majority of today’s scholars grew up during
the expansionist era of higher education, they may have
subconsciously adopted the myth that professional achievement
is closely tied to research and specialization. 1If so, they
may be reluctant to invest toc much energy in service
commitments. To cultivate a replacement myth regarding
scholarly success, would require that faculty question their
existing beliefs, confront discrepancies between beliefs and
outcomes, and experiment (successfully) with new approaches.
Bowen and Schuster (1986) indicate that younger faculty
members, not yet secure in tenured slots, may shy away from
risks or controversies in their teaching and their research.
This reluctance to undertake tasks which are beyond the
commonly accepted definitions of faculty activity may account
for the fact that involvement in service appears to increase
over the years as faculty become more confident in fulfilling
their teaching and research responsibilities (Baldwin and

Blackburn, 1981:; Boyer, 199%0).
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Summary

Thus, although the period of extensive governmental and
societal investment of the 1950’s and 1960’s was relatively
short-lived and unique in the history of American educationi,
its impact on academic culture and faculty role éerception has
been dramatic. Rice arques that the residual myths or
fictions, while still powerful in the imagery they provide
within the academy, no longer adequately describe today’s
campus: "The structural conditions have changed but the
social fiction that defines success in the profession remains
intact" (Rice, 1986, p. 16). Thus, faculty who wish to
attempt new models of teaching may feel caught between the
image of what a professor ought to do or ought to be seen
doing versus the desire to construct new ways, more connected
ways of approaching teaching and learning. Service-learning
¢an provide a mechanism for connecting faculty with the larger
society and for enhancing societal perceptions of academic
productivity but the pioneers who attempt such pedagogical
innovations may feel caught between the accepted methodologies
and the excitement of moving beyond the established paradigms.

According to Lynton and Elman (1987) “the professorate
contains a substantial fraction of individuals who «can
anticipate another decade or more of active service. Thus, to

expand the mission of the university, the most immediate need
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is to help this group, as well as their younger colleagues, to
adapt to an expanding task" (p. 136). Universities,
functioning as the dominant social institutions for faculty,
will determine the role and the corresponding myths which will
achieve their purposes. As they do so, it will be useful to
consider the third assumption of Herzberg’s work, his Theory
of Motivation and Hygiene, which has been most often
replicated in other settings, sometimes without reference to
his beliefs about the importance or myths and culture. The
next section provides an outline of the basic elements of
Motivation-Hygiene Theory, followed by a review of the

relevant literature in higher education.
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Hergzberg on Motivation

The data for the development of Motivation-Hygiene Theory
was derived from Herzberg, Mausner, and Snyderman’s 1959 study
of 200 professionals in Pittsburgh’s industrial sector. Each
participant was asked to describe a particularly positive work
experience and, conversely, a particularly negative work
experience. The coded responses led to a classification
system the researchers labeled as ‘"dissatisfiers" or
"satisfiers" (p.72).

Herzberg related these two dimensions to the description
of human nature described above: dissatisfiers serve to
eliminate the pain or discomfort feared by man in the plane of
his animal/physical existence; satisfiers contribute to the
psychological growth required by his cognitive existence.
Dissatisfiers describe man’s relations to the context or
environment in which the job is done. Satisfiers describe
man’s relationship to the work itself.

Because "dissatisfier factors essentially describe the
environment and serve primarily to prevent job
dissatisfaction, while having little effect on positive job
attitudes, they have been named hygiene factors or maintenance
factors" (p.74). The term "satisfier" can be interchanged for
"motivator" since later findings from the same study indicate
that these conditions can effectively spur the worker to
greater or improved performance.

Herzberg’s assertion that these factors operate on

separate planes is critical to the understanding of the
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theory. The removal of dissatisfiers may make one 1ess
dissatisfied: it does not make one more satisfied.
Conversely, the loss of satisfiers/motivators may make one
less mectivated but it will not necessarily make one
dissatisfied, although it may increase the sensitivity to
unsatisfactory conditions. As might be expected, hygiene
drives (focused on external gratification) are cyclical and
short term: fulfillment of a physical need subsides and the
need resurfaces, once again creating a situation of
dissatisfaction. Herzberg (1966) describes the distinctions
between the two classifications:

It is clear why the hygiene factors fail to

provide for positive satisfactions: they do

not possess the characteristics necessary for

giving an individual a sense of growth. To

feel that one has grown depends on achievement

in tasks that have meaning to the individual,
and since the hygiene factors do not relate to

the task, they are powerless to give such
meaning to the individual. Growth is
dependent on some achievements, but

achievement regquires a task. The motivators
are task factors and thus are necessary for
growth; they provide the psychological
stinmulation by which the individual can be
activated toward his self-realization needs.

(p.78)
In the original Pittsburgh study, five factors emerged as

strong determinants of Jjob satisfaction: achievement,
recognition, responsibility, advancement, and the work itself.
Subsequent studies added "possibility of growth" as a
motivating factor. Herzberg and associates believed that
responsibility, advancement, and the nature of the work

itself, were the factors which accounted for long-term lasting
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changes in behavior. 1In similar studies conducted by other
researchers, achievement, recognition, and responsibility
emerged consistently while the factors related to "the work
itself" showed a possibility for interpretation as either a
satisfier or dissatisfier.

Five major dissatisfiers -~ maintenance items -- were
also identified in the Pittsburgh study: company policy and
administration, supervision, salary, interpersonal relations,
and working conditions. Later studies added the factors of
status, job security, and effect on personal life to the
dissatisfier roster.

Individuals might be disposed toward motivation responses
based on their constitution, learned responses or the dynamics
of the situation: "How frequent and how challenging the
growth opportunities must be [to motivate the individual] will
depend on the level of ability...of the individual, and
secondly, on his tolerance for delayed success" (Herzberg,
1966, p.82). Herzberg also asserts that "the lack of
‘motivators’ in jobs will increase the sensitivity of
employees to real or imagined bad job hygiene" (p.80). Thus,
while motivators and hygiene factors operate on distinct
planes, they are not entirely mutually exclusive. The
challenge for organizations seeking optimal levels of
performance is to strike the appropriate balance between the
two dimensions.

While the Motivation~Hygiene theory was based on

industrial research, it has been extensively used to explain
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faculty motivation in higher education. The following section
explores this literature and its implications for sexrvice-
learning.
PACULTY MOTIVATION

Herzberg asserted that motivated workers serve as role
models for other workers, enhancing the group’s level of
commitment to the task at hand. This commitment by motivated
individuals will contribute to the long term effectiveness and
productivity of the organization (Herzberg, 1966). In a
University setting, long-term effect is especially significant
when one considers the transmission of knowledge as a core
function of the acadeny. Universities are expected to
transmit not only esoteric or technological information, but
a love of learning. The following two gquotations from
Csikszentmihalyi (1982, p. 15-16; p. 18) frame the
relationship between teaching, learning and motivation:

Higher education succeeds or fails in terms of

motivation, not cognitive transfer of

information. ...Thus, an effective professor

is one who 1is intrinsically motivated to

learn, because it is he or she who will have

the best chance to educate others (pp.15-16).

The product of teaching is an intrinsically

motivated learner. A teacher has done his or

her job when the students enjoy learning and

look upon the activity as an end in itself,

rather than as a means to an external goal -~

a grade, a diploma, a job (p.18).

Although studies of faculty motivation have only been

undertaken in the last twenty years, researchers have

determined that, consistent with Herzberg’s theories, faculty
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are intrinsically motivated. Conversely, a number of external
factors related to faculty dissatisfaction have been
identified.

As might be expected according to Herzberg’s theory,
faculty satisfaction depends more on the intrinsic
characteristics of the work than on external motivators:

In the value system of faculty people, the intrinsic

rewards are of deep concern and the commitment to work

for its own sake is immense. {Bowen and Schuster, 1986,

p.113)

Intrinsic rewards are perceived as pleasurable
psychological states. (Bess, 1982, p.99)

Intrinsic motivation is based on the innate need to be
competent and self-determining. (Deci and Ryan, 1982,
p.28)

Studies conducted by Hackman‘ and Oldham {1973), Austin
and Gamson {(1983), and Eble and McKeachie (1985) on the
intrinsic motivation of faculty reveal three over-arching
conditions which enhance satisfaction: (1) perceived control
over their work, (2) perceived meaningfulness and purpose in
their work, and (3) a strong knowledge of the results of their
work. These three conditions can be used to assess faculty
involvement in service-learning.

Motivation and Control. A primary condition for faculty
satisfaction is the perception of their responsibility for the
outcomes of their efforts. Faculty want to feel in control of
their work environment and value the freedom and autonomy that
is characteristic of academic life. As Bess (1982) points

out, this cherished freedom affords faculty a perspective not

available to other professionals in the institution: "Faculty
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govern themselves through peer control and collegial norm
enforcement while staff wunits commonly are structured
bureaucratically and hierarchically" (Bess in Austin and
Gamson, p.13). Teaching, in particular, affords faculty
considerable freedom and autoncmy because professors are
usually able to determine the content and method of their
courses (Deci and Ryan, 1982). Although Bowen and Schuster
{1986) found some evidence that faculty autonomy may recently
have declined in the areas of faculty appointments, increased
emphasis on evaluation, and the administrative influence in
the curriculum, "no one suggested that the faculty member’s
traditional freedom in the classroom had been infringed upon
in any direct way" (p.145).

When one considers the nature of service-learning, issues
of autonomy and control become apparent. Although little
evidence exists to suggest administrative interference with
faculty who choose to integrate service and academic study,
effective service activities almost always require
collaboration with an outside agency. Conflicts about the
service agenda in the course may diminish the instructor’s
sense of control. Czikszentimihalyi (1982) cautions that
"efforts to improve teaching which result in a professor’s
attributing te an outside agency control over his or her
action will lead to the exact opposite outcome from the one
intended (that is, to inefficient education due to a loss of
a professor’s intrinsic motivation® (p.16). Furthermore, as

indicated in the discussion on active learning in Chapter Two,
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students are more likely to vary in their approach to the
service experience, thereby requiring faculty to teach in
response to student needs rather than according to a pre-set
syllabus.

Studies of the academic career path reveal an additional
dimension to the priority faculty place on professional
autonomy. Boyer (1990) reports that faculty under the age of
40 feel strain from the expectations to publish, teach and
serve on committees. It is therefore understandable that
research shows, "Faculty members appear to get more involved
in service activities as they become more comfortable with
their teaching responsibilities and less pressured by demands
for scholarship" (Baldwin and Blackburn, 1981 in Austin and
Gamson, p.22}.

Research by Cross (1990) revealed several patterns in
faculty perceptions by age. For example, faculty over 56 are
interested in a "kinder, gentler nation" and hold as their
essential teaching goals academic honesty, respect for others,
and a lifelong love of learning. On the other hand, faculty
under 36 are more concerned about developing analytic skills,
problem solving skills, demonstrable creativity. These shifts
in faculty priorities may ke related to what Seymor Sarason
calls the “"one life -- one career" phenomenon. That is,
because academics, much like clergy, choose their profession
for a lifetime, they may feel the need for periodic
adjustments to their focus in order to maintain an interest in

their work.
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In comparing survey responses by gender, Cross (1990)
found that women faculty tend to emphasize the development of
a sense of personal responsibility, respect for others of
difference backgrounds, listening skills, and the ability to
work collaboratively. In their researchA on faculty
development, Eble and McKeachie (1985) found that, "For the
most part, the responses of male and female respondents were
strikingly similar" (p.170). In the same study by Eble and
McKeachie, the greatest gender differences appeared among
assistant professors, the women favoring teaching and the men
favoring research.

Faculty choices with regard to service-learning also
appear to be related to the scholarly career path. Because
service initiatives may present more risks for success or
failure and may also lead to fewer scholarly publications
within an academic discipline, younger faculty may be more
reluctant to undertake such endeavors. In the study of
Michigan State University (MSU) faculty conducted by Arthur
{1991) faculty who had been at MSU 11-15 years indicated the
highest level of service involvement.

Arthur‘s research also revealed that faculty and staff
involvement at MSU seemed more closely tied to the
individual’s perceptions of the importance of service than to
institutional patterns or practices. This finding dovetails
with the second factor identified with faculty motivation, the

quality of the work experience itself.
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Motivation and A sense of Meaning. The second dominant
condition for faculty satisfaction is the perception that
their work has meaning and purpose. This feeling may be
reinforced by the ability to engage in stimulating
intellectual exchanges and positive relati&nships with
colleagues, to see the long-range view of projects, and to
have an adequate variety in the types of skills put to use.

Assessments about the meaning and purpose of faculty work
are inextricably linked to the values cherished by each
instructor. According to Bowen and Schuster (1986}, “In the
value system of faculty people, the intrinsic rewards are of
deep concern and the commitment to work for its own sake is
immense" (p.113). For some, service-learning may provide an
opportunity to act on personal values while fulfilling
professional responsibilities. Astin’s analysis of
involvement in service indicates that: "values seem to be at
the root of much of what happens in the area of volunteerisnm,
whether these be the values of the students, the faculty, or
the institution. Simply to promote volunteerism among
students is itself an expression of our values" (Astin, 1990,
p.290).

Some faculty may perceive that service-learning enhances
the meaning and purpose of the teaching experience. By
combining their pedagogical and service interests, faculty may
feel that their work assumes greater efficacy, enabling them
to really make a difference in the lives of their students and

the life of the community. The belief that service-learning
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is a worthwhile enterprise may be reinforced by student
enthusiasm for such projects. As indicated in the Chapter
Two, student interest in service-learning is very strong and
growing. Student appreciation for faculty who are willing to
undertake the challenges of community service may reinforce
faculty interest. Similarly, administrative support and the
availability of funding from outside sources may spur interest
from faculty colleagues, further expanding the network of
those utilizing service as a teaching strategy.

Motivation and a Knowledge of Results. The third
dimension of faculty motivation is the knowledge of the
results of faculty efforts. This condition depends upon the
ability to receive feedback which supports one’s self-esteenm
and feeling of competence. Such feedback often emerges from
satisfying relationships with students and colleagues.

McKeachie (1982) highlights the importance of feedback
and action by observing that, "Research evidence indicates
that when one encounters a discrepancy between one’s self-
theory and other evidence, there is motivation to do
something" (1982, p.11). However, such challenging feedback
nust be experienced in moderation for too great an attack on
self-confidence triggers discouragement. Not surprisingly,
Dec and Ryan (1982) found that

success and positive feedback lead to greater

intrinsic motivation; whereas failure and

negative feedback lead to decreased intrinsic

motivation...Success experiences and positive

feedback increase people’s perceived

competence at an activity, thereby increasing
their intrinsic motivation. Failure
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experiences and negative feedback decrease

perceived competence, thereby decreasing

intrinsic motivation (p.29).

Thus it is important to distinguish between feedback that
is intended to stimulate growth and that which is used to
threaten or manipulate. McKeachie (1982) found that
"Individuals who become anxious under the threat of evaluation
are likely to be less creative, more rigid, less effective in
solving problems, and to display more superficial, 1less
effective methods of learning and processing evaluation®
(p.-10). The inability to integrate feedback effectively may
result in faculty who become "stuck" in a career rut.
According to Austin and Gamson, "The stuck are likely to take
few risks, look to peer groups or outside the organization for
personal attachments to protect their self-esteem and express
dissatisfaction through griping and resistance to change"®
(p.24) .

If feedback is channeled more productively, mature
faculty may demonstrate an increased sense of institutional
loyalty. As their connection to the campus and surrounding
community deepens, faculty may cease to regard their current
position as merely a rung in the professional ladder and begin
to invest their energies in improving the home campus (Austin
and Gamson, 1983). Attempts to assess the real motivation of
faculty for becoming involved in service-learning will need to
distinguish between those who may use community service as a
means for avoiding research because they are "stuck" versus

those who integrate service as a means for enhancing their
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overall faculty performance.

When considering faculty involvement in service-learning,
one might suspect that the desire for positive feedback would
lead faculty to choose "safe" problems that can be brought to
closure in an article or lecture rather than tackling long-
standing community or social problems which are unlikely to
reach full resolution. Furthermore, as stated in Chapter Two,
experiential pedagogies have not yet gained full acceptance in
the academy which means that faculty who adopt service-
learning strategies may hear their colleagues questioning such
teaching methods.

Those who have recognized the importance of feedback in
promoting faculty satisfaction have called attention to the
reward structure in academic life. Professional and social
recognition appear to be pivotal factors for faculty,
sometimes increasing, sometimes decreasing intrinsic
motivation (Austin and Gamson, 1983). Successful reward
mechanisms appear to be tied to specific achievements which
reinforce feelings of success or competence. Rewards that are
not tied to intrinsic values may be counterproductive because
they meet only the short-term, physical needs identified by
Herzberg. Hence, the organization is continually forced to
"up the ante" to maintain the feeling of esteem (McKeachie,
1982; Cammann, 1982). Deci and Ryan (1982) cite various
studies which indicate that "monetary rewards, good player
awards, food rewards, threats of punishment, surveillance,

explicit competition and external evaluation of performance
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can all decrease intrinsic motivation® (p. 28). Mowday (1982)
asserts that such rewards replace internal controls with
external drivers:

wWhen rewards imply a high skill level or

reflect competence at a task (in other words,

convey positive information about  the

individual), they may be 1less 1likely to

threaten intrinsic motivation than when the

purpose of the rewards is primarily to control

behavior (Mowday, 1982, p.69).

Student reaction to faculty performance is yet another
contributing factor to the faculty’s sense of self-competency
and self-efficacy (McKeachie, 1982 and Bess 1982). For
example, "to the degree we can help faculty members become
more aware of student reactions and provide mechanisms such as
student ratings to give faculty members a sense of student
opinions which are useful for course improvement and for
judging students’ interest and motivation, we can contribute
to a faculty member’s increased sense that specific teaching
efforts are paying off" (McKeachie, 1982, p.11). Austin and
Gamson (1983) concluded that "The opportunity to work with
students is also a very important source of satisfaction®
(p-41).

Sunmary

The findings presented above reveal that the task for
those who wish to motivate faculty toward better teaching,
including teaching with a service component, "is to create
conditions where faculty see teaching as an opportunity for

effort and achievement, as a channel for productivity, and as

an avenue for experiencing meaningfulness and responsibility"
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(Bess, 1982, p.106). This challenge is not likely to be
met by any single uniform approach to faculty incentives. In
the book, Scholarship Reconsjidered Ernest Boyer (1990)
asserts:
what we propose, in short, is that faculty

expectations and related evaluatmn not only

be broadened but that they be jindividualized

and contipuous as well. If faculty are to

build on their strengths and contribute

constructively to the institutions where they

work, evaluation criteria must be tailored to

personal talents, as well as campus needs.

And it is especially important, we believe,

that the criteria used reflect changing

patterns of personal and professional growth

across a lifetime. Once again, diversity, not

uniformity is the key (pp.50-51).

Following Boyer’s advice would require that effective
instructional methods be validated through institu-
tionalization: "The question of the institutionalization of
the procedures of a new pedagogy is important. Our experience
has shown that the combination of strong administrative
support and the participation of imaginative, respected, and
institutionally secure faculty leaders is optimal" (Katz and
Henry, 1988,p. 5).

The three primary conditions for faculty satisfaction
presented in the preceding pages -~ autonomy and control,
meaning and purpose, and supportive feedback -- can be used as
a litmus test for efforts in service-~learning. Without these
conditions, the satisfaction of faculty who incorporate
service and academic study is likely to be significantly
diminished.

The final section of this chapter examines the research



102
on the factors which are most 1likely to cause faculty
dissatisfaction and the implications of these findings for
service-learning.
Blements of Paculty Diasatisfaction

As predicted by Herzberg’s theory, external factors
account for much of the dissatisfaction expressed by faculty.
Studies by Gmelch, Wike and Lovrich (1986) revealed five
causes of faculty stress: reward and recognition; tine
constraints; department influence; professional identity
{including one‘’s reputation as a scholar); and student
interaction.

While stress cannot always be linked to dissatisfaction,
other researchers have identified similar elements as
dissatisfiers in academic life. For some faculty, the
pressure to accomplish a wide range of many discrete tasks
adds the greatest strain (Austin and Gamson, 1983). Others
are concerned about the decreasing compensation provided for
faculty in tight economic times (Austin and Gamson, 1983;
Bowen and Schuster, 1986; McKeachie, 1982). Still others
worry about the shift in decision making from faculty to
administrative control and a more pronounced emphasis on
evaluation and outcomes (McKeachie, 1982) . Poor
administrative leadership and a perceived 1lack of
administrative support also contribute to dissatisfaction
(Aust in and Gamson, 1983).

The high degree of professional autonomy exhibited by the

faculty may indicate that eliminating dissatisfiers may be
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more important than creating motivators since faculty are
likely to reject attempts to manipulate their behavior (Deci
and Ryan, 1982). Lieberman and Connolly (1992} recommend
that institutions seeking to promote service-learning should
provide release time or financial support for such efforts;
provide training on methods for combining education and
action; assist faculty in identifying community needs
compatible with their scholarly interests; and provide
administrative support for coordinating the various tasks
associated with service assignments.
Summary

The literature reviewed in Chapter Two described the
programmatic and the philosophical dimensions of service-
learning. Faculty are likely to find that, as a program
model, service~learning will require more time, more attention
to details, and the coordination of many people and tasks ==
all factors which are identified as dissatisfiers in the
motivational literature. Although faculty may find
satisfaction in facing the various intellectual and ethical
challenges associated with service-learning, their
satisfaction may be tempered by the realization that the
outcomes of service activities are less easily controlled and
that outcomes of their efforts are more difficult to identify
than the outcomes measured by traditional teaching methods.

The literature indicates that the philosophical dimension
of service~learning has largely centered around the interest

of the academy, the nation or the society. Wwhile some schools
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have chosen to mandate such programs, the literature on
faculty motivation would lead one to believe that mandating
service courses will run contrary to the faculty’s desire to
control their work, especially their teaching, and might,
therefore, undermine rather than prompt faculty involvement.
The praise service-learning receives as a tool for
institutional advancement, for national security, or for
societal welfare, revolves around a host of external factors -
- factors extrinsic to what the faculty see as their primary
purpose.

If external factors appear to be of secondary importance,
does the literature reveal insight into the primary focus of
the faculty and which might serve as common ground for
efforts in service~learning? Indeed, the literature indicates
that the intrinsic motivation of the faculty is rooted in
their responsibilities as teachers.

According to Austin and Gamson (1983): "[I]t is clear
that the great majority of faculty members express a
preference for teaching"(p.20). In identifying learning as
the "single unifying process," '"the chief stock-n—trade" of
the professorate, Bowen and Schuster (1986) provide the clue
for the intersection between service-~learning faculty
involvement. An examination of the existing literature on
service~learning offers one dimension that intersects with the
literature on faculty motivation -~ the learning in service-
learning. In Chapter Two, evidence was presented which

documents that service-learning offers unique opportunities
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for faculty who wish to enhance their teaching and their
students’ learning, in terms of both specific, measurable
skills and broad philosophical dimensions.

However, the review of the literature on academi’c
culture, faculty role, faculty motivation, sat;isfaction and
dissatisfaction would seem to pose some challenges to those
who wish to undertake such efforts.

In designing the research component of this study, a
range of possible motivations was considered. For example, it
is possible that faculty motivation with regard to service
will mirror the findings in the literature on the motivations
of volunteers, showing prior involvement and altruism as
intrinsic motivations for faculty participation. However,
because no studies have yet been conducted to verify such
similarities, this study will treat such a relationship as
only one possible source of faculty interest. The study will
alsoc examine the factors outlined as primary considerations of
faculty motivation. Do faculty engaged in service-learning
maintain a2 sense of control in such endeavors? Do they believe
that their work has meaning and purpose? Do they derive a
sense of achievement from the outcomes of their efforts?
Respondents were also asked to identify factors which posed a
barrier to their efforts in service-learning, allowing us to
examine the sources of dissatisfaction that might inhibit such
initiatives, Chapter 4 will next provide a list of these
guestions and will outline the methodology used to collect and

analyze the data.



CHAPTER 4
METHODOLOGY

Primary Research Questions
This study was designed to address three central

questions:

1. What are the arguments and incentives offered by the
advocates of service-~learning in attempting to motivate
faculty involvement in service-learning?

2. What are the motivations, satisfactions and
dissatisfactions of the faculty who have utilized
service-learning strategies in their courses?

3. Are the arguments advanced in support of service-learning
consistent with the motivational factors identified by
faculty who are teaching service-learning courses?

Answering these three questions first required a review of the

existing literature on the incentives offered in support of

service-learning (Chapter Two) and a review of the incentives
and disincentives of faculty to engage in service-learning

(Chapter 3). The next stage of the research required the

identification of faculty who utilize service~learning; and

the collection of data regarding the motivations,
satisfactions, and dissatisfactions of those faculty members.

This chapter will outline the specific research
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questions, derived from the literature, which were
subsequently incorporated into the faculty survey instrument.
It will also describe the methods used for data collection and
data analysis, and discuss the limitations of the study.
General Approach

The Use of a Quantitative Approach. The initial intent
of the researcher was to use gqualitative methods to understand
and describe the motivations of faculty engaged in service-
learning. However, the dearth of information on faculty
participation in service initiatives posed an immediate
problem: Since no one knew the number of service courses
and/or service-~learning faculty in any given institution, much
less at the state-wide level, identifying appropriate subjects
for interviews or observation would have relied purely on
guess~work or hearsay. The need for baseline, guantifiable
data about the nature and extent of faculty involvement in
service~learning quickly became evident. Therefore, a
quantitative approach was adopted for this study.

A preliminary survey of all Michigan colleges and
universities was conducted in order to identify appropriate
faculty for the study. Subsequently, a questionnaire was
designed to address the theoretical issues identified for this
study. It was distributed to faculty who were identified as
having incorporated service into their academic courses.

The responses to this gquestionnaire yielded extensive
data about the practices and perceptions of faculty who

utilize service-learning. Most of the data are categorical or
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ordinal in nature, but, in a few instances, interval
descriptors were obtained. The statistical techniques used to
describe the data have been selected to best answer the
research questions and to correspond to the type of data
provided. 1In addition to frequency distributions, an analysis
of variance was conducted to determine whether responses to a
series of items varied significantly from each other. W#hen
appropriate, paired t-tests were subsequently used to
deterniine if the mean scores of particular items differed
significantly from each other (Borg and Gall, p.427). The
Chi-sgquare test, a nonparametric statistical test, was used to
determine if a relationship between two sets of responses
existed. In cases where the chi-square indicated a
relationship, tables are provided to explain the nature of the
association. Unless otherwise indicated, all relationships
have been calculated at the .05 level of significance.
gsatting and Scope of the 8tudy. This study focused on faculty
members in Michigan colleges and universities. The decision
to utilize Michigan was based on the location of the
researcher and was also based on the financial and
administrative support received for this project from the
Michigan Campus Compact (MCC), a coalition of colleges and
universities dedicated to encouraging a spirit of service on
Michigan campuses. The Curriculum Development Committee of
MCC authorized and funded the data collection.

Target institutions were those listed for Michigan in the

1993 Higher Educatjon Directory (pp.163-173). A preliminary
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survey of the 88 major colleges and universities listed in the
directory was conducted in January of 1993 (Appendix A, Item
1) . Personalized letters were sent to presidents, acadenic
administrators, and service-coordinators, asking their
assistance in identifying faculty who were utilizing service
as a component of an academic course (Appendix A, Item 2).
Twenty-six (26) institutions, 14 of which were members of
MCC, responded to this initial mailing (Appendix A, Item 3).
This yielded a total of 250 faculty names which would comprise
the population for the faculty survey.
Design of the Survey Instrument. Questions for inclusion in
the survey were derived from the literature reviews on
service~learning and faculty motivation. A copy of the survey
instrument is provided in Appendix A, Item 4.
The specific research questions are described in the following
section. They correspond to the major topic areas addressed
in the literature reviews in Chapter 2 and 3.
The research questions have been organized in six major
categories:
(1) The Service Dimension of Faculty Involvement
(2) The Learning Dimension of Faculty Involvement
(3) Service-Learning within the Academic Culture
{(4) Service-learning within the Faculty Role
{5) The Intrinsic Motivation of Faculty in Service-~Learning:
(a) Responsibility, Freedom and Control
(b} Meaningfulness and Purpose in the Work Experience
(c) Results, Relationships, Feedback and Rewards
(6) Barriers to Faculty Involvement: Dissatisfiers in
Service-Learning

For each categcry, the corresponding citation in the

literature review is provided for ease of reference.
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Likewise, for each research question, the number of the
relevant survey gquestion is provided in parenth=zses. The
seven-page survey included not only questions related to
faculty motivation but also to the characteristics of service-
learning courses.

Prior to distribution, a pilot-test of the survey
instrument was conducted with six faculty members representing
four institutional types (private, public, community, and
research institutions). Their responses were used to further
refine the instrument. Although the survey instrument
included questions on course design and composition, only
responses related to the questions on faculty motivation and
involvement in service~learning are reported in this study.
Research Questions
The Bervice Dimension of Faculty Involvement. The service~
learning literature reviewed in Chapter 2 describes the nature
of volunteerism and outlines the arquments used to support
service~learning. This literature suggests that faculty may
be motivated *o become involved in service-learning for the
following reasons: (a) they have previously been involved in
service activities (p.30): (b) they hold altruistic ideals
{(p.33-34}); (c) they are encouraged to do so by administrators
(p.36-37): (d) they believe service~learning will their own
institution or higher education in general (p.42): (e} they
believe service-learning will enhance civic involvement
(p-45); (£f) they believe service-learning will enrich the

society (p.49). These hypotheses lead to the formulation of
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the following research questions:

1. Do faculty who utilized service-learning identify prior
and/or current involvement as a strong motivator for
their efforts? (Q. 40, 41, 42, 43, 44)

2. Do faculty who utiliszed service~learning identify
altruistic ideals as & strong motivator for their
efforta? (Q. 46, 47, 48)

3. Do faculty who utilized service-learning derive support
or encouragement from administrators? (Q. 31, 32, 33)

4. Do faculty who utiliged service-learning believe their
efforts contribute to advancement of their institution?
(Q. 37-H,37-0, 62).

5. Do faculty who utilized service-learning identify civic
education and civic involvement as strong motivators for
their efforts? (Q. 49, 50)

6. Do faculty who utilized service-learning identify social
values such as developing moral character, fostering
comnunity, and enhancing multi-cultural understanding as

strong motivators for their efforts? (Q. 51, 53, 55)

The Learning Dimension of Faculty Involvement in Service-
Learning. As noted in Chapter Two, the learning derived from
a service experience has been recognized by several
pedagogical traditions (p.50). These traditions share a
commitment to the value of experience, critical-thinking,
connectedness, and life-long learning. Given that faculty

have almost exclusive contrel over the curriculum and that
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most faculty see teaching as their primary responsibility, it

was appropriate to ask a series of questions about the extent

to which faculty chose to utilize service-learning as a

pedagogical tool:

7. Do faculty who utilised service~learning express a strong
commitment to the teaching function? (Q. 37-L)

8. Do faculty who wutiligzsed service-learning identify
pedagogical concerns as strong motivators for their
efforts? (Q. 56, 57, 58, 59, 61)

9. Do faculty who utilized service-learning believe that it
should be incorporated into the curriculun as a
graduation requirement? (Q. 37=R)

10. Do faculty who utilized service-learning identify
pedagogical difficulties with regard te such afforts? (Q.
70-H, 70-P)

S8ervice~-Learning Within the Academic cCulture. Herzberg
maintained that understanding motivation is dependent upon the
understanding of the dominant culture of the individual
(p.76). Educational researchers have identified two major
components of academic life: the disciplinary culture and the
institutional culture. Faculty who choose to incorporate
service~learning do so in the context of an acaderic
discipline and within the constraints of their college or
university. Therefore, the following research questions are
appropriate:

11. What is the relationship betveen academic discipline and
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faculty participation in sarvice~learning? (Q. 37-D, 37-
K, 76)
12. What is the relationship between institutional culture
and faculty participation in service~learning? (Q. 1, 2,

29, 37-A, 37-B, 37-C, 37-B, 37-F, 37-Q)

Service-Learning wWithin the Paculty Rolas. Faculty orient
their professional roles around factors such as: the priority
given to teaching or research, the importance of peer review,
the desire to influence events, and the achievement of
academic rewards and recognition (p.83). Considering these
dimensions of the faculty role with regard to service-learning
leads to the following research questions:

13. 1Is service-learning perceived as a component of scholarly

research? (Q. 317-K, 69)
14. Do faculty wvho utilized service-learning believe that it

is considered positively in promotion/tenure decisions?

(Q. 37-Q)

The Intrinsic Motivation of PFaculty in 8Service-Learning:
Responsibility, Preedom and Control. Herzberg maintains that
motivators (satisfiers) contribute to psychological growth.
Research on faculty reveals a strong intrinsic orientation
with three important dimensions. The first of these centers
on the faculty perception that they control their work and the
work product. Academic freedom and autonomy are cherished

{(p.9%). This freedom has been linked to the gender, and
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academic rank -- aspects of the faculty career which affect

one’s ability to control one’s own agenda (p.96). Research

questions regarding this dimension of faculty motivation thus

include:

15. Were faculty who utilized service-learning required to do
80?7 {Q. 63, 64)

16. Were faculty who utilized service-learning free to
develop the course(s) as they falt was appropriate? (Q.
28, 37-G, 70-B)

17. What is the relationship between gender and involvement
in service-learning? (Q. 72}

18. What is the relationship between academic rank and

involvenent in service-learaning? (Q. 71)

The Intrinsic Motivation of PFaculty in Bervice-Learning:
Meaningfulness and Purpose in the Work Exparience.

The second dimension of the intrinsic motivation of
faculty relates to the sense of meaningfulness and purpose
gained from their work ({p.98). Research questions related to
the meaningfulness of service-learning for the faculty
include:

19. Do faculty who utilized service-learning gain a sense of

purpose and achjevement from their efforts? (Q. 21, 22,

37-M, 37-P)

The Intrinsic Motivation of PFaculty in Bervice-Learning:

Results, Feedback and Quality Relationships. The third



http:utili.ed

115
dimension of faculty motivation rests upon a knowledge of
results of their work. Often faculty perceptions in this area
depend upon the feedback they receive from others and the
quality of their informal relationships with colleagques ana
with students (p.%9). Research gquestions reléted to this
dimension of faculty motivation thus include:
20. Do faculty who utilized service~learning identify student
relationships as a strong motivator for their efforts?
(Q. 45)
21. Do faculty who utilized service-learning receive rewards
or recognition for their efforts? (Q. 36)
22, What are the perceptions of faculty who utilize service~
learning with regard to the support they received from
faculty colleagues, students and the community, for their

efforts? (Qt 30’ 3‘; 35’ 37-3' 37"\7')

Barriers to Paculty Involvement: Dissatisfiers in Bervice-
Learning. Herzberg maintains that factors from the external
environment may contribute to a sense of dissatisfaction with
the work experience (p.105). For faculty, dissatisfaction can
arise from perceptions of inadequate compensation or
resources, discouraging administrative policies, lack of
support, and the dispersal of energy across numerous tasks.
Research duestions related to faculty dissatisfaction in
service-~learning would include:

23. Do faculty who utiligse service~learning perceive that

adequate compensation and support are givem to such
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efforts? (Q. 23, 24, 25, 26, 27, 70-E, 70-L)

24. Do faculty who utilised service-learning perceive
administrative policies as a barrier to their efforts?
{(Q. 70~I)

25. Do faculty who utilized service-learning pércoivo a lack
of support for their efforts (Q. 70-P, 70~N)

26. Do faculty who utilized service-learning identify issues
of time and task as barriers to their efforts? (Q. 37-I,
70«C, 70~J, 70-0)

27. Do faculty vho utilised service-learning identify
pedagogical concerns to be barriers to service-learning

(Qo 7°G’ ?0*0)

Data Collection

In April of 1993 the survey instrument was mailed to the
250 faculty previously identified on each campus. Each person
received four enclosures: (1) the survey (Appendix A, Item 4);
(2) a personalized letter explaining the nature and purpose of
the survey (Appendix A, Item 5); (3) a return postcard which
indicated a willingness to participate in the faculty network,
follow-up studies, or to receive a copy of the survey results
(Appendix A, Item 6); and (4) a postage-paid return envelope.

Confidentiality of the responses was assured for all
respondents and only the primary researcher could link the
coded data to the respondent. Approval for this study was
granted by the Michigan State University Committee on Research

Involving Human Subjects under the heading of Study #93-065.
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A postcard reminder was sent to prospective respondents
ten days after the initial mailing. A second mailing to those
who had not yet responded was sent in May, 1993.

Presidents and service-coordinators were sent a letter
(Appendix A, Item 7) alerting them to the distribution of the
survey.

Data Analysis

Each item on the questionnaire was coded by the
researcher and the corresponding response was assigned a
numerical value. The coded values were entered into an ASCII
file and subsequently analyzed by wusing the Minitab
statistical software package.

Limitations of the Study

Although the baseline data gathered in this study has
provided useful information on the practices and priorities of
faculty who utilize service-~learning in Michigan, several
limitations must be recognized in the interpretation of this
data. As Conrad and Hedin (1987) discovered:

The analysis of community service programs

presents unique problems to researchers,

problems that go beyond the usual assortment

of methodological snares. The fundamental

difficulty is that service is not a single,

easily identifiable activity like taking notes

at a lecture. (p.746)

These methodological issues may be categorized as problems of
definition, problems of emphasis and motivation, problems of

perspective, and problems of context. Each of these

categories is discussed in the following section.
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Problems of Definition. This study adopted the most
widely used definition of service-learning, the definition
endorsed by the two major national organizations (NSEE and
Campus Compact) which support such endeavors:

Service-learning represents a particular form

of experiential education, one that emphasizes

for students the accomplishment of tasks which

meet human needs in combination with conscious

educational growth.

Yet the problem of defining service-—learning posed a major
difficulty from the outset of the study.

It should be remembered that virtually no information
regarding the number or names of faculty engaged in service-
learning was available when this study began. Although staff
and members of the Curriculum Development Committee of the
Michigan Campus Compact could identify a handful of
individuals who had applied for mini-grants to support
service-learning, it was impossible ¢to tell whether that
number represented <the total number of Michigan faculty
engaged in service-learning or a relatively small fraction of
the whole.

Therefore, the first step in conducting this research was
to identify possible subjects. Contact was made with service-
learning coordinators, academic affairs officers, and
presidents at each institution throughout the state. In some
cases, staff members were able to readily identify faculty
engaged in these efforts, but, for the most part, their

responses made it clear that service-coordinators could not
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identify, with certainty, who was engaged in service-learning
nor could they identify the courses which included a service
component. For example, one institution, which does not have
an office for service~learning, provided the names of faculty
teaching courses with a clinical component, identifying 66 of
the 250 faculty included in tne study. In contrast, a much
larger institution, which has an established clearinghouse for
service~-learning which works with faculty, identified 17
individuals whose courses were more service than clinical in
their orientation.

The researcher made the determination that, given the
lack of information of faculty involved in service-learning,
it was better to include all those identified as subjects for
the study, even though there was some expectation that this
decision would yield a larger N for the total population and,
possibly, a lower response rate.'l

A total of 163 responses were received, 130 which were
usable for purposes of this study. 0f the total 163
responses, 18 were from individuals who explained why they
were returning the survey uncompleted. As indicated in
Appendix A, Item 8, most felt that their courses did not fit

the definition of service-learning.

'To account for the possibility that a large response rate

from one institution might have skewed the data, the statistical
analyses described in Chapter 5 were conducted twice: once with
the large cohort from the institution which provided 66 names,

and once without. No significant difference emerged between

these two statistical analyses. We may therefore conclude that

the survey results were not skewed by the inclusion of that
institution.
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The final response rate of 52 percent is consistent with
other faculty studies. 1In their work on faculty development,
Eble and McKeachie (1985, pp.164,186) found "50 to 70 percent
returns usual in the study of faculty members® and "typical
return rates for studies of this type are less than 60
percent."

More important than the technical difficulties
surrounding the identification of subjects, is the recognition
of a disjuncture between the activities of faculty and the
awareness of staff. Because faculty determine the content and
structure of their courses without dgreat fanfare and
publicity, it may not be surprising that staff are unaware of
the variety of ways service is already being incorporated into
the curriculum. A common refrain among service practitioners
is, "We need to get more faculty involved in service-
learning." Yet the difficulty in identifying subjects for
this research would lead one to wonder if the refrain would be
more accurately phrased, "We are not sure how many faculty are
incorporating service into their courses, but we believe more
of them ought to do it."

Problems of Emphasis and Motivation. Faculty motivation
with regard to service~learning is the focal point of this
study. In fact, whether a faculty member even uses the label
of "gervice-learning" appears to hinge on the faculty member’s
motivation for teaching such a course. Consider, for example,
these comments made by two respondents in teacher education:

Respondent 1: I’m not sure my course qualifies
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for your survey. An on-going historical
problem with courses concerned with the
diagnosis/ correction of reading problems
involves emphasis =~ (teacher training vs.
service to the community). Wwhile a strong
service component exists in my course the
over-riding emphasis is upon training.

Respondent 2: As I look at the problems of
society, especially children, I can’t help but
think about the power of service-learning. If
conceptualized correctly it gives one (the
learner)} the power over learning and to some
degree problem solution. It could give
students a reason to stay in school. It
should be a point of meaning for participants.
As a type of experiential learning pedagogy,
it is a powerful model. However, it requires
the teacher to re-conce i er/his ro

and in fact the fupction of formal schooling.

The same contrast in perspectives emerged from two respondents
-= from the same institution! =~ in nursing:

Respondent 1: Nursing courses always I:xaye a

service-learning component {clinical

practice) ...

Respondent 2: I have a very difficult time

relating to your term "service." I don’t view

nursing clinicals associated with cne’s course

as a service component ...

These comments illustrate a definitional difficulty which
defies simple solution. Even if the definition were precise
and the course syllabi identical (as might be the case with
the nursing clinicals), differences would still exist between
the perspectives of the faculty members because some are
motivated by a clinical orientation and others are motivated
by a desire to incorporate service. These differences in
interpretation affect whether a faculty member would include

himself/herself in the cadre of faculty who utilize service-

learning.



122

Problems of Perspactive. This study focuses only on
faculty who have incorporated service in academic study. The
central question remains, "What are the motivations,
satisfactions and dissatisfactions of the faculty who have
utilized service-learning strategies in their courses?".
Thus, this study does not reveal if these satisfactions and
dissatisfactions would be different among faculty who do not
incorporate service into their courses. Nor is it possible to
determine with certainty why 87 faculty did not respond to the
survey.

Because the data on faculty involvement in this area is
so limited and the interest is great, some may try to
interpret the findings of this study as "factors which would
encourage faculty participation in service-learning." The
study was not designed to provide such information.
Furthermore, although those data do provide patterns of
faculty involvement in service-learning, one must bear in mind
the caution that correlation does not equal causation.

Problems of Context. This survey was long (7 pages or
183 bits of data per survey) vyet it was impossible to
incorporate every question that might have been instructive,
The existing literature was used as base for designing the
questionnaire, so gaps in the literature on faculty motivation
are likely to result in gaps in the survey. For example, the
literature on faculty life does not reveal a relationship
between motivation and the undergraduate training of the

faculty (small school vs. large school, academic discipline),
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and a corresponding gap could be noted in the survay.
Furthermore, the survey focuses on faculty perceptions
regarding service-learning and does not egquate these
perceptions to any objective measurement. That is, faculty
may respond affirmatively to Q. 37-M ("The activities of this
course met -- or partially met -- a community need") but there
is no corresponding data which documents that such a need
existed or that it was actually met.

Yet another consideration related to perspective is that
faculty were asked to identify the factors which initially
motivated them to incorporate service in their classes. Yet
the results of the survey shcw that many respondents have been
using service-learning for at least four ternms. Their
responses may now actually be based on their subseguent
experiences with service-learning, in reflection, rather than
their initial motivations.

Despite these limitations, the survey responses provide
a wealth of information regarding the motivations and
experiences of faculty who have attempted to integrate service
and academic study. While the study does not answer all
questions we might have about faculty involvement in service-
learning, it has provided new and useful data which can be
used as a base for further investigations. The next chapter
will present the results of the survey, according to the

specific research questions previously listed.



Chapter S
Data Analysis

Introduction

Who utilizes service-learning in their «courses in
Michigan? How do they describe their experiences with this
method? Are they inclined to continue and/or expand their
involvement in the future? To answer these questions, this
chapter analyzes the responses to the survey of Michigan
faculty who utilized service~learning in their courses in
1992. In the first section, the basic demographic data
describing the respondents are presented according to
institutional type, professional orientation, and personal
characteristics. In the second section, data are provided for
answering questions about faculty satisfaction and motivation.
These results are organized according to the major research
questions presented in Chapter 4:
(1) The service dimensions of faculty involvement
(2) The learning dimension of faculty involvement
(3) Service-learning within the academic culture
(4) Service-learning within the faculty role
(5) The intrinsic motivation and the satisfiers of faculty in

service-learning

(6) Barriers to faculty involvement: dissatisfiers in
service-learning.
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bemographic Information

Institutional Profile. The preliminary survey which
invited participation in the study was distributed to 88 major
colleges and universities in Michigan. A -total of 23
institutions provided names and addresses of faculty for the
faculty survey. Of these institutions, eight were small,
private, liberal arts colleges; six were mid-size public
universities; 3 were research universities; 3 were community
colleges; 2 were law schools; and one was a theological
seminary. Appendix B, Table 1, provides a 1listing of
participating institutions, the number of possible respondents
identified, and the number of faculty who responded. Of the
23 responding institutions, 14 were members of the Michigan
Campus Compact (MCC): ¢ were not.

Professional Profile of Respondents. The twenty-three
institutions described above provided names and/or titles for
250 faculty members. Surveys were sent to all 250 individuals
identified. A total of 163 (65.2%) surveys were returned, 130
of which yielded quantifiable results for the purpose of this
study. Because not every respondent answered every gquestion,
the "n" may differ from question to question.

This response rate is compatible with the findings of
Eble and McKeachie (1985) who found "50 to 70 percent returns
usual in the study of faculty members" (p.164). They further
report that "... typical return rates [on surveys of faculty

perceptions] are less than 60 percent" (p.186). However, it
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is worth noting that despite the length of survey, all
respondents completed the form in some way; i.e., they may
have skipped certain questions but no one simply started and
did not finish the survey. ‘

Of the 33 faculty who returned their surveyé but who were
not included in the survey, 20 indicated, by phone or letter,
that they believed they had been mis-identified, i.e., they
did not utilize service-learning in their courses. (See
Limitations of the Study in Chapter Four for a further
discussion of non-respondents.)

In addition to the cover letter and survey, each faculty
member received a return postcard. The postcard provided
options for further involvement in the study: participating in
the faculty network being formed through the Michigan Campus
Compact; participating in follow-up interviews; or receiving
a follow-up report of the study when completed. Sixty-nine
faculty indicated that they were willing to participate in the
MCC faculty network. Sixty-six Ffaculty indicated a
willingness to participate in follow~up interviews, and
eighty-two requested the results of the study. Twenty-five
provided course syllabi, course descriptions, or related
articles with the survey response.

Respondents were almost evenly divided between four-year
public institutions (47.2%) and four-year private institutions
(46.4%) (which included the 1law schools and theological
seminary), with the remainder (6.4%) coming from two-year

Public institutions. Respondents represented 44 disciplinary
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areas, with the highest concentration (23%) in education-
related fields:; see Appendix B, Table 2.

Service-learning faculty were relatively well-established
in their institutions. More than a quarter were full
professors and 41.4% were tenured. Most respondents (74.2%)
had been teaching (at some level) for ten or nmore years.
Nearly all respondents (98.4%) held a graduate degree and the
majority (58.3%) held the Ph.D.

There was evidence of a relatively strong commitment to
the integration of service and academic study over time.
Fewer than 10% of the respondents reported having utilized
service-learning only once; a substantial majority (63%)
indicated that they had utilized service-learning in their
course four or more times.

Personal Profile of Respondents. Consistent with the general
demographic profile of faculty (Bowen and Schuster, 1985), a
majority of the faculty identified in this study are male
(531.5%) and the vast majority (88.8%) are white. Most (79.7%)
are over the age of 40. As might be expected, a chi-square
analysis revealed a relationship between gender and three
other demographic features: age, academic degree, and academic

rank, as shown in Tables 1, 2, and 3:
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Gender Age: Aget Age: Aget Total
Under 30 30-40 4150 51 +
Malas 0.8% 3.9% 22.8% 26.0% 54.3%
{1} {5) {29) (33) 189)
Femnles 0% 15.0% 18.9% 11.8% 45.7%
(0) {19) {24) (1%) (58)
e —— —
rable 21 Gender x Academic Degree (H=127) -
Gender Ph.D. J.D. ED.D. M.A. or Other Total
M.S5.
Males 45.4% 1.6% 4.7% 12.6% os 54.3%
(43) (2) () (16) {0) (69)
Females 22.8% 2.4% 0.8% 18.1% 1.6% 45.7%
{29) {3) (1) (23) (2) {58)
e ——
Table 3: Gender x Academic Rank {N=127})
Academic Rank Males Females Total
Academic Staff 1.6% 0y 1.6%
(2) (0) 2)
Instructor 1.6% 8.7% 10.2%
{2) (11) (13)
Assistant Prof.: 7.1% 13.4% 20.4%
Tenure Track {9) (17) (26)
Asaistant Prof.: 3.1% 3.1% 6.2%
Nop-~Tenure Track (4) (4} {8)
Associate Prof.: 11.0% 7.1% 18.1%
Tenured {14) (%) (23)
Associate 2.4% 0.8% 3. 18
Prof: Tenure (3) (1) {4)
Track/Not Tenured
Associate Prof.: 0% 2.4% 2.4%
Non-~tenure Track {0} (3 {3)
Full Prof: Tenured 17.3% 5.5% 22.8%
(22) (7} {29}
Full Prof.: Tenure- 7.9% 1.6% 9.4%
track/ Not Tenured (10) {2) (12)
Full Prof.: Non- 0.8% 0% 0%
tenure Track (1) (0) (0)
Other 0.8% 3.9 4.7%
(1) {5) (6)
Total 53.5% 46.5% 100%
(68) (59) (127
L e e — e — —— ———
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As illustrated by Tables 1 -- 3, male respondents were
older, held more advanced academic degrees, and held higher
academic rank than female respondents.
General Responses: Faculty Satisfaction and Motivation

Taken in their totality, two dominant conclusions can be
drawn from the survey responses: (1) The majority of faculty
respondents were satisfied with their experience in service-
learning, and (2) There were significant differences with
regard to motivations among the faculty who chose to use
service-learning. While these two findings do not, by
themselves, address the specific research questions set forth
in Chapter Four, they do provide a context for understanding
related responses. Therefore, before analyzing particular
subsets of the data, it will be useful to examine the general
responses regarding satisfaction and motivation.
Satisfaction. As previously noted, most respondents indicated
that they had used service-learning in their course four or
more times. Based on this response, one would expect that
most respondents would indicate a high degree of satisfaction
with their service initiatives. In fact, this was the case.
Over 96% of respondents (96.1%) reported that they were "very
satisfied" or "satisfied" with the overall effectiveness of
the course. Not surprisingly, a chi-square analysis revealed
a statistical correlation between the satisfaction of
respondents and their intention to continue the use of
service-learning. Ninety-two percent (92.2%) of respondents

planned to retain a service component in their course;
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slightly over half (50.2%) intend to expand service activities
into other courses.

A significant correlation also existed between the high
degree of satisfaction among respondents and their perceptions
of support and recognition. (See Appendix B, Table 3 for the
chi-square values). In general, the higher the perception of
the support received for service-~learning from faculty
colleagues, the President, the students and the community, the
greater was the respondent’s degree of satisfaction with
service~learning.

The relationship between satisfaction and the recognition

received for service~learning is described in Table 4:

Table 4: Sources of Recogpition x Satisfaction with the Overall Effectiveness
of the Course. (VS=Very Satisfiad; S= Satisfied; U= Uncertain; D=
Dissatisfiad; VD= Very Dissatisfied.) W = 113

ﬂ Statement vs s U D vD
No recognition received for 20.4% 22.1% 1.8% 0% 0%
service-learning {23) {25) {2) {9 (0)
Received recognition from 23.9% 3.7% 0% 1.8% 4.9%
atudents {27 {11) 0 (1) (2)
Received recognition from 17.7% 4.4% 0% 0.9% 0.9%
faculty {20) {5) {0} {1) 1)
Received recognition from 11.5% 0.9% 0% 0% (1]
state/national organization {13) (1) (0} {0) {0)
Received recognition from 17.7% 2.7% 11 0.9% 0.9%
community agency {20} {3) {0) {1) (1)

e

Although Table 4 shows that recognition is related to
satisfaction, the relationship is not strong; e.q, 42.5% of
the respondents who indicated that they received no
recognition for service-learning, nonetheless indicated that

they were very satisfied or satisfied with the course. It is
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important to note that no statistical correlation was found
between the satisfaction reported by faculty respondents and
the degree of recognition by administrators.

Given the high overall rate of satisfaction, one might
assune that the responses of those who were satisfied (or very
satisfied) would be idantical to those of the total
population. However, the chi-square analysis revealed five
items for which the responses of those who were satisfied or
very satisfied indicated stronger agreement than the responses
of the total population (Q. 37, H, K, N, 0, P). First, those
who were satisfied were more likely to see service-learning as
a component of their scholarly research. In fact, 81.6% of
those who had produced scholarly work or who were in the
process of producing work through their service-learning
ventures were very satisfied or satisfied with their courses.
Second, satisfied respondents were more certain that student
had gained professional skills through participation in this
course. Third, faculty who were satisfied felt more strongly
that they had been able to develop a good working relationship
with the community agency involved and that the image and
reputations of the institution had been enhanced by their
efforts. Finally, those who were satisfied with their service-
learning experience were more likely to report that their
goals for the course had been achieved. As stated in Chapter
Three, faculty motivation is closely tied to the faculty'’s
sense of meaning and purpose. Each of the five items

presented above provides an example of the faculty’s
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perception that their efforts had significance with specific,
identifiable results.

Motivation. The survey questionnaire listed 24 factors which
had been identified as possible motivations for adopting
service~learning techniques (Questions 40-64). Respondents
were asked to use a Likert scale to indicate the degree to
which each factor influenced or motivated them to incorporate
a service component in their coursework. Table 5 presents the

results for Items 40 -- 64.°7

2An analysis-of-variance test indicated that significant
differences did exist in the strength of the responses, based on a
comparison of the means There were no significant outliers. A
figure illustrating the anova result with corresponding influence
items is presented in Table 4 of Appendix B. A visual examination
of the figure shows that the desire to enhance the relevance of
course material and other pedagogical items have the strongest mean
scores. Because the Omnibus F Score was 23.04, with a p-value of
0, it was possible to advance the comparison of items by use of the
paired T-test. Table 5 of Appendix B provides the T-score, the p-
value (at the .05 level), and the degrees of freedom, for each
comparison that showed statistical significance. The null
hypothesis for the test was that the mean scores would be equal.
(Note, smaller means indicate stronger response averages. A
numerical score of 1 corresponds to responses in the "strongly
influenced my decision" category: 2 to "moderately influenced my
decision®; 3 to "little influence in my decision®; 4 to "no
influence™; and 5 to "not applicable to my experience").
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Table 53 Pactors Influencing the Use of Service in the Course. Prequancy
Distribution and Mean Scores Response. (SIsStrongly Influenced; Wi=Moderately
Influenced; LI=Little Influence; Wis=Sic Influence; MA=tiot Applicable. Mean Scores
1 m su'ongly Influenced; 4 = No Influemnce.

——
Statement SI MX LI NI NA Mean
40. I am currently involved 40.8% | 30.4% | 12.0% 9.6% 7.2% | 2.12
in community organization(s) {(51) (38) | (195) (12) (9)
and/or in community service.
N=125
41. In my yovth sarvice was 24.8% | 28.0% | 20.0% | 18.40 8.8% | 2.58
an important aspect of my (31} (35) (25) (23) (11)
family life. N=12§
42. Today, service is an 23.0% | 45.1% | 15.6% | 10.7% 0.8% | 2.31

important aspect of my family (28) (55) (1%) (13) (7)
life, N=122

43. I was involved in service 21.8% | 23.4% 17.7% | 25.08 | 12.1% | 2.82

during high school. N=124 (27) (29) (22) (31) (15)

44. I was involved in servics 23.4% 1 29.8% | 13.78 ] 21.08 | 12.18% | 2.69
during college. N=124 (29) (37) (17) (26} {15)

45. I enjoy working with 50.0% | 33.1s 7.3% 6.5% 3.2% | 1.79
students in co-curricular {62) (41) {9) (8) (4)
settings. N=124

46. Service is an important 45.2% | 29.0% 7.3% | 8O.6% | 10.5% | 2.10
component of my personal {56) (36) ("N {10} {(13)
faith., N=124

47. Service enables me to - 48.8% | 28.8¢ | 14.4% 1.6% 6.4% | 1.88
effect social change. N=125 {61) {36) (18) (2) (8)

48. Service-learning is a way $7.6% | 22.4% | 12.0% 3.2% 4.8% ] 1.75
of helping pecple in need. (72) (28) {15} (4) (6)

N=125

§3. Service-learning is a 52.8% | 26.4% 9.6% 5.6% 5.6% | 1.85
valuable tool for civic (66) (331) (12) N (7)

education. N=125
50. Service-learning promotes 49.2% | 29.8% | 10.5¢% 4.8% 5.7¢ | 1.88

civic involvement. N=124 (61) {37) {(13) {6) {7)

51. Service-learning develops 48.8% | 29.6% | 12.0% 4.8% 4.84 | 1.87
the moral character of (61) (17) (15) {6) (6)
students.

N=125

52. Service-learning prepares 60.3% | 21.4% S.5% 6.4% 2.40 | 1.69
students for employment. {76) (27) (12) (8) (3)

N=126

53. Service-learning fosters 55.4% | 2B.1% 9.1% 3.3s 4.18 | 1.73
a sense of community. N=121 {67) (34) (11) {4) (5}

34. Service-learning helps 55.2% | 292.6% 8.0% 2.4% 4.8% | 1.72
atudents develop a meaningful (69) {37) (10) 3 (8)

philosophy of life. N=12%

55. Service-learning promotes 57.3% | 26.6% B.9% 2.4% 4.8% | 1.71
lmlgi-cultutal understanding. (71) {33) (11) {3) (6)
N=124
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Table 5 (Continued): Pactors Influancing the Use of Service in the Course.
Frequency Distribution and Nean Scors Rasponse. (SIsStrongly Influenced;
MNI=Moderately Influenced; LiIsLittle Influence; NI=No Influence; RA=Rot
Applicable. Mean Score: 1 = Strongly Influenced; 4 = No Influence.

l Statenment ! ST MI LY NI NA Mean H

56. Service-learning | $8.4% 28.0% 9.6% 2.4 1.6% 1.61
is an effective way (73) {35) (12) {3) (2)

to present

disciplinary

content material.

N=12%

57. Service-learning | 55.2% 26.4% 12.8% 3.2¢ 2.4% 1.71
teaches critical {69) (33) {16) 4 {3)
thinking. N=12%

58. Service-learning | 60.8% 30.4% 5.6% 0.6% 2.4% 1.54
encourages self- {76) (38) (7) {1} 3
directed learning. N

= 125

59. Service-learning | 76.8% 19.2% 1.6% 0.8% 1.6% 1.31
brings greater {96} (24) (2) (1) {2)

relevance to course
matevial. N = 125

60. Service-learning | 61.9% 16.7% 11.1% 7.5% 2.40 1.72 '

provides (78) {21) {14) (10) (3
professional (or
pre-professional
training). N = 126

61. Service-learning | 66.7¢% 23.8% {.8% k9 ) 1.6% 1.49
is an effective form {84) {30) {6} {4} {2)

of experiential

education. N = 126

62. Service-learning | 61.6% 24.8% 7.2% 4.0% 2.4% 1.61
improves student {(77) {31) (9) {5) (3)

satisfaction with
education. N = 125

63. Service-lsarning | 36.0% 6.49% 9.6% 23. 20 24.8% 2.94
is a depariasental {45) (8) {12) (29) {(3)
requirement for this

course. N = 125

64. I was required 28.0% 8.B% 9.6% 25 .6% 2.4% 3.19
to teach this course {35) {11y (12) (32) ()

as a part of nmy
teaching load. N =
125
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The Relationship between Satisfaction and Motivation.

For 10 of the 24 items in Table 5, there was a
significant relationship between faculty satisfaction and the
motivation of faculty to incorporate service into their
courses. The items which vere related' to over-all
satisfaction are presented in Table 6 for respondents who
indicated that they were "very satisfied" or "satisfied" with
their courses. The first column indicates the level of
influence of each item for respondents who were very satisfied
with their service-learning efforts. The second column
indicates the level of influence of each item for respondents
for respondents who were satisfied with their service~learning
efforts. The third column provides a comparison of these
scores with the level of influence accorded that item by all
respondents.

Overall, Table 6 illustrates that those who were very
satisfied with their service-~learning endeavors reported that
they were more strongly influenced by their current
involvement in service than did respondents who were merely

satisfied or than did respondents at large.
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Table 6: Motivation and Satisfaction

1=Strongly Influenced; 4 = No influence)
Statement Very Satinfied/Mean | Mean Score:
Satisfied/ Score All
Mean Score Responsas

Current Involvement in 1.87 2.33 2.09
Service :

l Service important in 2.36 2.71 2.53
youth
High school involvement 2.62 2.92 2.78

I

Enjoy working with 1.60 1.92 1.74
students in co-curricular
settings
Important aspect of faith 2.04 1.96 2.08
A wvay of helping people 1.59 1.83 1.71
Prepares students for 1.44 2.00 1.67
exployment
Provides profesaional 1.47 1.88 1.65
training
Experiential Education 1.3¢ 1.58 1.45
Inproves Student 1.3 1.81 1.56
Satisfaction

— o

Table 6 indicates that faculty who were very satisfied
with their efforts in service-learning had been more strongly
influenced by intrinsic and pedagogical concerns than they had
been by their own prior involvement in service. For example,
faculty who were very satisfied with their efforts in service-
learning indicated that they were somewhat to strongly
influenced {mean score = 1.33) by the desire to improve
student satisfaction with the course while their prior
involvement in service during high school was only of moderate
to little influence (mean score = 2.62) in their decision to
incorporate service into their teaching. Furthermore, this
table illustrates that these factors were of greater influence

for those who were very satisfied than they were for the
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respondents as a whole.’®
Sunnary

The data presented in Tables 1 ~ Table 6 demonstrate that
almost all of the faculty identified for this study have shown
a commitment to service-learning through their prior and
continued involvement. They are satisfied with their
experience in service-learning and intend to continue to
integrate service and study. Furthermore, the data also
indicate there were a variety of different factors which have
influenced faculty to utilize service-learning. Finally, the
data show that a significant statistical relationship exists
between the factors which motivate faculty to adopt service-
learning and their subsequent satisfaction with their
experience. With an understanding of these general results,
we can examine the respondents’ experiences in terms of the

specific research questions presented in Chapter Four.

’The only exception to the pattern of the relationship between
satisfaction and motivation is found in the item relating to
service as a dimension of personal faith. Respondents who were
very satisfied with their experience were less motivated by faith
than by respondents who were only satisfied.
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Survey Responses to the Research Questions

The following six sections organize the data according to
the major research questions outlined in Chapter 4. As
outlined previously, the major categories considered were: (1)
the focus on service in service-learning, (2) pedagogical
supports for service-learning, (3) the place of service-
learning within the academic culture, (4) the relationship
between service-learning and the faculty role, (S5) the
intrinsic motivation and the satisfaction of faculty in
service~learning and (6) the barriers to faculty involvement.

(1) The BService Dimension of Paculty Involvenment:
Prior Involvement and Altruistic Motivation

Because the service dimension serves as the backdrop for
questions regarding faculty motivation, survey questions were
designed to determine if faculty motivation to engage in
service-learning would be similar to the motivations
identified in the literature on volunteers. Questions were
also included which addressed the major themes advanced by
advocates of service-learning: its benefits for the canpus,
for the nation and for society.

Do faculty who utilize service~learning identify prior
and/or current involvement as a strong motivator for their
sfforta? Questions 40-44 involve prior and/or current
involvement in service-learning. The results are presented in

Table 7:
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Table 7: Influence Factors related to prior or curremt involveseat in
service. Frequancy Distribution and Mean Score Response. (SI = Strongly
Influenced; MI = Moderately Influenced; LI = Little Influence; NI = No

Influence; HA = Not Applicable. Nean Score: 1 = Strongly Influenced; ¢ = ¥o
Influence.

Statement SI MI LI NI NA Hean J
e e e

40. I am currently 40.8% | 30.4% | 12.0% 9.6% 7.2% | 2.12
involved in community {S1) (38) | (15) (12) (9)
organization(s) and/or in

community service., N=12%5

41. In my youth service 24.8% | 28.0% | 20.0% | 18.4% 8.8% | 2.58
was an important aspect of (31) (35) (25) (23) {(11)

my family life. WN=12%

42. Today, smervice is an 23.08 | 45.1% | 15.6% | 10.7% 0.8% | 2.31
important aspect of my {28) (55) (19) (13) ()
family life. N=122

43. I was involved in 21.8% | 23.4% | 17.7% | 25.0% | 12.1% | 2.82
service during high (27) (29) (22) (31 (1%)
school. Ne=124

44. I was involved in 23.4% | 29.8% [ 13.7% | 21.0% | 12.1% | 2.69
loxgico during college. (29) (37) (17) (26) (15)

Hw]24

An Anova test and subsequent paired t-tests were used to
compare the strength of these responses to other motivational
itenms, Q.45-64. Results revealed that significant differences
exist between the motivational items which focused on
involvement in service activities and other influences. For
exanple, although the literature on student volunteers cites
prior involvement as a strong motivational force for college
service activities, the results of the paired t-tests
demonstrate that current involvement (through an organization
or through one’s family) is of greater influence than prior
involvement in youth, high school, or college. Furthermore,
although faculty indicate that service involvement influenced
their decision to utilize service-learning, it was of less
importance than the factors discussed in the following

section. In fact, the only items of less influence to faculty
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than prior involvement in service were those related to
departmental or teaching load requirements (Q. 63-64).

Do faculty who utilige service-learning identify
altruistic ideals as a strong motivator for their efforts?
Because the literature on student volunteers indicated a
strong altruistic tendency, it was necessary to elicit
responses from faculty regarding their own altruistic
motivations. Survey questions 46, 47, and 48 addressed the
altruistic dimensions of service -- faith, social change, and
helping others. As shown in the Table 8, altruism did emerge
as a stronger motivator than prior involvement in youth, high

school, or college.

Table 8: Influence factors related to altruistic motivation. Frequency
Distribution and Mean Score Response. (SI = Strongly Influenced; MI =
Moderately Influenced; LI = Little Influence; NI = No Influsnce; HA = Not
licable. Mean Scores 1 = Strongly Influenced; 4 = Ro Influenced.

Statenent SX MHI LI NX NA Mean
46. Service ias an 45.2% 29.0% 7.3% | 80.6% 10.5% 2.10
important component of my {(56) (36) 9) {10) (13)

personal faith., N=124

47. Service enables me to §8.8% 28.8% 14.4% 1.6% 6.4% 1.88

affect aocial change. {61) (36) {18) (2) (8)
N=125
48. Service-learning is a 57.6% | 22.4% | 12.0% 1.2% 4.8% | 1.75
way of helping people in (72) {28) (15) (4) (6)
need. N=125
e —— B

Among the altruistic factors, service for social change
or as a means of helping others proved more influential than
prior involvement, current involvement, or service as a
component of personal faith. All items related to altruistic
motivations were stronger than departmental or course load

requirements.
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The Service Dimension of ¥Yaculty Involvement:
Arguments on Behalf of Bervice~Learning

As demonstrated in the literature review, advocates of
service~-learning frequently focus on the benefits that
community service and service-learning can bring to the
academy, to the nation, and to society. The following
responses focus on these endorsements and on the support given
by administrators for service-learning efforts.

Do faculty perceive service~learning as a means ¢to
institutional advancement? Although endorsements for service-
learning may include greater credibility and/or prestige for
the institution, respondents did not seem convinced that this
was the case. Only 20.2% strongly or moderately agreed that
the institution gains support from service-learning efforts
(Q. 37-0}). However, it should be remembered that a
relationship did exist between faculty satisfaction and the
perception that the institution benefitted from service-
learning activities. Furthermore, if one believes that
enhancing student satisfaction is beneficial to the
institution or to higher education as a whole, it should be
noted that 86.4% of respondents identified this as a strong or
moderate influence in their decision to incorporate service in

their course.
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Do faculty vho utilize service-learning derive
support/encouragemsent from administrators? Because service-
learning is often portrayed in the 1literature as an
administrative initiative, faculty were asked to assess the
level of support they received from three administrative
levels: the department chair, the dean/provost, and the
president. As indicated in Table 9, although most respondents
strongly or moderately agreed that they had received support
from the administration, this support declined as the rank of

the administrator rose.

Table 9: Administrative Support for Service-Learning. Prequency Distribution
and Mean Score Response. (SA=Strongly Agree; MA=Moderately Agrse; N=Neutral;
SD=Strongly Disagrse; HA=Not Applicable. Hean Scores 1=Stroungly Agres;
S5=Strongly Disagree.

Statement SA MA N MD 5D NA Mean
31. My department 56.3% | 21.1% | 10.9% | 5.5% | 3.1% | 3.1% | 1.88
chair supports ny (72) (27 (14) (") (4) {4)

efforts in service-
learning. & = 128

32. My dean/provost 46.9% 25.0% | 17.2% 4.7% 3.9% 2.4% 2.01
supports my efforts (60) (32) (22) {6} (5) {3)

in service-learning.

N = 128

33. The President of 41.7% | 24.4% | 22.8% | 6.3% | 0% 4.7% ] 2.13
the institution (53) (31 (29) {8) (0) {6)

supports ny efforts
in service~learning.
N = 127

Do faculty who utilise service~learning 1dentify civic
education and civic involvement as strong motivators for their
efforts? (Q. 49, 50). Promoting good citizenship and civic
leadership are goals often cited by advocates of service-
learning. As shown in Table 10, the majority of respondents

indicated that they were indeed influenced by such arguments.
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Table 10: Influence factors related to civic values. Frequency Distribution
and Mean Score Rssponas. {6I = Strongly Influamced; MI = Moderately
Influenced; LI = Little Influence; NI = No Influence; NA = Bot Applicable.

Hean Scores 1=stronglx Influenced; 4»80 Influence}
e o
Statement SI MI LI NI NA Mean

49. Service-learning is a 52.8% | 26.4% | 9.6% 5.6% 5.6% 1.85
valuable tool for civic (66) {33) (12) (7) (N
education. N=125

50. Service-learning 49.2% | 29.8% | 10.5% | 4.8% 5.7% 1.88
promotes civic (61) {37) (13) (6) (7)
involvement. N=2l24 L

These factors were stronger motivators <than prior
involvement (Q. 41-44) and than departmental or teaching load
requirements (Q. 63-64). However, as will be shown below,
they were not as strong as pedagogical factors.

Do faculty who utilige service-learning identify social
values such as developing moral character, fostering
community, and enhancing multi-cultural understanding as
strong motivators for their efforts? (Q. 51,53,55) Like the
results for civic involvement, items related to societal
issues were influential in a majority of responses, as shown

in Table 11.
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Table 11: Influence factors related to societal values. Froquency
Distribution and Mean Score Response. (8I = Strongly Influenced; MI =
Moderately Influenced; LI = Little Influence; NI = o Influence; MA = Bot

Aglice_blc. Mean Scorei l-stmnglx Influenced; 4=No Influence).

Statement SI HI LI NI NA Hean
51. Service-learning 48.98% | 29.6% | 12.00% | 4.8% 4.8% 1.87
develops the moral (61) | (37 {15) (6) {(6)
character of students.

N=12%

53. Service~learning 55.4% | 28.1% $.1% | 3.2% 4.1% 1.73
fosters a sense of (67) (34) (11) (4) (5}
community. N=121

55. Service«)learning 57.3% | 26.6% 8.9% | 2.4% 4.8% 1.71
promotes multi-cultural (T (33) (1) 3 (6)
understanding. N=124 —

Although these concerns eclipsed those prior/current
involvement in service and departmental requirements, they
were not as strong as pedagogical components.

(2) The Learning Dimension and
Faculty Involvement in SBervice-~learning

Although the literature directly related to service-
learning has a strong service orientation, it is conceivable
that some faculty utilize service-learning as a teaching
technique within a broader pedagogical framework such as
experiential or holistic education. The following responses
provide insights into the relationship between service-
learning and teaching philosophies.

Do faculcty vwho utilige ssrvice-learning sxupress a strong
commitment to the teaching function? {(Q. 37-L) Faculty
respondents indicated strong investment in their teaching
responsibilities. 2Almost 83% ranked teaching as their most
important professional responsibility. There was a
significant relationship between the priority placed on

teaching and the institutional type. On a Likert scale in
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which 1 = Strongly agree and 5 = strongly disagree,
respondents from four-year public institutions provided a mean
score of 1.94 on this question; those from four-year private
institutions, a 1.40; and those from two-year public a 2.0#.
This indicates that among the survey respondenés, faculty at
four~year private institutions place the highest priority on
teaching.

Do faculty whe utilise service-learning identify
pedagogical concerns as strong motivators for their efforts?
(Q. 56-59, 61) Pedagogical concerns {(conveying disciplinary
content, teaching critical thinking, encouraging self-directed
learning, enhancing the relevance of course material, and
utilizing experiential education) were the most influential
items of the 24 options presented to the faculty in this

survey, as indicated in Table 12:
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Table 12: Influence factors related to teaching. Frequency Distribution and

Moan Score Response. (SI = Strongly Influenced; MI = Moderately Influenced;

LI = Littlas Influence; WI = No Influance; RA = Not Applicable. Mean Score:

1=Strongly Influenced; 4=No Influance).
-

-
Statenent SI MI LI NI NA Mean
56. Service~iearning | 58.4% 28.08 9.6% 2.4% 1.6% 1.61
is an effective way {(73) {35) {12) (3) |. {2)
to presant
disciplinary
content material.
N=125
57. Service~learning | 55.2% 26.4% 12.8% 3.2% 2.4% 1.71
teaches critical {69) {33y (16) 4) (3
thinking. N=12%
58, Service-learning | 60.8% 30.4% 5.6% 0.8% 2.4% 1.54
encourages self- {76) {38) {(7) (L {3)
directed learning. N
= 125
59, Service-~learning | 76.8% 19.2% 1.6% 0.8% 1.6% 1.31
brings greater (96) (24) (2) {1) (2)
relevance to course
material. N = 125
61. Service-learning | 66.7% 23.8% 4.8% 3.2% 1.6% 1.49
is an affective form (B84} (30) (6) (4 {(2)
of experiential
education. N = 126

Results of the Anova calculations on these items reveal
the respondents’ belief that: "Service~learning brings greater
relevance to course material" (Q. 59) and "Service-learning is
an effective form of experiential education," (Q. 61) were of
significantly greater influence on the decision to adopt
service-learning that any of the 22 other items on the survey.

Do faculty who utilize service-learning identify
preparation for employment and values clarification as strong
motivators for their efforts? Almost all respondents ($3%)
strongly or moderately agreed that students gained
professional skills through their work in the service-learning
course. Furthermore, items related to employment and the

development of values were clearly of concern to many faculty:
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t-test scores revealed that preparation for employment,
developing a meaningful philosophy of life, promoting multi-
cultural understanding, and providing pre-professional
training (Q. 52, 54, 55, 60), were significantly higher
motivators than prior/current involvement in service and
altruistic motivations (Q. 40-46). Similarly, each of these
items showed a significantly stronger influence than
departmental or teaching load requirements (Q. 63-64}). Only
the items on enhancing course relevance and incorporating
experiential learning techniques yielded stronger responses
than these items on preparation for employment.

Do faculty who utilisze service~learning identify
pedagogical difficulties with regard to such efforts? Although
the connection between teaching and service appears to be very
strong, respondents report that such efforts are not witﬁout
difficulties. Pedagogical difficulties rank high among the
items which make service-learning more difficult than
traditional teaching methods. Over 40 percent (41.0%) of
respondents indicated that it was more difficulty to adjust
for di ffering levels of student readiness in service-learning
courses, while more than a third (34.2%) reported challenges
in evaluating student work (Q. 70-H and 70-P).

Do faculty who utilize service-learning believe that it
should be incorporated into the curriculum as a graduation
requirement? A strong majority of faculty respondents (67.4%)
strongly or moderately agreed that service-learning should be

required for graduation. Respondents from four-year public
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institutions were more likely to say that service should be
required for graduation (mean score: 1.81) than
theircolleagues at four-year private institutions (mean score:
2.12) . Respondents from four-year institutions were nmore
likely to support a service-learning graduation requirement
than respondents from two year institutions (Mean score 2.12).
(3) Bervice~learning Within the Academic Culture

Austin and Gamson (1983) indicate that academic culture
is related to the dual citizenship faculty members hold as
members of an acadenmic discipline and as members of their
institution. The responses below first describe the
relationship between faculty participation in service-learning
and academic discipline, and then between faculty involvement
and several aspects of the institutional setting.

What is the relationship between academic discipline and
faculty participation in service-~learning? AaAs indicated in
the Table 13, service~learning is occurring in a wide variety

of academic disciplines (Q. 76).
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Table 13: Academic Disciplines of Respondants W = 128

Department n \J l Department n %

Agricultural 1 0.08 Interior Design 1 0.78

Economics

American Studies 1 0.78 Kanagement/ 1 0.78
Marketing/
Computer Info.

Amsrican Literaturs 1 0.78 Hathematics 1 0,78

Anthropology 1 0.78 Husic/Theater 2 1.56

Behavioral Science 1 0.78 Nursing 9 7.03

Biology 1 0.78 Natural Rescurces 1 0 .78

Business/Management 4 3.13 | Nutrition 1 0.78

Communication 4 3.13 | 0ccupational 1 0.78
Therapy

Computer Science 1 0.78 Physical Therapy 1 0.78

Counseling 4 3.13 political Science 3 2.34

Criminal Justice 1 0.78 pPsychology 11 8.59

Deaaf Education/ 1 0.78 Plant Physiology 1 0.78

Interpreter Training

Economics 1 0.78 Law 5 31.91

Ecolagy 1 0.78 | Recreation 1 0.78

Education 26 20.31 | Reading/ k| 2.34
Language Arts

English 7 5.47 [ Religion 5 31.91

Exsrcise Science 2 1.56 | Rhetorie 1 0.78

Fisheries Biclogy 1 0.78 Science 1 0 .78

rrench African 1 0.78 Social wWork 3 2.34

Literature

Geology 1 0.78 Family/Child 1 0.78
Ecology

Health 1 0.78 Social Sciencs ] 2.34

History 2 1.56 Sociology 5 3.91

Home Economics 1 0.78 Spanish 2 1.56

Journalism 1 0.78 Student 1 0 .78
Developrrent !

e e — S e e

Eighty percent of respondents strongly or moderately
agreed that their work in service-learning contributes to

their academic discipline/field (Q 37-D).
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To determine if there was a relationship between the
general type of discipline and continued use of service-
learning, the discrete academic disciplines in Table 13 were
collapsed into 6 major categories: Arts and Humanities:
Business; Education; Hard Sciences; Health Professions: and
Social Sciences. The chi-square analysis did not indicate any
relationship between these disciplinary categories and the
likelihood that respondents would continue or expand their use
of service-learning.

However, a relationship did emerge in the ccmparison
between these disciplinary categories and the rate of
publication/performance connected to service-learning, as

illustrated in Table 14.
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Table 14: Academic Discipline x Publications/Performances/Exhibits. Raw
scores: Row percents; Column Psarconts.

Disciplinary Publications No Publications work in Totals

Progress
Arts/Humanities
n= 2 8 6 16
Row Parcent 12.5% 50.0% 37.5% 100%
Column Percent 5.0% 11.8% 42.9% 13.1%
Business
n = i 6 0 7
Row Percent 14.3% 85.7% 100%
Column Percent 2.5% 8.8% 5.7%
Education
n = 15 14 1 30
Row Percent 50.0% 46.7% 3.3% 100%
Column Percent 37.5% 20.6% 7.1% 24.6%
Hazrd Sciences
o= 1 6 1 17
Row Parcsnt 12.5% 75.0% 5.9% 150.0%
Column Percent 2.5% g.8% 7.1% 13.9%
Health
Professions
n = 6 10 1 17
Row Percent 35.3% 58.8% 5.9% 100
Column Percent 15.0% 14.7% 7.1% 13.9%
Social Sciences
no= 12 22 S 39
Row Percent 30.8% 56.4% 12.8% 100.0%
Column Percent 30.08% 32.4% 35.7% 4.1%
Total
n = 40 68 14 122
Row Parcent 32.8% 55.7% 11.5% 100
Column Percent 100% 100% 100% 100

R —

As illustrated above, respondents in education, health-
related careers, and the social sciences were more likely to
produce publications or exhibits as a result of their work in
service-learning than were respondents in the arts, business
or the hard sciences.

There was evidence of a relationship between disciplinary
type and the motivation for engaging in service-learning. Of
the 24 items presented, six showed such a relationship, as

seen in Table 15. The mean scores, indicating the strength of
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the influence of each item {1 = strongly influenced: 4 = no
influence), are presented according to the responses for each

academic cluster.

Table 15: Academic Discipline x Motivation for Involvement. Mean Scores:
1=Strongly Influenced; 4=No Influsnce.

Item AsH Busipness | rducation | Hard Health | Soc.
Mean Mean Mean Sei. Sci. Seci.
Mean Mean Maan
High school 2.1 3.3 2.9 4.0 2.8 3.1
involvement
Enjoy students in 1.7 2.3 i.8 2.3 1.6 1.8
co-curricular
sattings
Effect social 1.5 2.2 2.0 2.0 2.3 1.9
change
A way of helping 1.5 1.7 1.9 2.4 2.0 1.6
ple
Departmental 3.3 2.7 2.8 3.9 1.6 3.4
requirements
Part of tsaching 2.8 3.4 3.0 3.1 2.5 3.6
load _

These scores appear to reflect a stronger altruistic
orientation among faculty in the Arts and Humanities and the
Social Sciences. Compared to their colleagues in other
disciplines, faculty in the health sciences indicate a
stronger emphasis on departmental requirements and teaching
loads. This, of course, may be traced to the strong clinical
foundations of the health sciences.

What is the relationship between institutional culture
and faculty participation in service-learning? 1In addition to

their affiliation with an academic discipline, faculty are
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also members of an academic instituticen. Two dimensions of
institutional culture affecting service~learning were
examined. The first is related to institutional type: the
second to the institution’s affiliation with the Michigan

Campus Compact (MCC). These two dimensions are related to

each other as illustrated in the table below:

Table 16: Institutional Type x MCC Affiliation. -
HCC Non-MCC Total

Bublic Four-year
o= 27 31 58
Rov Percent 46.6% 53.5% 100%
Column Percent 34.2% 86.1% 50.4%
Private Four-year
n = 45 5 50
Rov Percent 30.0% 10.0% 100%
Column Percent 57.0% 131.9% 43.5%
Two-year Public
= 7 0 ?
Rov Percent 100¢ 1009
Column Percent 08.9% 6.1%

As Table 16 shows, MCC-affiliated schools tend to be
private four-year institutions while the non-MCC schools tend
to be public, four-year institutions. This relationship
should be kept in mind when reviewing the various comparisons
between affiliation and involvement in service-learning
discussed below.
gervice-Learning and Institutional Type. With regard to
institutional type, there was a significant relationship
between institutional type and two of the demographic
variables: academic degree and academic rank. Faculty at
public four-year institutions were more likely to hold the

Ph.D. while their colleagues at private institutions were more
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likely to hold the Masters degree. Within academic rank, the
four year institutions showed faculty across all academic
levels, in tenure and non~tenured positions; the two-year
institutions showed respondents primarily in staff,
instructor, or assistant professor slots.

The intention to continue service-learning was also
related to institutional type: 25.0% of the respondents at
two~year public institutions reported that they were uncertain
about or would not continue their efforts in service-learning.
In contrast, only 7.0% of respondents at either four-year
public or four-year private institutions reported the same
reluctance. with regard to publications, exhibits or
performances, it was not surprising to discover that
respondents at four-year public institutions reported a higher
rate of such productivity than their colleagues at four-year
private or two-year public institutions.

The motivation of faculty who became involved in service-
learning differed by institutional type on eight of the
twenty-four items presanted in the questionnaire, as
illustrated in Table 17 below. (Once again, a score of 1
equals "strongly influenced" while a score of four equals "no

influence",
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Table 17: Paculty Motivation x Institution Type. Mean Scores: leStrongly
Influenced; 4=Fo Influence.

Statement/Item 4 yr. 4 yr. 2 yr. All
public private public

Collegs involvement 3.0 2.4 2.9 2.7

Component of faith life 2.4 1.9 2.0 2.1

A vay of helping others 1.9 1.6 2.0 1.8

Promotes multi-cultural 1.8 1.5% 2.1 1.7

awareness

gffective presantation of 1.4 1.7 2.1 1.6

disciplinary content

Greater relsvance to course | 1.4 1.3 1.6 1.3

material

Improves student 1.6 1.6 1.8 1.6

satisfaction

Required for teaching load 3.0 3.2 4.5 3.2

Faculty perceptions regarding the priorities of the
college or university also differed according to institutional

type as evidenced in Table 18.

Table 18: Faculty Opinions and Institutional Type. MNean Scores: l=Strongly
g:n; Sastmnglx Disagree

Statement 4 year 4 yeoar 2 ysar Totals
Public Private Public

This institution places 2.8 1.8 3.4 2.4
a high priority on
student involvement in
service

This institution places 1.8 2.7 4.8 2.3
a high priority on
faculty research

This institution placea 2.5 1.5 3.4 2.1
a high priority on
faculty/student

involvement '

work in service-learning 2.7 1.9 2.8 2.3
is valued by the
institution

The inatitution gains 1.8 1.8 2.9 1.8
support from sexvice-
learning efforts

Service~learning is 3.8 3.1 4.3 3.5
considered positively in
promotion/tenure

decisions
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Consistent with the literature regarding institutional
dimension of academic culture, 4 year private institutions
place a higher priority of student service and are more likely
to consider faculty involvement in such activities in
promotion and tenure decisions. In contrast, K year public
institutions place a higher priority on research and accord
such activities 1less weight in determining faculty
advancement.
MCC Affiliation and Institutional Culture. Membership in the
MCC is a Presidential decision and the Executive Committee of
the MCC is comprised primarily of the presidents of the member
campuses. Furthermore, membership dues are based on overall
enrollment, with invoices sent to the attention of the
president. This organizational structure would lead one to
believe that member institutions have made a commitment, at
least at the higher administrative levels, to incorporating
service and academic study. If such a commitment has been
made, one might expect that the institutional culture of such
institutions is more hospitable to service initiatives.

As indicated at the beginning of this chapter, a total of
23 institutions provided names and addresses of faculty for
the faculty survey. Of these institutions, 14 were members of
the Michigan Campus Compact (MCC), which indicates some
degree of institutional investment in service-learning. It
has already been demonstrated that MCC affiliation at the time
of this study was significantly weighted toward four-year

private institutions. Of the 126 respondents who identified
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their institution, 75 (59.52%) were from Compact member
institutions.

Chi-square analyses revealed significant correlations,
both positive and negative, between membership in Michigan
Campus Compact on the following dimensions: the overall
satisfaction with the course; institutional support for
service-learning; recognition for service efforts; faculty
opinions of service-learning; and the initial motivations of
respondents for integrating service and study.

Interestingly, respondents from MCC institutions were

less satisfied with their efforts at integrating service.

Seventy percent of non-MCC respondents, but only 49% of MCC
respondents, indicated that they were very satisfied with
their service-learning course(s). Furthermore, the five
respondents who were uncertain or dissatisfied were all from
MCC member institutions.

Chi~square analysis did not reveal a significant
relationship between MCC affiliation and the faculty members’
intention to continue the use of service-learning. However,
a significant relationship did exist between affiliation and
the intention to expand the use of service-learning, as

outlined in Table 19:
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Table 19: MCC Affiliation x Intention to Expand Use of Service-Learning

Affiliation Expand Use will Not Undecided
Expand Use
MCC Hember 55.3% 18.4% 26.3%
(42) {14} {20)
Non-HCC Memberxr 37.9% 35.1% 27.0%
(14) {13} (10)

These responses indicate that faculty at MCC institutions are
more likely to expand the use cof service learning than their
counterparts at non-affiliated institutions.

Top~down support for service-learning appears to be
higher at MCC institutions, as one night expect. MCC
respondents were more likely to receive ready approval for
their courses from curriculum committees and administrators
(62.5%) than did their non-MCC counterparts (48.6%). In
addition, as indicated in Table 20, MCC faculty received
stronger support from their department chairs while non-McCC
faculty reported stronger support from their faculty

colleagues.

Table 20: MCC Affiliation and Support. Mean Scores: 1=Strongly Influenced;
4=8o Influence.

-
Statement Non-MCC Total
My facuity colleagues support 1.9
my effcrts in service-learning
»
My department chair supports 1.8 2.0 1.9
my sfforts in service-learning

The chi-square analysis also revealed a relationship
between MCC affiliation and the number of faculty reporting

publications, exhibits, or performances related to their
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service-learning work as illustrated in Table 21:

Table 21: MCC Affiliation x Publications, Exhibits, Performances (Q. 68)

Affiliation Publications No Publications Work In
Progress
MCC Member 26.9% 61.5% 11.5%
{21) (48} (9}
Non-MCC Member 43.60 43.6% 12.8%
(6} (17) (5)

A higher percentage of non-MCC respondents reported that
they had received released time to develop the course (51.43%)
than did their MCC counterparts (37.5%). Non-MCC respondents
reported a higher level of recognition than did their McC

counterparts, as evidenced Table 22:

Table 22: MCC Affiliation x Recognitiom
Cells contain counts/column percentages for checked responses
Each respoundent could check more than one answer (i.s., each sowrce of

lr%‘ tion is an independent variable)

e ——i

Source of MCC Member Non-MCC Total
Recognition Institution Institution N=107

N = 70 N=37
Received no 58.6% 18.9% 48
recognition {41) {(7)
Recognized by 28.6% 51.4% 39
students (20) {19)
Recognized by 12.9% 40.5% 24
faculty colleagues (9) (15}
Recognized by 4.3y 27.0% 13
atate agencies {3) {1Q)
Racognized by 12.9% 27.0 19
administrators (12) {19)
Recognized by 12.9% 37.9% 23
Community Service (9) {14)
Agency L

In Question 37, respondents were asked to provide their

opinions on eighteen statements related to service-learning.
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These items were rated on Likert scale, with 1 representing
"gstrongly agree" and 5 representing "strongly disagree". Of
the 18 items presented in Question 37, the mean scores of MCC
and Non-MCC respondents showed significant differences on the

following four statements:

Table 23: umcC Affiliation x Opinions About Service-Learning
-~ e

Statement

Hean Scorei
HCC

Mean Scoret
Non-HCC

Mean Scorm:
All

This institution places

2.3

2.7

2.4

a high priority on
student involvement in
service.

This institution places 2.49 1.6 2.2
a high priority on
faculty research.

My faculty colleagues 2.5 2.2 2.4
are interested in
service-learning

2.2 1.9 2.1
Service-learning should
be required for
graduation

The responses presented Tables 19 - 23 suggest a pattern
of contrasting cultures among the academic institutions which
participated in the survey. At the time of this study,
membership in the Michigan Campus Compact was dominated by
four-year private colleges.'

In such settings, service-

‘The relationship between MCC affiliation and institutional
type may be reflected in two ways. First, small private colleges
{(which are more likely to be members of MCC) are less likely to
emphasize research and publication. Second, small private colleges
are more likely to focus on the liberal arts while larger, public
institutions are more likely to focus on applied subjects which may
include a service-~learning component which is more clinical in
nature. One might further speculate that faculty who incorporate
service as an experiential dimension of a clinical course may find
that their work is more accepted, i.e., has greater acadenic
legitimacy. Such acceptance would enhance faculty satisfaction
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learning appears to be an administrative initiative which is
gaining, but has not yet won, full faculty endorsement. ?

Perhaps the most interesting of the comparisons which
emerged from the Chi-square analysis with regard to MCC
affiliation involved the differences which centered on initial
motivation for becoming involved in service-~learning. The
mean scores (using a Likert scale with 1 indicating "strong

influence") between respondents from MCC and Non-MCC

institutions are presented below:

with their efforts.

*Support for this assertion is based on the fact that MCC
faculty perceive a strong institutional priority for student
service and also report that they received strong support from
committees, academic administrators and department chairs.
Non-MCC faculty perceive a lower level of institution
commitment to student service but a higher degree of support
and recognition from their students and faculty colleagues.
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Table 24: MCC Affiliation and Paculty
l=Strongly Influanced; 4=8o Influence

Initial Motivation.

Mean Score:

Motivation

Mean Score:
MCC
Respondents

Mean Score:
Noa~-MCC
Respondents

Mean Score:
All
Respondents

Current invslvement in
Community Service

2.0

2.4

2.1

Enjoy working with
students in co-
curricular settings

1.8

1.8

1.8

Service: an important
component of faith
life.

1.9

2.5

Service-learning: to
affect social change

2.3

Service-learning: to
help people in need

Service-learning: tool
for civic education

Service-learning
promctes civic
involvement

Service-learning
buildes moral character

Service-learning
prepares students for
employment

Service~learning
fosters community

1.6

Service-learning
promotes multi-
cultural understanding

1.6

2.1

Servics-laarning
teaches critical
thinking

1.8

1.5

Service-learning
provides professional
training

1.3

1.8

Service-learning: as
experiential education

1.4

Service-learning is a
departmental
requiremsnt

2.3

I was required to
teach this as part of
my teaching load




163

As Table 24 indicates, the faculty at MCC institutions
tend to emphasize personal and altruistic motivations whereas
the respondents from non-MCC institutions appear to be more
strongly oriented toward the pedagogical aspects, particularly
with regard to practical or experiential education.®

In addition to the relationship between affiliation and
motivation and satisfaction, the chi-square analysis also
revealed a significant relationship between affiliation and
the twe of the items identified as barriers to faculty
involvement. Over 10% (11.5%) of the respondents from MCC
institutions identified inadequate compensation as a barrier
to service-learning involvement, compared to 2.6% of the non-
MCC respondents. Some MCC affiliates (6.4%) also reported
difficulty in gaining student support for their efforts
whereas none of the non-MCC affiliates reported a sinmilar
concern.

The findings presented thus far have discussed the
relationship between service-~learning and the academic culture
-~ as expressed through the disciplines, through institutional
type and through affiliation with the Michigan Campus Compact,
a service-oriented cnalition. We now turn to the second
dimension of the conceptual framework outlined in Chapter

Three, faculty role.

* This result is consistent with the responses presented in
Table 19 regarding disciplinary orientation. MCC institutions are
more likely to be private, church-related institutions whose
missions may encourade an orientation to altruistic service whereas
non-MCC institutions may utilize service-learning in more clinical
settings, therefore emphasizing its pedagogical dimensions.
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{4) Bervice~learning Witbin the Paculty Rola

The literature on faculty motivation indicates that
faculty construct their professional roles within the context
of the academic culture. The nature of the role is often
determined by the perceived emphasis given to research or
teaching, with service often relegated to a lower status in
professional priorities. The following responses provide some
insights into the way in which respondents perceive their
faculty role.

Is service-learning perceived as a component of scholarly
research? Although 80% of respondents believed that service-~
learning contributed to their academic discipline, respondents
were more evenly divided about the outcomes of their service-
learning endeavors as measured in traditional scholarly terms.
While 62.5% strongly or moderately agreed that service-
learning contributes to their scholarly research, only 45.7%
reported that their work in service-learning had actually led
to any publications, exhibits, or performances either
completed or in progress.

The chi-square analysis revealed that responses to
questions about faculty role were related to institutional

type, as presented in Table 25 below:
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Table 25: Institutiopal Type z Opinions about the Faculty Role (Mean Scorses

1 = strongly agree; 5 = stmﬂ disagree)
Statement 4 year 4 year 2 year Totals
Public Private Public
e e Tt I e T
Teaching is my most 2.0 1.4 2.0 1.7
important professional
responsibility
Service-learning 2.4 2.5 4.1 2.6
contributes to my
ascholarly research —

Do faculty vho utilized service-learning believe that it
is considered positively in promotion/tenure decisions?
Interestingly, the plurality of faculty were neutral in their
opinions about the role ¢f service~learning. About one-third
(33.1%) indicated that they felt service~learning wculd not be
considered positively in tenure decisions. Oonly 20.2%
strongly or moderately believed it would be an asset in the
tenure promotion process.

What is the relationship between gender and involvement
in service-learning? Educational research has shown that men
and women approach their scholarly careers with different
expectations and report differing experiences in fulfilling
their responsibilities. The chi~square analysis did reveal a
relationship between gender and faculty motivation on 10 of
the 24 motivational items listed. Table 26 provides the mean
scores of respondents for these items, according to gender;

the lower the score, the stronger the influence.
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Table 26: Gendexr and the Motivation for Iavolvement. Mean Scores: 1=Strongly
Igflumcod; 4=Ro Influenced.

Statement Mean: Men Mean: Women Overall
Mean

In my youth sexvice was an 2.93 2.14 2.%7

important aspect of my family .

lifs.

I was involved in service 3.19 2.35 2.81

during high school.

I was involved in service 2.94 2.34 2.67
during college.

Service~learning promotes 1.83 1.48 1.67
multi-cultural understanding.

Service~learning is an 1.74 1.4¢6 1.61
effective way to present
disciplinary content
material.

Service-learning teaches 1.4 1.68 1.71
critical thinking.

Service-learning encourages Y.ed 1.42 1.54
self-directad learning.

Service-learning provides 1.86 1.57 1.73
pre-professional training.

Service-learning is an 1.58 1.40 1.50
effective form of
sxperientiasl education.

I was required to teach this 3.4 2.88 3.20
course as a part of my
teaching load.

S

In addition to the motivational items listed above, the
chi-square analysis demonstrated a relationship between gender
and publication: men are more likely to list a publication,
exhibit, or performance as a result of their work as compared
to women (40.3% men vs. 27.6% women). Women are more likely
to have a work in progress (7.5% men vs. 17.2% women).

What ias the relationship batween academic rank and
involvement in service-learning? The largest percentage of

respondents (23.4%) were tenured, full professors. Nearly
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three quarters (74.2%) of respondents were tenured or tenure-
track. The chi-square analysis revealed that instructors and
full professors felt the greatest amount of collegial support
for their efforts. Only one clear relationship emerged with
regard to age: Virtually all respondents under the age of 30
intend to continue to use gervice-learning while a slightly
lower percentage (90.6% of those age 41-50; 91.5% of those
50+) report the intention to continue use.

Do faculty who utilized service-learning receive revards
or recognition for their efforts? Over 40% (44.8%) of
respondents reported they had received no recognition for
their efforts in service-learning. Of those who had received
recognition, the majority (65.1%) identified students as the
source. Recognition from faculty is ranked second (42.9%):
from a community agency or group (38.1%) as third: fronm
administrators (31.8%) as fourth; and from state, regional, or
national organizations as fifth (22.2%).

The chi-square analysis revealed a relationship between
gender and recognition only with regard to recognition from
administrators. More than twice as many men indicated that
they had received recocgnition from administrators (24.1% of
the men) than did women (11.1% of the wonen).

Thus, in terms of faculty role, faculty who incorporated
service and academic study were more committed to teaching
than to research, regardless of their institutional
affiliation. Although most reported that service-learning

contributed to their academic disciplines and many (45%)
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reported corresponding publications and performances, only 20%
perceived that such efforts would be viewed favorably in
promotion and tenure decisions. Those who had been recognized
primarily c¢ited support from students, c<¢olleagues and
community agencies, with administrators ranking fourth among
those who recognized such efforts.

The following section discusses the relationship between
service~learning and the third dimension of the conceptual
framework set forth in Chapter Three, the intrinsic motivation

of faculty.

{5) The Intrinsic Motivation of Paculty in Service-lLearning

As discussed in Chapter Three, research using Herzberg’s
theories suggests that faculty are intrinsically motivated.
Researchers have identified three primary conditions which
promote faculty satisfaction: a sense of responsibility,
freedom, and control over their efforts; a sense that their
work has meaning and purpose; and an awareness of and
appreciation for the results of their efforts, including
positive feedback gained through quality relationships with
students and faculty colleagues. Survey items which provide
insight into these dimensions of faculty satisfaction are

presented in the following sections.
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Responsibility, Freaedom and Control

Were faculty who utilised service-~learning required to do
80? As indicated in Table 4, few faculty respondents were
motivated to teach these courses because of external
requirements. Anova tests revealed that these two items were
the least significant factors in faculty decision making with
regard to service-learning.

Were faculty who utilized service~learning free to
develop the course(s) as they felt was appropriate? (Q. 28,
37-4d, 70-B) Respondents indicated that they had freely chosen
the service component: over 90 percent (90.4%) strongly agreed
or agreed with the statement, "I was free to develop this
course as I felt appropriate" (Q. 37G). A large percentage
(90.2%: Q. 28) reported that course approval was readily given
by the necessary curriculum committees and/or administrative
authorities. Curricular policies were only perceived as a
difficulty for 9.4% of respondents (Q70-B).

The Intrinsic Motivation of Paculty in Bervice-Learning:
Meaningfulness and Purpcse in the Work Bxperience.

Do faculty who utilized service-learning gain a sense of
purpose and achievement from their efforts? As we have seen,
faculty who had chosen to integrate service and academic study
reported a high degree of satisfaction with their efforts.
Over 96% (96.1%) reported being very satisfied or satisfied
with their efforts (Q. 21). Only one respondent who was
dissatisfied provided a comment to the guestion, "Students

have found the course is not able to count in many areas.
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This needs to be worked on. It needs to be made part of a
program versus an elective." Furthermore, the majority
(91.4%) of respondents believed that the service undertaken
did meet a community need. A slightly higher number (92.1%)
felt that their goals for the course were achieved.

The Intrinaic Motivation of PFaculty in Bervice-Learning:
Results, PFeedback, and Quality Relationships.

Do faculty who utilised service~learning identify student
relationships as a strong motivator for their efforis?
Consistent with the research on faculty which correlates
motivation and student interaction, faculty in service-
learning appear to have been influenced by their relationships
with students. Eighty-three percent (83.1%) indicated that
they were significantly or moderately influenced to use
service~learning because they enjoy working with students in
co-curricular settings (Q. 45). In Anova tests, this item was
a significantly stronger motivator than prior or current
involvement in service and than departmental or teaching load
requirements. Student feedback, in the form of written
evaluations or personal discussions, was the primary avenue by
which instructors received feedback about the course., Since
satisfaction with these courses, predicated on feedback, is
reported as very high (96.1%), it can be assumed that feedback
from students must be quite positive.

Faculty also relied on feedback from the community agency
and the clients being served. It is interesting to note that

feedback from the community service coordinator on the campus
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received the lowest response rate, with only 3.8% utilizing
written evaluations from these offices and only 7.8% using
discussions with these offices to gain insight about their
classes (Q. 20).

Do faculty who utilixed service~learning receive rewards
or recognition for their efforts?

As illustrated in the Table 22, many respondents reported
they had received no recognition for their efforts. Of those
who did report such recognition, the majority cite students as
their main source of approbation.

what are the perceptions of faculty vho utilized service-
learaning with regard to the support they received from faculty
colleagues, students, and the community for their efforts?

As indicated in Table 27, faculty perceived student
support for service-learning to be quite high, with 93,7%
strongly or moderately agreeing that students support such

efforts (Q. 34).
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Table 27: Support for Service-Learning
SA = Strongly Agqree; MA = llod-ratcly Agree; M = Reutral; MD = Moderately
Disagree; SD = Strongly Disagres. Mean Scores 1 = Strongly Agree; 5 =

stronglg Disagree.

Statement SA MA N MD SD NA Hean
30. My faculty 42.59 | 33.9% | 17.3% | 4.7% | 1.68% | O 1.9
colieagues support my (54) (43} (22) (6) (2)

efforts in service-
learning. N = 127

31. My department chair 56.3% | 21.1% | 10.9% | 5.5% | 3.1% | 3.1% 1.9

supports my efforts in (72) (27} (14) (7N (4) (4)
service-learning. N =

128

32. My dean/provost 46.9% ] 25.08 [ 17.2% | 4.7% | 3.9% | 2.4% | 2.0
supports my efforts in (60) {32) {22) {6) (%) {3)
service~learning. N =

128

33. The President of the 41.7% | 24.4% [ 22.8% | 6.3% | O 4.91% | 2.1
institution supports my {53) (31) (29) (8) [

efforts in service-
learning. N = 127

34. Students support my 66.1% | 27.6% | 4.7% 0.8% | O 0.8% | 1.4
efforts in service- (84) {35) {(6) (@8] (1)
learning. N = 127

35. Community members 64.0% | 23.2% | 9.6% ] 0.8% | 2.4% | 1.6
support my efforts in (80) (29%) (12) (1) (3)
a;gvice-lectning. N =

1

An analysis of variance conducted on these various
sources of recognition (Omnibus F = 7.12, DF=5, p=0) did
reveal significant differences between the items. Subsequent
t~tests indicated that support from students and the community
was significantly stronger than support from faculty
colleagues, the department chair, the dean/provost or the
President.

In addition to overt support for service-learning, a
majority of respondents (58.3%) indicated that faculty
colleagues shared their interest in service-learning: 76% are

aware of other faculty on campus who utilize service~learning.
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{6) Barriers to Paculty Involvement:
Dissatisfiers in Bervice-Learning.

According to Herzberg, intrinsic and extrinsic factors
operate on different planes with regard to worker motivation
and satisfaction. Thus, faculty dissatisfaction may relate to
extrinsic factors such as compensation and perks, but
adjustments in these factors will not necessarily enhance
satisfaction. Several survey items were designed to identify
factors which might be sources of dissatisfaction for faculty
who were involved in service.

Do faculty who utilized service-~learning perceive that
adequate compensation and support were given to such efforts?
Survey results indicated that little actual monetary support
was channeled to service-learning. Only 5.5% of respondents
received additional compensation for teaching a course with a
sexrvice component; 7.3% were allocated graduate assistant
support; 9.7% were permitted released time to develop the
course; and 11.2% were permitted released time to teach the
course. (Q. 23, 24, 26,27). However, a large percentage of
respondents (41.5%) indicated that the size of the course had
been adiusted to account for the service component (Q. 25}).
Although not in overwhelming numbers, faculty did indicate
that lack of financial support could make service-learning
more difficult to implement than traditional teaching methods.
Almost a quarter of respondents (24.8% identified inadequate
funding to cover course costs as an issue (Q. 70E) and 10.3%

indicated that inadequate compensation was a difficulty in
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this method (Q. 70L).

The chi-square analysis revealed a relationship between
gender and support on two items: women were more likely to
identify inadequate funding for service learning (26.9% women
vs. 17.5% men) and a lack of community support (6% women vs.
1.8% men) as barriers to service-learning.

Do faoculty who utilised service~learning perceive
administrative policies as a barrier to their efforts? Eleven
percent (11.1%) of respondents identified administrative
policies as a barrier to service-learning (Q. 70I): 10.3%
indicated that a lack of support from superiors was a
difficulty (Q. 70M). It is interesting to note that, of all
the items presented for faculty opinion, the analysis of
variance indicates that the item receiving the strongest
disagreement was "Service-learning is considered positively in
promotion/tenure decisions.”

Do faculty who utilized service-learning identify issues
of time and task as barriers to their efforts? An analysis
of variance test (Omnibus F = 3%.86, DF = 16, p=0) revealed
five items as the most significant barriers to faculty
participation in service-learning. Three of the five items
were: the coordination of many people, the coordination of
many tasks, and the increased time required. Seventy-one
percent reported concern about the diifficult of coordination
many people (Q. 70C): 65.8% reported concerns about increased
time demands; 47.0% reported concerns about the coordination

of many tasks (Q.70J). It is not surprising that 91.5% of
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respondents strongly or moderately agreed that service-
learning requires more time and energy on the part of the
faculty (Q.37I). These three concerns remained significant
even when cross~referenced with the existence of a service-
coordinator on campus. If a service-coordinafor existed on
the campus, it appears that the majority of facuity did not
utilize that person to reduce their investment of time and
energy with regard to the course.

Do faculty who utilized service-learning perceive
pedagogical concerns to be barriers to service-learning?

0f the five factors identified above, the remaining two
were pedagogical concerns: difficulty in adjusting to
differing levels of student readiness, and difficulty in
evaluating student work. Although neither item was perceived
by the majority of respondents as a barrier, 41.0% indicated
that adjusting to differing levels of student readiness made
service~learning more difficult than traditional teaching
methods; 34.2% found difficulty in evaluating student work.
summary. In this chapter, survey data were used to describe
the personal and professional characteristics of respondents;
their initial motivations for attempting service-learning; and
their satisfactions and dissatisfactions with the service
experience. The concept of motivation was used as a frame for
organizing survey responses according to the specific research
questions identified in Chapter 4. Chapter 6 will discuss
these factors, examine the implications of these findings, and

explore questions for further research.
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Chapter 6

Discussion, Implications, and Issues for Future Study

Examining the motivation for service is not a new
endeavor. Since ancient times, religious traditions have
exhorted people not only to perform good deeds but to
undertake such works for the right reasons. Jane Addams
(1910}, a matriarch in the service movement, spoke earnestly
of the intrinsic benefits available to service practitioners,

"As more exposed to suffering and distress, thence also more

alive to tenderness® (p.308). However, when service is
combined with learning, as it is in service-learning, a

struggle between prinrities becomes almost immediately
apparent. Should the euphasis be on service or on learning?

In the prologue to his book, The Call of Service (1991),
Robert Coles uses the poignant words of a Pueblo boy to
describe the tension between the idealism of service and the
methodology of education. The young boy questions the motives
of the VISTA volunteers who have come to work in his village
school, relating, "‘My dad said the VISTA people want to
change the world, and the teachers just want to teach, so
there’s a difference.’" (p.xxv).

There is evidence of a similar "difference™ in service-

learning efforts on college campuses today. This dissertation
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has attempted to define the critical elements of that
difference by comparing the rhetoric of service-learning with
the motivations and experiences of faculty members who have
actually incorporated service into their courses. This
chapter will synthesize the results of the study according to
the three primary research questions, discuss the related
implications, and identify questions for further research.

1. What are the arguments and incentives

offered by the advocates of service-learning

in attempting to motivate faculty involvement

in service-learning?

Despite the glowing praise service~learning often
receives in the popular press, the review of the literature
revealed that it has remained largely a co-curricular activity
within higher education, with the emphasis more on service
than on learning. Many students, administrators, and
politicians argue that service-learning deserves a place in
the formal curriculum because it can enhance the reputation of
academe, inculcate civic virtues, and foster cooperation in a
global wvillage. As we conclude this study, let us compare
these arquments for service-learning with the survey results,
again using the concept of motivation as a quide.

As noted in Chapter Two (p.9), over 100 definitions of
service-learning can be found in the related literature today
(Giles, Honnet, and Migliore, 1991). Stanton (1987)
identifies the need for a clearer definition of service-
learning as fundamental to the growth of the service movement.

The definition of service-learning chosen for a course, for a
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campus, or for a national effort will affect the goals of the
program, the choice of activities, the selection of
participants, and ultimately, the evaluation of the outcomes
of the enterprise.

Although a clearer definition and common terminology
could benefit the service-learning movement, the results of
this study suggest that it is equally important to identify
and account for the motivation of those involved. No matter
how succinct a chosen definition might be, the motivations of
those involved will provide the philosophical and programmatic
interpretations which will set the course for service-
learning.

Students, teachers, and administrators have been drawn to
service-learning for various reasons; some parallel, sone
intersecting. The literature on volunteerism reveals that
student volunteers often become involved in service-learnino
because of prior experience with youth service (Astin, 1989;
MCC, 1590). They are often motivated by a sense of altruism,
and a desire to improve society (Astin, 1989; Boyer, 1987;
Edens, 1988; Fitch, 1987). For many, edo involvement, -- the
desire to be included and to feel a part of some endeavor, --
offers a secondary mnotivation (Edens, 1988; Fitch, 1987:
Independent Sector, 1990). The motivations of students focus
on the service dimension of service-learning.

Likewise, administrative efforts emphasize the service
dimension. Administrators may advocate service-learning as a

strategy for connecting the campus with local community, as
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a means for engendering good will, and as a way of promoting
civic values.

In contrast, the results of this study indicate that
faculty perceive service as a by-product of student learning.
Unlike the pattern found among student volunteers, prior and
current involvement in service endeavors was not of primary
influence for faculty participation. And, although many
respondents believed their efforts enhanced the reputation of
their institution and contributed to their communities, these
achievements were of tertiary significance,

The Scripture tells us that "Where your treasure is,
there will your heart be also™ (Matthew, 6:21). Students,
teachers, practitioners, politicians and philosophers seek
different treasures from their involvement in service-
learning. If we fail to make explicit the motivations, the
treasures, which call us to service-learning we begin to speak
past each other, fragmenting our efforts and fostering
competition rather than collaboration.

To date, the service~learning literature has failed to
give adequate attention to the learning dimension which is of
greatest interest to participating faculty. This leads us to
the second primary research question of this study.

2. what are the motivations, satisfactions,

and dissatisfactions of the faculty who have

utilized service-learning strategies in their
courses?

Stanton (1987) suggests that support for service~learning
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can be drawn from two reform movements in higher education:
one based on the desire to provide service and foster social
responsibility; the second based on the desire to revitalize
undergraduate education. From either perspective, service-
learning is seen as neans to an end. However, it is the
motivation of the participants that determines which end is of
greatest import: heightened service or heightened learning.
The results of this study demonstrate that faculty emphasis is
clearly on the latter.

Pedagogical goals (conveying disciplinary content,
teaching critical thinking, encouraging self-directed
learning, enhancing the relevance of course material, and
utilizing experiential education) led the faculty in this
study to incorporate service and academic study. In adopting
service-~learning, respondents were more attuned to the issues
identified by educational reformers than to the issues
presented by service advocates. The emphasis on pedagogy was
expressed by the two items which clearly held primary
significance above all others: "“Service-learning brings
greater relevance to course material” and "Service-learning is
an effective form of experiential education." Of strong
secondary importance were the factors related to student
learning, factors which reinforce the faculty’s commitment to
the educational dimension of service-learning. These items
included the preparation for employment, the development of
values, and the encouragement of self-directed learning.

Faculty who adopted service-learning were far more influenced
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by issues of teaching and learning than they were by their own
prior or current service involvements. And although civic
education and social change had some influence, these factors
did not have the same level of support as those involving
teaching and learning.

By organizing the survey responses according to the three
dimensions of Herzberg’s work (culture, role, and
satisfaction/dissatisfaction) identified in Chapter Three, we
can gain greater insight into the satisfactions and
dissatisfactions of the respondents.

Responses in the Context of Academic Culture. The
review of the literature revealed that scholars interpret the
academic world through their experience in a disciplinary
culture and an institutional culture.

Disciplinary cCulture. In this study, disciplinary
cultures did not seem to affect the 1likelihood that
respondents would continue and/or expand their use of service-
learning. However, disciplinary orientation was related to
the concept of motivation. Respondents in the Arts and
Humanities and those in the Social Sciences seemed to hold
stronger altruistic beliefs than their colleagues in other
disciplines.

Respondents in education, health~related, and social
science disciplines were more likely to have published or
exhibited work stemming from their involvement in service-
learning, a fact which is inconsistent with the typology of

academic disciplines developed by Becher (1984, 1987) (see
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Chapter Three, p. 77). According to Becher, education and the
social sciences have a ‘"contextual association" and,
generally, a lower publication rate. Further research would
be needed to explore this comparison more fully, but one could
speculate that service~learning provides and entre into
research settings for scholars in these disciplines.

Ingtitutional Culture. In the context of institutional
culture, respondents at four-year private and public colleges
showed a greater likelihood to continue and/or expand their
involvement in service-learning than did their colleagues at
two-year public institutions. Consistent with the findings of
Astin (1990), faculty at private four-year institutions
reported that their institutions placed a high priority on
student involvement in service. In this study, this
perception may also be linked to the higher representation of
private four-year schools in the Michigan Campus Compact, a
consortium which requires an institutional commitment to
service from the institution’s president.

If we treat the affiliation with the Michigan Campus
Compact (MCC) as a dimension of institutional culture, we see
that responses from member schools differed significantly from
responses of non-member schools on the following items:
faculty motivation, faculty satisfaction, and institutional
support.

Respondents at MCC institutions tended to emphasize
personal and altruistic motivations whereas their colleagues

at non-MCC institutions appeared more strongly drawn to the
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practical or experiential aspects of service-learning.
Although it cannot be proved by the statistical analysis for
this study, one might speculate that the non-MCC instituticns
have a somewhat stronger clinical orientation in their
service~learning efforts,

Because MCC requires a Presidential commitment to
community service, one might expect that the institutional
culture of member institutions would be more hospitable to
service initiatives and thus increase faculty satisfaction
with such efforts. However, MCC respondents appeared less
satisfied with their efforts in service-learning than did
their non-MCC counterparts. To add an additional complexity,
MCC respondents were somewhat more likely to expand their use
of service~learning. Thus, although only 49% of MCC
respondents indicated that they were very satisfied with their
efforts;: 53% of MCC respondents indicated that they intend to
expand the use of service. Several factors could explain these
findings: perhaps faculty at MCC institutions have a stronger
commitment to and therefore higher expectations of service-
learning; perhaps faculty on MCC campuses were motivated by
altruistic concerns (as shown above) and experience more
difficulty and frustration in gauging the success of their
efforts; perhaps service-learning is relatively new on MCC
campuses (the Compact was formed in 1988) and therefore
respondents are still experimenting with the method; perhaps
faculty at MCC institutions are feeling some subtle

institutional pressure to make such initiatives work.
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Institutional support for service-learning also appears
to differ between MCC and non-MCC institutions. Top—down
support, in the form of course approval, appeared to be higher
at MCC institutions but support from students and from faculty
colleagues appeared higher at non~MCC institutions. Non~
member schools also reported more "tangible™ support in the
form of release-~time and recognition. Correspondingly, a
higher percentage of respondents from MCC institutions
reported inadequate compensation as a barrier to their
service~learning efforts than did their colleagues at non-~MCC
institutions (11.5% versus 2.6%). Do these findings imply
that rhetoric may be stronger than reality at Compact
institutions? Further research would be redquired to plumb
these responses more deeply.

Responses in the Context of Paculty Role. Faculty in
this study, especially those at four~year private
institutions, viewed teaching as their primary professional
responsibility. While most (62.5%) believed that service-
learning had contributed to their scholarly research, less
than half (45.7%) indicated that their work in service-
learning had 1led to any publications, exhibits or
performances. Although the ability to publish appeared to
enhance the satisfaction of respondents, the 1lack of
publication did not seem to reduce faculty satisfaction.

Research regarding faculty role has frequently indicated
the need to design reward structures on campus which will

encourage desired faculty behaviors (Austin, 1992; Lynton and




185

Elman, 1987). With this concern in mind, it is interesting to
note that over 40% of respondents indicated that they have
received no recognition for their work in service-learning.
Furthermore, students, colleagques, and community agencies aré
seen as the primary source of recognition for fhose who have
received such accolades. This finding should be of particular
interest to those who wiah to encourage faculty participation
in two ways. First, it would seem that there is room for more
acknowledgement of faculty efforts. Second, it should be
noted that faculty identify students and colleagues as sources
of support and recognition, with a far lower emphasis on
administrative awards.

Prior research has shown that the interpretation of the
faculty role is also a function of personal characteristics
such as age and gender (Boyer, 1990; Cross, 1990). 1In this
study, the majority of the faculty were tenured or tenure-
track with the largest percentage being tenured, full
professors. This finding appears to be consistent with the
research by Boyer (1990) which indicates that faculty tend to
btecome more involved in service as they become more
confortable in the faculty role (see Chapter Three, p. 96).
With regard to gender, female respondents were more likely
than male respondents to have been influenced by prior
involvement in service. Consistent with the work of Cross
{1990) (see Chapter Three, p. 97), female respondents were
more strongly influenced by the desire to promote multi-

cultural understanding. Eble and McKeachie (1985) found that



186
male assistant professors were more commitment to research
while women were more committed to teaching. In this study,
men were more likely to have published in connection with
their work on service-learning although women were more likely
to have a work in progress. .

Responses in the Context of Faculty Motivation. Research
on faculty motivation has identified three major determinants
of faculty motivation and satisfaction: (1) perceived
responsibil ity for and control over their work, (2) perceived
meaningfulness and purpose in their work, and (3) a strong
knowledge of the results of their efforts. As described in
the following paragraphs, these three conditions were also
reflected in the responses of faculty in this study.

Responsibility, Autonomy and Control. Respondents
congistently reported that they were not pressured to
incorporate service because of institutional or departmental
requirements. Furthermore, they were free to design and
develop the course as they deemed appropriate.

Meaningfulness and purpose in the work. As indicated in
the discussion of faculty role, for the respondants in this
study, "work" equals teaching. Respondents were very
satisfied with their efforts, believed that their goals for
the course had been realized, and that the service undertaken
had met a genuine community need.

A knowledge of the results of their efforts. Given that
the respondents in this study see themselves primarily as

teachers, it is not surprising that they were strongly
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influenced by their relationships with students. A high
percentage (83.1%) indicated that they enjoyed working with
students in co-curricular settings. Student feedback, in the
form of written evaluations or informal conversations, was
responsible for the high rate of faculty satisfaction. Over
93% of the faculty reported that students supported their
efforts.

Perceived support for service-learning declines as the
administrative rank rises. Although over 93% of respondents
report that students support their efforts, only 66.1%
perceive such support from the President of the institution.

When considering the role of feedback in enhancing
faculty involvement, it is interesting to note that only 11.6%
of respondents sought the advice or evaluation of community
service coordinators to gain insight about their classes.

Responses and Paculty Dissatisfaction. The research on
faculty motivation suggests that the coordination of many
tasks and/or many people can pose a significant impediment to
faculty morale. The same observation holds true for this
study. Of the five items identified as the most significant
barriers to faculty involvement in service-learning, three
were related to the coordination of many people, the
coordination of many tasks, and the increased time required by
such endeavors. These responses trigger a consideration of a
larger question: what is the relationship between faculty
engaged in service-learning and the service coordinators. As

indicated in Chapter Four, this study was initially hindered
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by the inability of service-coordinators to identify the
faculty who were engaged in service-learning on their
campuses. Survey responses reflect a corresponding lack of
awareness or connection. Approximately one quarter (26.2%) of
the faculty respondents reported that no service coordinator
existed on their campus. However even among those who were
aware of a service coordinator on their campus (74.8%), nearly
half (47.9%) reported that they did not use the service-
coordinator to design, implement, monitor or evaluate their
course. Less than 12% of respondents indicated that they
turned to service-coordinators for feedback. It would appear
that faculty are reluctant to utilize service coordinators
despite the fact that such staff members might be able to
reduce the faculty’s work load in administrative tasks.

The remaining two barriers identified by respondents were
pedagogical in nature and replicate the difficulties
identified in other forms of experiential education:
difficulty in adjusting to differing levels of student
readiness and difficulty in evaluating student work.

The results of this survey have enabled us to identify
the factors which influenced faculty to incorporate service
and academic study, the dimensions of academic culture and
professional role which affect their involvement, and the
conditions which relate to their satisfaction and
dissatisfaction with such initiatives. The information
presented above can now be applied to address the third

research question of this dissertation:
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3. Are the arguments advanced in support of service-learning
consistent with the motivational factors identified by faculty
who are working to integrate service and academic study?

As has been shown through the preceding analysis, the
responses of faculty members who participated in this study
were much more consistent with the literature on faculty
motivation than they were with the literature on service-
learning. Although there was evidence of faculty concern for
the well-being of their institutions, the nation, and our
society, the faculty’s primary reasons for investing in
service-learning center on the intrinsic factors related to
their core function: teaching and learning.

Implications

The implications of this study can be interpreted in the
broad context of higher education and, of course, in the more
specific area of service learning. The following pages
discuss what I have learned from this study and what I believe
can be useful to others.

First, in the broad context, I hope that the responses
provided in this study will be taken be taken to heart by the
administrators most frequently charged with implementing
service-learning -- those in student affairs.

Professionally, I "grew up" in student affairs and,
despite brief forays into other academic areas, it is there
that my heart remains. I greatly admire those within the
student affairs profession who have attempted to link the

dynamic energy of our students with the critical needs in our
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communities. However, I am extremely concerned about a
refrain that echoes all too frequently at student affairs
conferences and in the corresponding professional literature.
For an example let us return to Wieckowski (1992) (see Chapter
Two, p. 38 for initial citation):

It seems 1likely the student development

community understands the intrinsic value of

service opportunities and their philosophical

underpinnings...[However] attention needs to

be directed to educating faculty about these

contemporary concerns. As a group, faculty

have been notoriously reluctant to adopt a

more pragmatic or comprehensive philosophy

toward their curricular and educational

efforts., (p.208)

This quote appeared in the NASPA Journal, one of the
major journals for the profession, produced by the National
Association of Student Personnel Administrators. Its tone
probably resonated with many experienced practitioners and
served to bias new professionals as well. Those familiar with
student affairs will recognize the chorus: "If only we could
get faculty to..." The wish list varies: if only we could
get faculty to spend more time with students, to become more
involved 1in residence halls, to attend more student
activities, or to be more sensitive to student needs.

This study has focused on one slice of such rhetoric, the
arguments centered on encouraging the integration of service
and academic study. The results of the study provide us with
two important lessons:

1. Instead of lamenting the vast nunmbers of faculty members

who are not doing what administrators would have them do,
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benefit might be derived from identifying the faculty who are
involved and listening to their perspectives.
2. When we speak of wanting faculty to do something, we
might recall that they are dolng something: they are teaching.
And, as evidenced by faculty in this study, teaching is their
nunber one priority.

Second, it is my hope that the information provided in
this dissertation will be useful to students and practitioners
who wish to promote service~learning programs at the national,
state, or campus level and to faculty who wish to share the
possibilities of service-learning with their colleagues.
What does this study tell us about the possibilities for
integrating service in the formal curriculum? Above all, we
have seen that the faculty who choose to utilize service-
learning are intrinsically motivated and place their highest
priorities on teaching and learning. Those who wish to
encourage faculty involvement might find valuable allies in
those who are working to improve teaching and undergraduate
education. By offering service-learning as one useful method
for expanding the relevance of course material and
strengthening the bond between teachers and students,
advocates would be more 1likely to pique the interest and
foster the involvement of faculty. The connection between
service~learning and pedagogy presents both a challenge and an
opportunity. It is a challenge because, at least for now,
funding for such initiatives is more closely linked to service

than to learning. The link offers an opportunity because



192
faculty clearly value their relationships with students.
Consequently, they may be willing to risk trying a new method
like service-learning, despite its increased time commitment
and inherent difficulties, to increase student satisfaction
and learning.

In the context of academic culture, the study indicates
that faculty satisfaction will increase with the opportunity
to share one’s work with supportive colleagues, on campus or
through publications. Therefore, advocates might do well to
spend time identifying the faculty who are utilizing service-
learning, building a supportive network among those
individuals, and providing outlets for the dissemination of
their work. Responses to the survey suggest that "good-
player" awards from administrators hold far less weight than
the relationships with and the recognition gained from
students, peers and community agencies. Therefore, advocates
would do well to incorporate these elements into the
collegiate reward structure.

Faculty in this study were very satisfied with their
service~learning experience. They chose to incorporate a
service component and there was little hint that any
requirements had been imposed upon them. Advocates of
service~learning will do well to bear this in mind in
developing systems of evaluation. Because many service-
learning initiatives are funded through grants, there is a
growing call for accountability and measurable outcomes.

Again, this poses both opportunities and challenges for
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faculty involvement. Evidence of clear, demonstrable outcomes
may lend needed credibility to experiential education and
provide positive feedback which would encourage faculty
involvenent. However, if the emphasis becomes so heavily
oriented to outcomes and results that faculty feel pressured
to justify their efforts in statistical terms, their sense of
autonomy -- and thereby their sense of satisfaction -- will be
undermined.

Supporting faculty involvement in service-learning
includes removing barriers to their efforts. In this regard,
the gap between service coordinators and faculty is
particularly troubling. while it is understandable that
service coordinators could not know the contents of the
syllabus for each course on campus (particularly at a large
university), efforts to identify service initiatives could
foster cooperation and enable coordinators to be of assistance
to faculty who are willing to integrate service and study.
Furthermore, the coordinator could be instrumental in building
a network among faculty who utilize service-learning, thereby
increasing campus-wide support for such endeavors.

Queations for Puture Research

Summarizing the work of a Wingspread conference in March
of 1991, Giles, Honnet, and Migliore have set forth the
Research Agenda for Combining Service and learning jin the
1990s. In this piece the authors call for specific research

to center around two central questions:



194
1) What is the effect of service-learning on
intellectual, moral, and citizenship
development of participants?
2) What is the effect of service~-learning on
the advancement c¢f social institutions
and democracy? (p.9)

Parks (1970) put the question more directly, "Meaning
well is not enough. Let us talk about whether all this do-
gooding is doing any good. let us talk results, not
intentions" (p.4). With regard to service-learning, the
results are anecdotal and inconclusive.

There are those who believe (as did Tolstoy) that true
moral or social reform is possible only through individual
effort, not by social engineering or group efforts such as
service~learning. The cynic of his day, Nathanial Hawthorne
asserted that, "There is no instance in all of history of the
human will and intellect having perfected any great moral
reform by methods which it adapted to that end.*®
Philosophical debates aside, current research in service-
learning unfortunately fails to countermand Hawthorne’s
lament. Research on service-learning consistently echoes the
findings of Conr24 and Hedin (1991},

In assessing the impact of service programs,

researchers have mainly been concerned about

the effect on the volunteer and have seldom

taken into account what young |@people

accomplish for others....While gquantitative

research yields reascnably consistent evidence

on the ©positive impact of community

service, ...methodological problems stand in

the way of establishing a c¢lear causal

connection. (pp.747-748)

How can we determine the effects of a program, especially
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with regard to its "success" or "failure" if the initial goals
and motivations have not been identified at the outset?
Therefore, in assessing the effects of service-learning
researchers must continue to be mindful of the link betweén
motivations and outcomes, and be open to the poésibility that
effects can be deleterious as well as beneficial. When we
investigate the motivations of all those connected in service~-
learning, -~ students, teachers, administrators, community
agencies, recipients, -~ we begin to probe the truly difficult
problems for further research. For example, current
research indicates that student volunteers are generally
altruistically motivated. However, if service becomes simply
another course requirement, the motivation of teachers and
learners may be significantly altered. According to Rutter
and Newman (1989), “"the performance of a socially desired
service in a technically proficient way will not necessarily
result in greater social responsibility, commitment or
political action™ (p.373). Dodge (1990) reports that such
dilemmas are already at hand: "Although they applaud community
service by students, some college administrators worry that
institutions may be sending unmotivated students out to help
others. That may do more harm than good, they say" (A30).

There 1is room for further consideration of the
motivations of academic leaders as well. While many are, no
doubt, altruistically inclined, consider Briscoe’s (1988)
description of the incentive for education’s involvement in

the PennSERVE project launched by Governor Robert Casey in the
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fall of 1988:

In Pennsylvania less than 20% of the taxpayers

have children in the public schools. Unless

schools make themselves of service to their

communities in non-traditional ways, they a.e

unlikely to command the support they need.

Community service can help us move from

begging to bargaining. (p.760)

Communities and community agencies are not oblivious to
such schemes and, as documented by Harkavey and Puckett
(1991), residents can be quite suspicious about the
intervention of students and scholars who have no vested
interest in the neighborhood but who are all too willing to
impose their own vision of "improvement" upon others. Even
with the most noble intentions, the short-term nature of
academic assignments poses a barrier to effective service.
The motivation of volunteers to “make a difference™ in one
term, one year, or even four years may differ dramatically
from the motivation of a community leader who has come to
appreciate the deep entrenchment of social problems and who is
committed to long-term solutions.

The ethical dimensions of service-learning may be even
more difficult to study than the search for measurable
outcomes because they force us to examine the interaction
between participants in a service venture. It would be useful
and illuminating to adopt a systems approach, perhaps
utilizing case studies, to analyze a service-learning program

from a variety of perspectives. what were the initial

motivations of the students, the teacher, the service
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coordinator, the community leader, the recipients? What were
their expectations, experiences, frustrations, satisfactions,
and evaluations? Only by looking at service~learning in its
totality will we gain full insight into the potential of this
valuable movement in higher education and come to appreciate
the admonition provided by Neusner (1988), "It is not enough
simply to give: Giving must be thoughtful; it must be marked
by reflection, respect for the other party, and hence humility
on the part of the donor" (pp.17-18).

In conclusion, we can thus appreciate that worthwhile
service requires both thought and action. Integrating service
and academic study in the formal curriculum would foster the
thoughtful application of well-intentioned activities to real
social problems. Recognizing the legitimate interests of
faculty in this educational enterprise can promote a more

balanced approach to service-learning in higher education.
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Appendix A
Item 1

Michigan Institutions Initially Invited to

Participate in the Survey

Source: 1993 HEP Higher Education Directory

1.

16.

18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
3z2.
33.
34.
35.
36.
7.
3s8.
39.
40.
41.
42‘
43.

Adrian College

Albion College

Alma College

Alpena Community College

Andrews University

Aquinas College

Baker College System

Bay De Noc Community College

Bay Mills Community College
Calvin College

Calvin Theological Seminary
Center for Creative Studies -
College of Art and Design
Central Michigan University
Charles S. Mott Community College
Cleary College

Concordia College

Cranbrook Academy of Art
Davenport College of Business
Delta College

Detroit College of Business
Detroit College of Law

Eastern Michigan University
Ferris State University

G.M.I. Engineering and Management Institute
Glen Oaks Community College
Gogebic Community College

Grand Rapids Baptist College and Seminary
Grand Rapids Community College
Grand Valley State University
Great Lakes Christian College
Great Lakes Junior College of Business
Henry Ford Community College
Highland Park Community College
Hillsdale College

Hope College

Jackson Community College

Jordan College

Kalamazoo College

Kalamazoo Valley Community College
Kellogg Community College

Kendall College of Art and Design
Kirtland Community College

Lake Michigan College
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Appendix A
Item 1, Continued

Michigan Institutions Initially Invited to

44.
45.
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.
71.
72.
73.
74.
75.
76.
77.
78.
79.
80.
81.
82.
83.
84.
85.
86.
87.
88.

Participate in the Burvey {Continuaed)

Lake Superior State University
Lansing Community College
Lawrence Technological University
Lewis College of Business

Macomb Community College

Madonna University

Marygrove College

Michigan Christian College
Michigan State University
Michigan Technological University
Mid Michigan Community College
Monroe County Community College
Montcalm Community College
Muskegon Conmmunity College

North Central Michigan College
Northern Michigan University
Northwestern Michigan Collegse
Northwood Institute

Oakland Community College

Oakland University

Olivet College

Reformed Bibie College

Sacred Heart Major Seminary/College and Theologate
Saginaw Valley State University
St. Clair County Community College
Saint Mary’s College

Schoolcraft College

Siena Heights College
Southwestern Michigan College
Spring Arbor College

Suomi College

Thomas M. Cooley Law School
University of Detroit Mercy
University of Michigan ~ Ann Arbor
University of Michigan -~ Dearborn
University of Michigan - Flint
Walsh College of Accountancy and Business Administration
Washtenaw Community College

Wayne County Community College
Wayne State University

West Shore Community College
Western Michigan University
Western Theological Seminary
William Tyndale College

Yeshiva Beth Yehuda- Yeshiva Gedolah of Greater Detroit
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Jenucry 26,1993

Cecr

Greatings frem Michigan Cempus Compae!t Tris letter comes
with Pwo purposes:

First, 1 cives me grect piecsure 1o arncunce the crection of
the Micrigan Resource Services Center{MRSC) whieh will be
reuted c Michigen Cempus Compact.  As yeu mey recell,
funcing for the MRSC was cbtcined through the Michican
Cemmission on Community Service as ¢ pert of the Netional
Community Services ACt Alicccticn.

Ms. Chriris Hommend, an MSU doctoral student in higher
eduzalicn, wil be celiscting end orgonizing resgcurce matenagls
for the Center. Chris will provide an updcte on the Center's
procress ¢t the Service Cocrdingtors meeting on Friday,
Februcry 12th gt Grend Voliey Sicte University. | know she
welcecmes your suggashions and looks forwerd 10 werking with
you.

Collecting informaticn for the Resource Center dovetcis with
g primgry resecrch goc! ¢f the Compgcet in 19¢3: the
Cevelopment of ¢ resource/suppet netweork of facutty who
currently inccrporete service-lecrning In ther acscemic
COUrses.



Joruzry 26, 16963 Fege?

This Erings me ¢ my second purpose. Ycur Csaizience in
icentilying invcivez facully is ¢ chtica! first steg in thue effen.
Could you piecse ccmplete tne ctiached sheet, providing
faculty names cnd the titles of courses on your ccmpius which
inClude ¢ service-learning cemponent?  Flecss use the
enclosed enveiope to retum your survey or bring it tc the
Service Ceceraincicrs meeting on Februcry 12th.

The infocrmaticn ycu previce will be used by tne Nichigan
Cempus Compgact Curriculum Development Cemmitiee as
the bcsis for a stucy of service-learning initictives in Michigen
hicher educcticn. Such ¢ study is cclled for in the provisions of
the secend pncse of the Compacts grant from the Kellogg
Foundction. Feculty memberns will be invitec ic perticipate in
the study which will fccus on instructioncl cesgn and
methodolcgy. Cempus senvice cocrdinCIcre wiil receive
ccpigs of the survey instrument, responses for your 2Tmpus,
cnc the overcliresults of the stuCy. The ccliecticn of *mis data
will ce an importent step towarc faculty ccliczorenicn in the
service-lecrning mevement.

Your suggesticrs fcr the Resource Center anc your csastance
with the cticched survey cre gredtly aoprecicied. | redlize
thet we have mede severc! requesis for Hime, arienticn and
information in recen months s New initictives hcve Zegun,
put | hope you trust, as | o, thet the resulting infermerion will
benefit cll of us, cur institutions, ond most imepenantly, our
students.

Heck forward to seeing you on Febtruary 12ihi

Sincevely,
Julie Busch
Executive Director

ce Presicent
MCC Fcculty Represenicrve

JB/ch
Encl.
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CONPACT

Dear Dr.

I am pleased to provide the enclosed copies which serve to alert you to
the inauguration of two new Compact initiatives.

The creation of the Michigan Resource Services Center is a product of our
collaborative effort with the Michigan Community Service Commission
and is funded through the National Community Service Act. The research
project of the Curriculum Development Committee will provids valuable
information on the status of service-learning in Michigan higher education
and will also contribute to the fulfillment of the goals outlined for the W,
K. Kellogg Foundation in our Phase Il funding proposal.

I hope, and trust, that you share my enthusiasm for these endeavors.
Because we do not yet have the name of your community service
designee, could 1 ask you 1o please forward these materials to the
appropriate staff member for response? As  always, the staff would
welcome and appreciate your comments and suggestions. I look ferward
to seeing you in the near future!

Sincerely,

*

Ju¥e Busch
Executive Director

JB/ch
Encl.
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Integrating Service cnc Acccemic Shudy:
Service-Lecming Courses in Michigen Higher EGuccticn

Introduction

Please use the space provided inside to list academic courses which
include a service-learning component ard the names of corresponding
faculty. For the purpose of this study. an academic course is defined as
an approved course offered for underzraduate or graduate credit between
January, 1992 and January, 1993, (Please feel fres to include other
courses outside of this time frame if you believe them worthy of inclusion
in this study.) The swdy adopts the NSEE definition for service-learning:

Service-lecrning represents ¢ perticuler form of experienticl ecucation,
one thet emphgasizes for students the cccomplishment of tesks which meet
humen neads in cembincticn with censcicus ecucationcl grewth.”

Plecse return your compieted survey by Friday. Febuary 12,1993 to:
Michigen Cempus Cempect
31 Kellcgg Center

Michigen Sicte University
Ecst Lensing. Ml 48824

College cr University Neme:

This survey completed by:

Please list ail service-lecrning courses aveilctie ¢t yzur institution ficm Jenuary,
1992 to January. 1993, Use acditional sheets if necessary.
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Service Coordinator Survey

Course Neme:

Course Numbern:
Fecculty Nemels)

Focuity Office Adcress:

Fceutry Office Teleschore Number:

Term CtHered (Plecse circie)
Winter 92

Courze Name:

Coursa Numbter:
Feoulyy Neme(s)

Focuity Office Accre:s:

Facuty Cffice Telechene Number:

Term Ctierec (Flecze crcle)
Winter $2

Ccurse Neme:

Courte Number

Focuity Neme(s)
Faculty Office Accress:

Fecutty Cffice Telechone Number:

Term Offered (Flecse circle)

- ,.cn
v it Pl

Ccurse Nome:

Ccurse Number:
Foculty Neme(s)

Faculty Office Address:

Feochy Office Telephene Number:

Term Offered (Flecose circle)
Vinter 92

Ccourse Neme:

Ccurze Nurnber.
Foo ity liomers)

Foculty Qfiice Adoress:

Focutty Ctiice Telemhone Number:

Term Qfferec (Plecze circle)
Winter '§2

Aprendix
Teez 2
Page 5 o0£ 7
Acccemic Depcriment
Soring 92 Summer ‘92 Fcit 92
Acacemic Depantment
Sgrng ‘92 Summer ‘92 Fcit 92
Accdamic Cepartment
Scnrg Y2 Summe: 'F2 Foll 92
Academic Depcrtment
Spring 9z Summer ‘G2 Faol 92
Accdemic Depcriment
Spring 92 Summer ‘92 Fali ‘92
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Appendix a
item I

Page § of 7

Courze Neme:
Ceurse Number: Acccemic Dencriment
Feculty Nameds)
Foculty Office Address:
Foculty Office Teiephone Number:
Term Ctered (Flecte circie)

Winter 92 Spring 92 Summer ‘92 Fcll 92

Ccurze Name:

Ccourse Number: Accdemic Depanmment
Foculty Name(s)
Foculty Office Address:
Fooutty Office Telephone Number:
Term Ctered (Plecse circle)
Winter 62 Scring ‘92 Summer ‘92 Fclt 92

Cecurse Nome:
Courza Number: Accgemi¢ Deponment
Focoulty Nomels)
Fozulty Office Adcress:
Focoury Cffice Telephone Number:
Term COffered (Plecse circle)

Winler 62 Spring 92 Summer 92 Fell ‘92

Ccurse Name:

Ccurs2 Number: Accdemic Depariment
Foculry Name(s)
Facuity Office Address:
Focuhy Office Telephcne Number:
Term Offered (Plecse circle)
Winter '92 Spring 92 Summer 92 Fall '§2

Ccurse Neme:
Courzz Numee:: Acccemic Depceriment
Fozury Neme(s)
Fooulty Office Adcress:
Focury Office Telephone Number:
Term Offered (Plegse circle)

Winter ‘02 Spring 92 Summer 92 Fe!l 92




Appendix A
lren 2
Page 7of 7

Service-Coordinctor Survey - Continued

Ceurse Neme:
Ccurse Numbern Accdemic Depcnment
Facuity Name(s)
Facuity Office Address:
Facuity Office Telephone Number:
Term Offered (Flecte circle)

Winter '92 Sgring ‘92 Summer ‘92 Falt 92

Ccurse Ncme:
Course Number. _________  Accdemic Deporiment
Fecully Neme(s)
Feeulty Office Acciress:
Facully Office Teigphene Number:
Te:m Offerad (Fiease circle)

Winter '62 Spring 62 Summer '92 Fall '92

Flecse indicate vour cenfidence level with this information:

) lem cericin thot this is o comglete list of service-leaming

ceunes ¢t our institution.

I om fairly certain that this list represents most service-

lecming progroms at our institution.

This list contairs pertic! informcticn tesed on our cwaoreness

of course cffenngs.
ther. Fizcse explain

O O O

0]

ther comments or suggestions for this research project:

Your cocperation is greatly appreciated. Please return your surveys to: Michigan
Campus Compact, 31 Kellogg Center, Michigan State University, East Lansing, Mi
48824 by Februcry 12, 1993,

Thank youl
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Appendix A
Item 3

List of Participating Institutions, 1Institutional Type and
Affiliation with Michigan Campus Compact

iInstitution Type MCC/Non~MCC

}Adrian Private MCC

| Alma Private MCC

éAndrews Private MCC
Aguinas Private MCC

| calvin Private Mce

I Hepe Private MCC

EMadonna Private Non-MCC

!Northwestern MI Private Non~MCC

ﬂEastern MI Public iNon-Mcc

fGrand Valley Public |MCC

i Northern MI Public MCC

I oaxland Public Non-MCC
Western MI Public MCC
U of M/Flint Public Nen-MCC
MSU Research MCC
U of M/Ann Arbor Research Mce
Wayne State Research McCC
Lansing C. C. Cemmunity C. MCC

lxuskegon c.C. Comnunity C. Non-MCC

i Cakland C.C. Community C. MCC
Detroit College of Law Legal Education Nen=-MCC
Themas M. Cooley Law legal Education Nen-MCC
School

| Calvin Theological Seminary Non=MCC
Seminary
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Mickigan Campus Compact Survey: lnlegrating Service and Academic Siudy
April, 1993

Inooduction

This survey is being conducted by the Curricudum Commintee of the Michigan Campus Compact 1o
obtain informadon about courses in Michigan higher educatdon which include a service-leaming
component. Your responses will coneribute to the research and resource base of the Compact and
the Michigan Community Services Resource Center.

Three general reseasch guesdons have guided the development of this survey:

1. What are the characierisdcs of courses which incorporate service-learning?

2. What insdrutional suppors is provided and/or required for the development and
mmplementadon of such courses?

3. What are the characterisdcs and the perceptions of faculty who teach such courses?

For the purpose of this study, an academic course is defined as an approved course offered for
undergraduate or graduate credit between January, 1992 and January 1993, The study adopts the
National Sociery of Expeniendal Educaton (NSEE) definidon for service-leamning:

“Service-leaming represents a particular form of experiential educaton, one that emphasizes
for stucents the accomplishment of tasks which meet human needs in combinaton with
conscious educasonal growh.”

Because we recognize the many demands on your time and value your participadon, the survey has
been designed o allow completion in less than 20 minutes. However, we would greaty
appreciate vour writen comments, 3dvice you might offer to other faculty or 1o the Compact staif,
and copies of your course materials.

Survey responses will be reaied confidentially.  You indicaie your voluntary agreement to
pardcipate in this study by completng and rerurning this gusstonnaire. Please use the enclosed
envelope 1o return the survey by  Friday, May 7, 1993, Thank vou for vour time and
coopenason’

Chris Hammond Jelie Busch
Project Coordinaior Execunve Dirvctor
Michigan Resource Service Center Michigan Campus Compaci
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Section 1:  Characteristics of Service-Learning Courses

This secuon seeks t gather basic information about design of service-learning courses and their role in the
curriculwn. Please check the appropnaie response.

1. Type of Insotution: O Four-year public O  Two-year public
O Four -year privaie O  Two-yewr privae

2. Name of Insutution (Opuonal):

3. Course Tide (Optional):

4. Academic Department in which this course was taught

S, Was this course offered for academic evedit? O Yes O No
6. Number of terms vou have tiught this course with a service-learning componens
o1 o2 03 O 4«
7. Did you team teach this course with another instructor?
O Newr O Someumes O Usually O Always
8. What has been the average class size when you have ught tus course with aservice-learning componsnt?
c1-10 O 11-20 O 2130 QO 31-40 0 4i~
9. Approumate pereentage of studenss by gender? ___ % male % female
10. How does this course fit into the curriculum? (Please check all that apply)
O Undergraduaiz - lower division O Reguired for a major
o} Undergraduace - upper divasion O . Elecctive for a major
Graduate

O Reguied General Education, Core or Disribution Sequence
O Elecuve: General Educzation. Core or Disribunon Sequence

11, For this course, paruzipation i senvice was:
O  Requird O Recommended O Suggesied
O Offcred as one assignment apuon Qther - Please explain:

=]

2. Students in thy course primaniy fulfilled the service component by working:

O Indivdually O Inlarger groups (6+)
O Inpars O Asaclass acuvity
O Insmall groups (3 - 5) O Other. Please explain:

p—

3. Many campuses have designated a faculty or stalf member 1o coordinate community service or volunteer
acuviies. To what extent was such a person’office used n the developmentimplementauon of tis course?
{Please check all thatapply)

No service coordinator/office exisis on this campus

The service coordinator/office was not used for this course

Assisted i idenulving service activiues and'or service agancies

Assisted in arrangements of service acuviues and/or with service agenucies

Oriented (cr assisied v onenting) students 1o SErvice Expenence

Conducted {or assisted 10 conducting) expensaices which helped students leam from the senize expenenze
Supervised (or assisted 1n supervisingstdent paLCIpaLIOn

Evaluated (or assisted 10 sepervising ) student performance

Ciher. Please explain :

QOOQCOO000
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14, How wete community sesvice acuvites arranged for students? (Please check all that apply)
o Sadents selecied an interest aed and made amangements direct™
o Saudents selected an interest aca. Amangements made by a- - .- sssuance of the campus
community senvice coordinator
o Amangemeni/placement was made with the help of a student-nn volunteer progam/network.
0 Studants selected an inizrest area and arrangements were made by and/or with the assisance of the instructor.
o Saudents were assigned to acuvides by staff or the campus community service coordinawr/office.
(o] Students were assigned 10 acuvities by the insguctor.
(o] Other. Please explain:
15. Whizh of the following best describes the seaing in which service activites which oczuzred?
o On-site at a commusity based agency or organizatan
(o] On campus
o At vanous locauons in the community and/cr on the campus
o Other. Please explain:
16. Did students receive any paid compensation for the service?
O No O Some students did O Most students did O Al studenis did
O Other. Please explan: :
17. How were students oriented to/mined for their servize responsibikues? (Please check all that apply)
O Whnien myenals O Video
O Instructor's class presentasons O Worling with a cutrent volunteer
O Presentauons by community agency/secvice -provider O No formal onenwauon provided.
O Ouher. Please explain :
18. How were students monizored or supervised as they performed their service resporsibilives?
(Please check all that apply):
O By instructor through dirext observation O By insuwuctor through reporns, logs. jourals. etc.
O By campus community services coordinator O By suff and/or the communty agenty coord:nator
O By other volunteess O Other. Please explan:
19. Which of te following stategies were used 1o help students reflecysynthesuze thew service expenence?
(Please check all that apply):
O Course readings O Class discussions O Small group discussions
O Joumals oracuwity logs O Wniwen assignments O Videos/movies with discussion
O Meeungs with the instructor
O Meeungs with community ageacy and/or the campus community senice coardirawr
O Other. Please exgplua:
20. How did you receive feedback about the course? (Please check all that apply):
O Wntten evaluaticns by students O Wnuen evaluatons by commuruty agency represenlausels)
O Interviews/disc ussions with students O Interviews/discussions with COmmun:ty agency reps.
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O Wnien evaluateon fom campus service coordirater
O Interviewsdiscussions with campus senvice coordinator
O Informal conversauons and conucts O Other. Please explain:

A

-

Based on these evaluauons, how sit«fied are you with the over-all effectiseness of this course?

O VerySausfied O Sausfied O Uncerain O Dusausfied O Very Dissausfied
Addiionad Comments:

22. Ficase use the spae below 10 elaborae on any aspects of course design andior vnplermentauon not covered by

the quesuonsan this secuon (Addiuonal space s Ase as mlhle on the last paze of the sunvey)
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Section 2:  Support for Service-Learning

The next secton is designed (o ascertain what kind(s) of support you have received egarding the integrauon of
service and academic study.

{onal/ A dminicorasive Sun
23, Did you receive release tme to develop this course? O Yes O No
24, Did you receive release time 1o teach ts course with a service component? O Yes O No
25, Wasthe size of the class adjusted w facilinte service.Jearning? O Yes O No
26. Did you receive additional compensagon for teaching a course with service-leaming® O Yes O No
27.  Were graduate assistani(s) assigned o assist with this course? O Yes O No
28, Was approval for this course readily give by the necessary curriculum commitiees

and/or administrative authorities? O Yes O No

I no. please explain:

29. Did you receive techaucal or financial assistance from Michigan Campus Compazt in the developraent and/or
implementauon of tus course? (Please check ait Yutapply)

O No O Yes
O  Technical (Consultation, resource mazsnals, conferences, eic)
O Finanzial (Ventze Grants, Generauon Grants, gc.)

Barsonal Suspert

Please consider the persoral support you feel vou have received regarding your work in service-leaming. (Examples
of such suppen may include casual conversations, recogmition, consulisuon, 3 wilingness by others o assist with
the course. etc.} Using the scals below, piease check the response which best represents your feeling:

SA Swongly Agres
MA  Moderatzly Agree
N KNeuml/Uncenan
MD Moderaiely Disagres
SO Suongly Disagree
NA  Not Applicable

SA MAN MD SD NaA

30. My facuits colleagues suppert my effons in service leaming 0O 0 0 0 0O o0
31, My deparument chav supports my efforts in service-learning 0 0O 0 O O
320 My deanprovost suppors my effonts i service. learming 0O 0 0 0 O O
33, The President of the institution suppors my efforts in ser ice-lexming O 0 0o 0 O O
34, Swdents support my effents in service-leaning 0O 0 ¢ 0 O O
35, Comrmunity members support my efforts in service-learning O 0 0 0 O ¢

36.  You may have received awards of recognition as a result of yow werk in service-leamning. If so, please
indizate the source of tns recognition:

Recognized by state, regional or naucnal or ganizagon
Other. Picase explain:

O 1do not fee! | have received suzh recognition

O Recognued by students O Recognued by aZmimsners

O Recopnued by faculty O Recognued by communiy agensy/group
o]

0O
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37, Your opinions on the faztors below would be useful in trying o undersiand some of the surtounding dynamics
of negraung service andd academic sudy. These wems have been selecied from other studies on relazed wpics.
Using the scale below, picase indicaw yous level of agreement with the following stawements:

SA  Suongly Agree
MA  Moderately Agree

‘r
B
WA
o
z
2

A. This institution places 3 high prionity on studeat involvement in service
This insdaution places a ugh priority on faculty research
This insttution places a high prierity on faculty/student involvement
. My work in service-learung contributes lo my &ademic disciphne/field
Work in service-learning 1s valued by the instiution
T am aware of other faculty on campus who utilize service-learning
I was free to develep thiscourse as | feltappropriate
I was able w estabhish a good working relationship w/fthe community agency
Sernce-leaming requures more wae/effon by faculey
My faculry colleagues are interested in service-leaming
. Service-leamning conmidbuiss w my scholarly research
Teaching 1s my most urporian? professional responsibility
. The acuvites of this course met (or pastially met) 2 community need
. Stwdznts gained professional skills through thetr work in this course
. The insumton gaias suppert from servize-leaming effors
. My goals for this course wers achieved
. Semaze-Leaming 1 considared posiuvely in promoticaftenure deeisians
. Service-Learrung should e requared for gndusen

BOVOZZrANTTOMMOND
QOOOO000000L0CO0OBO00
QOOOO0OOOLOLOOOOOO
QOOQLOOOOOOOOO0O0O0D0 =
COOOQLOOOOO0OOOOO000
000000000000000000
[eToYeXoReYoXeloToYeToYoYeXoTuYo o o]

Other Comments:

38. Whuch of the following resowrses, if any, did you use in designing and/or teaching this course:

The Wingspread Panciples of Good Practice

Resources from the Nanona! Society for Experiential Education
Growing Hope, (Nauonal Youth Leadership Council)
Resources from the Campus Parmers in Leaming

Resources from the Nauonal Campus Compact

Resourses from the Muzhigan Campus Compact

Resources frem Hohstic Educauen

Nore of the Abowe

Other.  Please list:

QO00OQOOO

39, [ would be inwerssied in recaiving informaton and'or attending workshogps on the following:

O  Stategies foriderufving local service suzs

COnenung voiunieers (o their respoasidiliies

Mon:ionng volunizer asuviues

Evaluanng volunteer acusites

Designing effecune pedazogical components far velunteer acnvities
Oher. Pleass expina:

00000
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Section 3: Developing a Faculty Profile

This section is designed w0 gather information about faculty who teach courses with 2 service-leamning component.
Questions 1 through 66 ask vou to assass the iafuence/motivation of each factor on your decision to
IRCOrpoNiL service tn your course. Question #66 asks you o identify the op three facwors which
influenced/motvated vou. (Plsase now: although you may agres or disagree with vanious stalements, we would like
to know if these factors influenced motivated your decision to incarporate service and study.)

Utilizing the scale below, pleass indicale the factors that motivated/influenced you 1o incorporaie service-
leaming i vour course(s).

SI  Swongly influenced my decision

Ml Moderae influence in my decision

LI Line influence in my decision

N No influence

NA Not applicable o my experience

St M U N NA
Personal Expesiencefrvglvemans

40.  Iamcurrently involve in community organization(s) and/ar
in community serice
41.  In myyouth, service was an imporant aspect of my family life
42, Today, service is an imponant aspec( of my family life
43, [ wasinvolved in service during high school
44, I'wasinvolved in service during college
45.  Ienjoy working wuh students in co-curnicular settings
46.  Service is an imparan component of my personal faith life
47.  Service-leaming enables me w affect socwl change
48.  Servce-learming is 3 way of heiping peopie in need

C00OLO0 0O

COO00CO0OO

Q00000000

SO0QOQLOOO00Q

000000000
[}

ol 4 i) emss
Advocates of service-leaming belisve thatsuch involvernent is beneficial w studenis, colleges and universiues, and
the naten. To what exient did the following factors influence/motivate your decision 10 incorporate

service-leunag o your course(s!”
SI ML N ONA

49, Service-learning is a valvable ool for civic educadon O o 0 O
50.  Service-learrung promotes ¢ivic involvament c 0 0 0 0
51, Service-earmning develops the moral charazier of students 0O 0 O 0 O
$2.  Servicelearning prepaces students for employment 0 O O 0 O
§3.  Service-leamning fosters a sense of community O 0 O 0 O
54, Serviczlearmng helps stadents develop a meaningful philosophy

of le o 0O 0 0 O
55, Servicedearmung promotes mulu-cultural understanding o O O 0 O

mace-Legrine ac g Teaching Seqreey

{(Agamn, to what degree did these [aztors influence/motivate you?) St M LI N NA
56.  Service-icarming 5 an effzcuve way o present disciphnary content

materal? o 0O 0O 0 O
57, Service-learming teaches cnucal turkung o 0 O 0 O
8.  Service-learung encourages self-dueciad learmung o 0 O 0 ©
59.  Service-learning bnings greaier relevance 0 course material 0O 0O 0 O
60, Service-leasung provides professional forpre-professionaleaning 0 O O O O
61.  Service-leamung s an effectrve form of expenenaal education 0O 0O 0 0 O
62.  Service-leaming improves sudznt sansfacuon with educaton o 0 0O 0 O
63, Service-learmang ts a departmenal requurement for s cowse ¢ 0 0 0 0
6. Iwasrequired 1o 2ach dus course as 3 part of my (eaching load O 0 0 0 o

65.  Whatother faciors influsnzed your desision 10 incorporate service and sudy?

66.  Of the items o Questions 32 - 53, please cucle the three faciors which most strongly influenced your
decition (¢ IRJOIPOMIE N ICe M0 the COWsE,
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67. Do you plan 1o continue to use service-leaming in thiscowrse? O Yes O No 0 Undeeided

68. Do you plan w incorporate service into other courses? O Yes O No O Unkcided

69.  Has your work in service-leaming led to any publicadons, exhibits, performances (for you solely or in
collaborauon with colleagues and/or students)? O Yes O No O InProcess
(Conmibutions of such items for the Resourse Center wouid be welcomed!) .

70.  In comparison to courses taught with vaditional methods, which (if any) of the following faciors make using
service-learning more dufficult for the insructor? (Please check all that apply)

O None/No difference from tradidonal tzaching methods O Administrative policies

O Curricular policies O Coordination of many tasks

O Coordinazion of many people O Uncomfortable work sitaauons

O Lack of recognition O lnadequate compenzation

O Inadequate funding Lo cover course costs O Laxk of support from superiors

0 Lack of support from colleagues O Lk of support from students

O Lack of suppon from community O Ixreased ume demands

O Adjusting for differing levels of swdear readiness O Difficulty in 2valuating student work
O Other, Please elaborate or explain:

71. Please give your academic rank:

o] Specialist O Associate Professor - Tenured

e} Academic Suff O Associate Professor - Tenure track but not enured

0 instnxctor O Associate Professer - Non-tznure gk

o Assistant Professor - Tenure mack O Full Professor « Tenured

0 Assistint Professor - Non-tenure track O Full Professor - Non-enure track

0 Full Professor - Tenure-oack O  Nonszof the Above

73 Your Genderr O Muic O Female

73. Your Age: O Under 30 0 41-5% O 30-40 O 50«

14, Your RueEthnicity: O Astan/Pacific Islander O  Black/Afrizan Amearican O Hispanic
O  Nagve American O WhueCaucasun O Ohe

75, What is the highest academic degree you hoid? O PhD. O IJDD O EDD O Masters O Other:
76. Yeur primary academic discipline:
77. Number of Years You Have Been Teaching (At any lenel) O 15 O &1 0 10-

Please use the reverse side of this page w provide any addiional comments on senvice-learning.
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Please provide your comments on service-learning io the space below. Thank You!

~

Thank you for your time and cooperation. Please use the enclosed envelopes 1o return this
survey, the resource sheet, and any course malerials you would like to share, to:

Michigan Campus Compact

Attention: Chris Hammond

31 Kellogg Center

East Lansing, MI 48824 Survey Response Date: May 7, 1993,




[PTar
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April. 1993

<Field:1> «Field:2> <Field:3>
<Field:4>
<Field:5>
<Field:6>

Dear <Field:1> «Field:3>:

On behalf of the Curriculum Development Comminiee of the Michigan Campus Compact { write 10
ask vour participation in a study of service-learning inigatves in Michigan higher education.

As vou may know. Michigan Campus Compact is an acSon-oriented coalition of 19 colleges and
universices whose rmussion is to creaie and support comununity service opporunizes. Research
conducted by the Compact contributes (o our undersianding of student service and faciiitates the
exchange of informaton among faculey who are teaching service-learning courses. You have bezn
identified for partcipation in this siudy because of your course, <Field:8> - <Field:9>.

The Curriculum Development Commines provides guidance, support. and assistance to MCC on
how to incorporaie the ethic of volunieerism/comenunity service into the academic arena. The
committee is conductng this study in the hope that the insights of faculty engaged in experiental
educarion will be beneficial to others who are attempang similar effors.

In addidon o completng the enclosed survey, we would very much appreciate receiving a copy of
your course svllabus and any other course materials vou would be willing to share. These items,
and the survey results. wil be avatiable through the Mickizan Resource Services Cener,

A return envelope is enclosed for your conventencs. We would appreciate receiving vous response
by Monday, May 3, 1993,

Thank vou for your ame and cooperaton in this research effort,
Sincerely,

fulie Busch JB/ch
Execurive Director Encl.
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Appendix A
Item 6

Michigan Resource Services Center Facully Nelwork

Your responses o the encicsed survey will be treated confidentiaily. However,
we do hope that you will be willing 1o serve as a resource person for other faculty
who are developing similar Courses and encourage you 10 join the MRSC Facuty
Network by returning this card. Please indicate your preferences for mvohvemen
below:

Name:
+ Cfice Acdress:
Oftice Telephone: Acadermic Depanmem;

e 1 am willing 10 De listed as a resource parson through the MASC.
1 amwilling to paricioate in a elephone or personal imerview as a foliow-
10 O tis shudly.
§ would ke 16 recetve a copy of the results of this survey.

{ recommmerd tha! the following individual alse be comtacted for inclusion in this
researcic

Name: Otice Telephone:
Oftice Acdress:

Thank You!l

ttichigan Campus Compact
31 Keilcgg Center
Michigan State University
East Lancing, M| 48824
(617) 353-9383
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April, 19€3
Dear Dr.

Earierthis term, Michigan Campus Compact solicited referrals for a research proect
invalving faculty who incorperate service-learning into acacemic courses.

{ am pleased to inform you that, based on the information we received from Ms. —
- . Service-Learning Ccorcinator, surveys have been sent to seven facuity members
at — College.

In acdition 10 recewving the survey, each faculty member is 2lso invited to panicipaie in the
facutty network, new ferming threugh the Michigan Resource Services Center at Michigan
Campus Compact.

We zppreciaie your suppert in facilitating and enccuraging this resaarch. While incividual
survey responses are conf;denziai. a final summary of the survey resulls wiil be sent 10 you
atthe conclusion of the project.

Once again. many thanks for your continued support of service-learning. Piease contact me
stiould ycu have questicns or wish further information.

Sincerely,

ulie A Busch
Executive Director

& Survey Respandents
Service-Learning Cocrdinator
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Copy for Service-Coordinators

April, 1993

Each Faculty Respondent Received the Follov.ing Personalized Letter:

On behalf of the Curriculum Development Commines of the Michigan Campus Compact. T write to
ask your participation in a study of service-leaming inidacves in Michigan higher education.

As you may know, Michigan Carmpus Compact is an actior-oriented coalition of 19 colleges and
universities whose rnission is to create and support communiny service opportnities. Research
conducted by the Compact contributes 10 our undersianding of student service and facilitates the
exchange of informatdon armong faculty who are teaching service-leaming courses. You have been
identified for participadon in this study because of vour cousz. (Course number and titl2).

The Curriculum Development Comiminee provides guidance. support, and assistance 1o MCCon
how to incorporate the ethic of volunteenism/community service inio the academic arera. The
commit:ee is conducting this study in the hope that the insights of faculty engaged in experiendal
education wiil be beneficial to others who are atternpang similar efforts.

In addidon to completing the enclosed survey, we would very much agpreciate receiving a copy of
vour course svllabus and any other course materials vou would be wiliing to share. These items,

and the survey results, will be availabl: through the Michigan Resource Services Center.

A retumn envelope is enclosed for vour convenience. We would appreciate receiving your response
by Friday, May 7, 1993,

Thank you for vour tme and cooperaton in this research effon.

Sincerely,

Julie Busch JB/ch

Executve Durctor Encl.
Meeveomgys Camr s
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Responses of Nca-Participants:
Integrating Bexvice and Acadexic Btudy

Corzunity Service in a meal prograzm will be
reguired of secsnd year nursing students enrolled
in Nursing 230 beginning fall semester ’93. Survey
will reflect projections. (survey completed but not
included in tabulation)

My apologies for not responding quickly. This
survey is inappropriate for the services that I
provide at L.C.C.

Our Psy 290 really does not fall into the category
cf a service~learning course. It’s primarily used
to enroll students at a Fresh/Soph level for
gaining research experience with a prof. The
course that does fit is Psy 496, Internships in
Psych. and Dr. Pat Roehling 1is the current
instructor/coordinator of this course. (survey not
cecopleted)

My course does not fit the service-learning
definition. That’s why I did not respondé.

Letter from Western Michigan College of Education

At this particular time ncne of my courses qualify
as a service~learning. I have switched my emphasis
toward graduate level educaticn courses and

Humanities.

wWe don’t have « specific course in our nursing
pregraa. compunity Service is a requirement as
part of extra-curricular activities. (survey
conmpleted but not tabulated)

Wwe have a rather extensive "internship”" program at
Adrian College, which places students in a large
variety of human service and gcriminal justice
related situations. I can not claim this as Ma
course" because there is no regularity of content.
These are individually arranged situations. The
one common thing is students need to spend 40 hours
on "the job" for each credit, but they are required
to keep journals, read and write in a variety of
ways accoerding to the situation, the on site
supervisor and the faculty advisor. Your survey
does not fit our progral. Sorry.
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Responses of Non~Participants:
Intagrating Servica and Acadenic Btudy

we do not have courses which fit this
categoratization (Integrating Service and Academic
Study) (Western Michigan: Speech
Pathology/Audioclogy) (did not complete survey)

I do not teach a course that incorpcrates community
service per se. (did not complete survey)

Our clinical practicum courses are not service
components. They are academic courses which happen
to be offered in conjunction with a c¢linical
(hospital) affiliate site. (did not complete
survey)

Please note: I don’t know why I was included in
this survey as my courses do not contain a
camunity service component, although a student
would not be prohikited from proposing such a
preject. (Completed survey but was not included in
tabulation).

Our program fits your purposes poorly, as I
understand thern. Sorry. {(survey not cocmpleted)

Not a potential subject. Course exists on the
books only.

I den’t believe my courses in Reading education
apply to the service-learning definition.

The definition of service-learning used here Jdoces
not describe activities in courses at OU. There is
a field component for study but not service.
Therefore any data I supply will merely mess up
your analysis.

I'm returning this because I did not teach the
course during the time frame of the survey.

For years, I incorporated service-learning in my
courses (two in particular) but since taking on
adninistrative roles, I no longer teach these
courses (survey not completed)
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Research Questions

The Service Dimansion of Faculty Involvement

1.

Do facunity who utilize sexvice-lsarning identify prior and/or current
involvement as a strong motivator for their eofforts? (Q. 40, 41, 42,
43, 44)

Do faculty who utilize sexvice-lsarning identify altruistic ideals as
a strong motivator for theixr efforts? (Q. 46, 47, 48)

Do faculty who utilize service-learning derive support/encouragement
from administrators? (Q. 31, 32, 33)

Do faculty who utilize service-learning believe their efforts
contribute to advancemsnt of the institution? (Q. 37-H,37-0, 62).

Do faculty who utilize service-lesmrning identify ciwvic education and
civic involvement as strong motivators for their efforts? (Q. 49, 50)

Do faculty vho utilize mervice-lsarning identify social values such as
developing moral character, fostering cosmunity, and enhancing mmlti-
cultural understanding as strong motivators for their efforts? (Q. 51,
53, 55)

The Learning Dimension of Faculty Involvement

7.

9.

10.

Do faculty vho utilize service-~learning express a strong commitment to
the teaching function? (Q. 37-L)

Do faculty who utilize service-lsarning identify pedagogical concerns
as strong motivators for their efforta? (Q. 56, 57, 58, 59, 61)

Do faculty who utilize service-learning believe that it should be
incorporated into the curriculus as s graduation requirement? (Q. 37-
R)

Do faculty who utilize service-learning identify pedagogical
difficulties with regard to such efforts? (Q. 70-8, 70-P)

Service-learning and Academic Culture

ii.

12.

What is the relationship between academic discipline and faculty
participation in service-learning? (Q. 37-D, 37-K, 76)

What is the relationship between institutional culture and faculty
participation in service~learning? (Q. 1, 2, 29, 37-A, 37-B, 37-C, 37~
E, 37-r, 37-Q)

Service-learning and the Faculty Role

13.

i4.

Is service-learning perceived as a component of scholarly research?
(Q. 37-K, 69}

Do faculty wvho utilize service-learning believe that it is considered
positively in promotion/tenure decisions? (Q. 37-Q)


http:dacieioa.e7
http:QIlderst:aDdi.ng
http:involv-.nt
http:ervic_1ea.nl.ag
http:I.D.volv-.nt

223 Appendix A, Item 9

The Intrinsic Motivation of Paculty in Service-Learning: Responsibility,
rreedom and Control.

15. Were faculty vho utilize service-learning required to do so? (Q. 63,
64)

16. Ware faculty who utilize service-learning free to davelop the
course{s) as they felt was appropriate? (Q. 28, 37-G, 70-B)

117. What is the relationship between gender and involvemant in service-
learning? (Q. 72)

18. what is the relationship between academic rank and involvement in
service-lesarning? (Q. 71)

The Iotrinsic Motivation of FYacmlity in Sexvice-Learning: Meaningfulness and
Purpose in the Work Experience.

19. Do faculty whc ntilize service-learning gain a sense of purpose and
achievement from their efforts? (Q. 21, 22, 37-M, 37-P)

The Intrinsic Motivation of Yaculty in Service-Learning: Results, Feedback
and Quality Relationshipe.

20. Do faculty wvho utilize sarvice-learning identify student relationshipe
as a strong motivator for their efforts? (Q. 45)

21. Do faculty who utilize service-learning receive rewards or recognition
for their efforts? (Q. 36)

22. What are the perceptions of faculty who utilize service-learning with
regard to the support they receive from faculty colleagues, studsnts
and the community, for their efforts? (Q. 30, 34, 35, 37-”, 37-J,)

Barriers to Faculty Involveament: Dissatisfiers in Service-Learning.

23. Do faculty who utilize service-learning perceive that adequate
compensation and sopport are given to such efforts? (Q. 23, 24, 25,
26, 27, 70-k, 70-L)

4. Do faculty who utilize sarvice-learning perceive administrative
poelicies as a barrier to their efforts? (Q. 70-I)

25. Do faculty who utilize service-learning perceive a lack of support for
their efforts {Q. 70-F, 70-N)

26. Do faculty who utilize service—learning identify issues of time and
task as barriers to their efforts? (Q. 37-1, 70-C, 70-J, 70-0)

27. Do faculty who utlize service-learning identify pedagogical concerns
to be barriers to their efforts (Q. 7036, 70-0)
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Appendix B
Item 1
Inatitution TYpe ucC? | § Received | #Xdentified
Adrian College Private Yes -8 12
Albion College Private Yas 0 1
Alma Collage Privats Yes S 7
Alpena Community College Public No [ 4
Andrews University Private Yas 4 8
Aquinas College Private Yos 12 17
Calvin College Private Yes 10 11
Calvin Theclogical Seminary Private No 5 5
Detroit College of Law Private No 1 2
Eastern Michigan Public No 1 1
Glen Oaks Community College Public No 0 1
Grand Valley State Public Yesn 3 4
Hope College Private Yan 6 8
Lansing Community College Public Yeas 6 16
Madonna College Private No 4 6
Michigan State University Public Yes 10 17
Monroe Community College Public No 0 1
Huskegon Community College Public No Q 2
Northexn MI Public Yeas 3 5
Northwestern Michigan Private No 2 3
Oakland Community College Public Yes 1 7
Oakland University Public No 25 67
Thomas M. Cocley Law School Private Ho 4 S
University of Michigan/Ann Public Yes 6 10
Arbor
University cf Public No 0 2
Michigan/Dearborn
University of Michigan/Flint Public No 3 4
Wayne State University Public Yes 1 2
Western Michigan University Public Yos 10 22
] Total 130 250 ‘
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Appendix B
Item 2
Reagndantn bg Academic Diwigﬁn&%t |
Department n 3 Despartment n %
Africana Studies 1 .79 Life Sciences 1 .79
American Thought & 1 .79 Hanagement/ 1 .79
Language Harketing/Compute
r Info.
Axrt & Design 1 .79 Hathematics 2 1.58
Behavioral Science 3 2.38 Music/Theater 2 1.58
Biological Sci. 2 1.58 Nursing 9 7.14
Business Management 2 1.58 Nutrition 1 .79
Communication 4 3.17 Occupational 1 .79
Therapy
Computer Science 1 .79 Phys. Therapy i .79
Counseling 1 .79 Political Sc. 4 3.17
Dental Hygiene 1 .79 Psychology 7 5.55
Economics/ 3 2.38 Public Resource 1 .79
Business Management
Education 29 7.14 Reading/ 1 .79
Language Arts
English [ 4.76 Religion 4 3.17 11
Exercise Science 1 .79 Rhetoric 3 2.38
Foreign Language 2 1.58 Science 2 1.58
Geological Sci. 1 .79 Social Work 1 .19
Health 3 2.38 Social Science 3 2.38
History 1 .79 Sociology 4 3.17
Interdisciplinary 2 1.58 Spanish 1 .79
Journalism 1 .79 Student Devel. 1 .79
Justices Studies 1 .79 Family & Child 1 .79
Ecology
Law 5 3.96
Honors College 2 1.58 -




26 Appendix B, Table 3

Chi-Square Relationship between Overall Satisfaction and
Items off Support, Recogoition and Faculty Opinions

—
Statement Chi-Square DF P-value
Collegial Support 41.29 16 .001 - .0005
Presideantial Support 34.16 16 .01 - .005
Student Support 20.97 16 20- .15
Community Support 22.03 16 A5-.10
No Recognition Received 12.22 4 .02-.01
Studen\t Recognition Rec. 8.46 4 .10 - .05
Faculty Recognition Rec. 8.96 4 .10 - .05
State/National Recognition 7.483 4 15-.10
Received
Agency Recognition 9.52 4 .05 - .025
Good Relationship with Agency 21.39 16 15-.10
Contributes to Scholarly Research 33.85 20 05 - .025
Met Community Need 24.728 16 .10 - .05
Enhanced Professional Skills 51.007 20 .0005 - 0
Gained Support for Institution 35.57 20 02-.01
Goals Achieved 130.6%90 20 0005 - 0
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MIB > aovoneway &l-c25

ARALYSIS OF VARTANCE

SOURCE bF
FACTOR 26
ERROR 3090
TOTAL 3114
LEVEL N
cl 125
2 125
c3 122
Cé 124
cs 124
Cé 124
c7 124
cs 125
c9 125
c10 143
€11 124
Cc12 125
C13 126
Cls 121
C15 125
c1é 124
c17 125
c1s 125
C19 125
€20 125
€21 126
c2z 126
c23 125
c 125
€25 125

POOLED STDEV =

58
727.52
4064671
4792.23

MEAN
2.120
2,584
2.311
2.823
2.685
1.798
2.097
1.880
1.752
1.848
1.879
1.872
1.690
1.727
1.720
1.710
1.608
1.712
1.536
1.)12
1.722
1.492
1.608
2.944
Jan

1.147

MS
30.31
1.32

Appendix B

Item 4

F

P
23.04 0.006

INDIVIDUAL 95 PCT CI'S FOR MEAN
BASED ON POCLED STDEV

----- fomvncasnaduanorcneadmanassannde
(--%--)
(--%--)
(--*--)
(--%--)
(%)
(--%--)
(v nte-
(%)
(-=%-2)
(-*-2)
(--#--)
(-#--)
(--%-2)
(-.i.-
(-~
(-%:-)
(--#-2)
.t..)
(--%-0)
(<%=
(--*-)
(--*--)
(--*--)
(--%--)
(-*)
----- D R L R EEETEE 3
1.40 2.10 2.80 3.50
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Appendix B,
Item 5

Paired T-test Results: Significant Differences, Question 40-64. These
responses indicate that tbhere vas a significantly stroutger response for one
question as compared to another, based on a comparison of the meann.

Question 40/Question 41

==2.90 Cl=(=.078 to ~.15) P=.0041 DF=247
Question 40/Question 43
T==-4.26 CI=(~1.03 to -.038) P=0 DF=245
Question 40/Question 44

=-3,42 Cl=(-.89 to =.24) P=.0007 DF=244
Question 40/Question 45
T=2.21 CI=(.03 to .609) P=.,028 DF=240
Question 40/Question 48
T=2.48 CI=(.08 to .661) P=.014 DF=243
Question 40/Question 52
T=2.96 CI=(.14 to .715) P=,0034 DF=240
Cuestion 40/Question 53
T=2.68 CI=(.10 to .681) P=.0078 DF=238
Question 40/Question 54
T=2.75 CI=(.11 to .687) £=,0064 DF=240
Question 40/Question &5
T=2.80 CI=(.12 to .699) P=.005%5 DF=241
Question 40/Question 56

T=3.75 CI=(.24 to .781) P=.0002 DF=222
Question 40/Question 57
T=2.88 CI={.13 to .687) P=.0043 DF=234
Question 40/Question 58
T=4.34 CI=(.32 to .849) P=0 DF=216
Question 40/Question 59

T=6,31 CI=(.56 to 1.061) =0 DF=195
Question 40/Question 60

T=2.69 CI=(.11 to .690Q) P=.0077 DF=244
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Appendix B,
Item S

Prired T~test Resulta: Significant Differences, Question 40-84. Thege
responsas indicate that there was a significantly stronger response for one
question as compared to another, based on & comparison of the means.

Question 40/Question 61
T=4.65 CI=(.36 to .B894) P=0 DF=219
Question 40/Question 62
T=3.64 CI=(.23 to .789) P=,0003 DF=232
Question 40/Question 63

=g .44 CI={~1.19 to -.46} P=0 DF=230
Question 40/Question 64

=-5.82 CI={-1.44 to -.71) P=0 DF=231
Question 41/Question 45
T=5.30 CI=(.49 to 1.078) P=0 DF=237
Question 41/Question 46
T=2.93 CI=(.16 to .81) P=.0037 DF=246
Question 41/Question 47
T=4.61 CI=(.40 to 1.00) P=0 DF=243
Question 41/Question 48
T=5.51 CI=(.53 to 1.130) P=0 DF=242
Question 41/Question 49
T=4.76 CI=(.43 to 1.04) P=0 DF=245
Question 41/Question 50
T=4.59 CI=(.40 to 1.01) P=0 DF=243
Question 41/Question 51
T=4.70 CI=(.41 to 1.011) P=0 DF=242
Question 41/Question 52
T=6.06 CI=(.60 to 1.184) P=0 DF=237
Question 41/Question 53
T=5.7¢ CI={.56 to 1.150) =0 DF=236
Question 41/Question 54
T=5.84 CI=(.57 to 1.156) P=0 DF=238
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Appendix B,
Item S

Paired T-test Results: Significant Differences, Queation 40-64. These
responses indicate that there wvas a significantly stronger response for cne
question as compared to another, basad on a comparison of the means.

Question 41/Question S5
T=5.87 Cl=(.58 to 1.168) P=0 DF=238

Question 41/Question 56
T=7.01 CI=(.70 to 1.250) P=0 DF=219

Question 41/Question 57
T=6.05 CI=(.59 to 1.156) P=0 DF=231

Question 41/Question 58
T=7.64 CI=(.78 to 1.318} P=0 DF=213

Question 41/Question 59
T=9.72 CI=(1.01 to 1.53) =0 DF=191

Question 41/Question 60
T=5.72 CI=(.057 to 1.158) pP=0 DF=242

Question4l/Question 61
T=7.92 CI=(.82 to 1.364}) pP=0 DF=215

Question 41/Question 62
T=6.81 CI=(.69 to 1.258) P=0 DF=229

Question 41/Question 64
T==3,26 CI=(~.98 to -.24) P=.0013 DF=234

Question 42/Question 43
T=-3.24 Cl={-.82 to -.20}) P=.0014 DF=236

[

Questiond42/Question 44

T=-2.36 CI=(-.69 to —.06)  P=.019 DF=236

Question 42/Question 45
T=3.73 Ci=(.24 to .784) P

]

.0002 DF=242

Question 42/Question 47

T=3.03 CI=(.15 to .71) P=.0027 DF=244

i

Question 42/Question 48
T=3.98 CI=(.28 to .837) P

]

.0001 DF=244
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Appendix B,
Item S5

Paired T-~test Results: Significant Differences, Question 40-64. These
respopses indicate that there was a significantly stronger rasponse for one
quaestion as compared to ancther, based on a comparison of the means.

Question 42/Question 49
T=3.21 CI=(.18 to .75) P=.0015 DF=244

Question 42/Question 50
T=3.01 CI=(.15 to .72) P=.0029% DF=243

Question 42/Question 51
T=3.11 CiI=(.16 to .718) P=.0021 DF=244

Question 42/Question 52
T=4.54 CI=(.35 to .891) P=0 DF=243

Question 42/Question 53
T=4.22 CI=(.31 to .857) P=0 DF=240

Question 42/Question 54
T=4.30 CI=(.32 to .862) P=0 DF=243

Question 42/Question 55
T=4.34 CI=(.33 to .875) P=0 DF=242

Question 42/Question 56
T=5.50 CI=(.45 to .955) P=0 DF=229

Question 42/Question 57
T=4.50 CI=(.34 to .862) pP=0 DF=239

Question 42/Question 58
T=6.17 CI=(.53 to 1.023) P=0 DF=224

Question 42/Question 59
T=8.42 CI=(.77 to 1.234) P=0 DF=202

Question 42/Question 60
T=4.20 CI=(.31 to .865) P=0 DF=245%

Question 42/Question 61
T=6.48 CI=(.57 to 1.069) P=0 DF=226

Question 42/Question 62
T=5,32 CI=(.44 to .964) P=0 DF=237
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Appendix B,
Item S

Paired T-teat Results: Significant Diffarences, Question 40-64. These
responses indicata that there was a significantly strongsr response for one
question as compared to another, based on a comparison of the means.

Question 42/Question 63

T=-3.53 CI=(~.99% to -.28) P=.0005 DF=217
Question 42/Question 63

T=-~4.95 CI=(-1.23 to =-.53) P=0 DF=218
Questiocn 43/Question 45

T=6.68 CI=(.72 to 1.326) P=0 DF=231
Question 43/Question 46

T=4 .25 CI={.39 to 1.06) P=0 DF=245
Question 43/Question 47

T=5.98 CI=(.63 to 1.25) P=0 DF=218
Question 43/Question 48

T=6.86 CI=(.76 to 1.378) P=0 DF=236
Question 43/Questicn 49

T=6.11 CI=(.66 to 1.29) =0 DF=240
Question 43/Question 590

T=5.95 CI=(.63 to 1.26) P=0 DF=239
Question 43/Question 51

T=6.,07 ClI=(,64 to 1.259) P=0 DF=237
Question43/Question 52

T=7 .42 CI=(.83 to 1.433) P=0 DF=230
Question 43/Question 53

T=7.12 CI=(.79 to 1.398) P=0 DF=230
Question 43/Question 54

T=7.21 CI=(.80 to 1.404) P=0 DF=231
Question 43/Question 55

T=7.23 CI=(.81 to 1.416) P=0 DF=232
Question 43/Question 56

T=8.41 CI={.93 to 1.499) P=0 DF-211
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Appendix B,
Item S

Paired T~test Results: Significant Differences, Question 40-64. These
reaponses indicate that thare was a significantly stronger reaponse for one
queation as z-ompared to another, based oo a comprarison of the means.

Question 43/Question 57

=7 .44 CI=(.82 to 1.405) P=0 DF=223
Question 43/Question S8
T=9,03 CI={(1.01 to 1.568) P=0 DF=205
Question 43/Question 59
T=11.07 CI=(1.24 to 1.78) P=0 DF=184
Question 43/Question 60
T-7.08 CI=(.79 to 1.407) P=0 DF=236
Question 43/Question 61
T=9.29 CI=(1.05 to 1.613) P=0 DF=207
Question 43/Question 62
T=8 .18 CI=(.92 to 1.507) P=0 DF=221
Questicn 44/Question 45
T=5.77 CI=(.58 to 1.190) =0 DF=230
Question 44/Question 46
T=3.44 CI=(.25 to .93) P=.0007 DF=245
Question 44/Question 47
T=5.09 CI=(.49 to 1.12) P=0 DF=238
Question 44/Question 48
T=5.96 CI=(.63 to 1.242) P=0 DF=235
Question 44/Question 49
T=5.24 CI=(.52 to 1.15) =0 DF=240
Question 44/Question 50
T=5.07 CI=(.49 to 1.12) P=0 DF=238
Question 44/Question 51
T=5,18 CI=(.50 to 1.123) P=0 DF=236
Question 44/Question 52
T=6.50 CI={(.69 to 1.297) P=0 DF=230
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Appendix B,
Item 5

Paired T-test Results: Significant Differences, Question {40-64. These
responsas indicate that thare was a significantly stronger response for oane
question as compared to another, based on a cosparison of the means.

Question 44/Question 53
T=6.21 CI=(.65 to 1.262) P=0 DF=230
Question 44/Question 54
T=6.29 =,(.66 to 1.268) P=0 DF=230
wguestion 44/GQuestion 55
T=6.31 CI=(.67 to 1.28) P=0 DF=232
Question 44/Question 56
T=7.43 CI=(.79 to w.364) P=0 DF=210
Question 44/Question 57
T=6.50 Ci=(.68 to 1.269) =0 DF=222
Question 44/Question 58
T=8.03 CI=(.87 to 1.432) P=0 DF=204
Question 44/Question 59
T=10.02 CI=(1.10 tc 1.644) P=0 DF=183
Question 44/Question 60
T=6.17 ClI=(.66 to 1.271) P=0 DF=23%
Question 44/Question 61
T=8.30Q CI=(.91 to 1.477) P=0 DF=206
Question 44/Question 62
T=7.23 CI=(.78 to 1.371) P=0 DF=221
Question 44/Question 64
T=2.66 CI=(-.88 to -.13) P=.0084 DF=239
Question 45/Question 58
T=2.19 CI=(.026 to .499) P=.030 DF=235
Question 45/Question 59
T=4.31 CI=(.264 to .709) pP=0 DF=214
Question 45/Question 61
T=2.54 CI=(.068 to .544) P=.012 DF=237
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Appendix B,
Item S

Paired T-test Results: Significant Differences, Question 40-64. Theae
responsos indicate that there was a significantly stronger response for one
quastion as comparsd to another, based on a comparisom of the means.

Question 45/Question 63
T=-6.53 CI=(-1.491 to -.80) P=0 DF=209
Question 45/Question 64

==8,01 CI=(-~1.737 to =-1.05) P=¢C DF=210
Question 46/Question 48
T=2.22 CI=(.04 to .651) P=.027 DF=237
Questiocn 46/Question 52

T=2.68 CI=(.11 to .70%5) P=.0080 DF=231
Question 46/Question 53
T=2.41 CI=(.07 to .671) P=.017 DF=231
Question 46/Question 54
T=2.47 CI=(.08 to .677) P=.014 DF=232
Question 46/Question 55
T=2.53 CI=(.09 to .689) P=.012 DF=233
Question 46/Question S6

T=3.40 CI=(.21 to .772) P=.0008 DF=212
Question 46/Question 57

T=2 .59 CI=(.09 to .678) P=.010 DF=224
Question 46/Question 58
T=3.96 CI=(.28 <o .840) P=.00001l DF=206
Question 46/Question 59
T=5.78 CI={(.52 to 1.052) P=0 DF=185
Question 46/Question 60
T=2.42 CI=(.07 to .68) P=.016 DF=236
Question 46/Question €1
T=4.25 CI=(.32 to .886) P=0 DF=208
Question 46/Question 62
T=3.31 CI=(.20 to .78) P=.0011 DF=222
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Appendix B,
Item S

Question 40-64. These

responses indicate that there vas a significantly stronger response for one
question as compared to another, based on a comparison of the means.

Question 46/Question 64

T==3.77

Question
T=2.13

Question
T=2.74

Question
T=4.79

Question
T=3.07

Question
T=2.06

Question
T=-5094

Question
T==7.37

Question
T=3.78

Question
T=2.09

Question
= =~6.70

Question
T=-8.16

Question
T=2.44

Question
T=4.43

CI=(=1.47 to -.72)}) P=0
47/Question 5%

CI=(.02 to .524) P=,034
47/Question 58

CI=(.10 to .591) P=,0066
47/Question 59

CI=(.33 to .802) P=0
47/Question 61

CI=(.14 to .637) P=.0C24
47/Question 62

CI=.01 to .533) P=.041
47/Question 63

CI=(-1.42 to -.71) =0
47/Question 64

CI=(~1.66 to ~-.96) P=0
48/Question 59

CI=(.210 to .67) P=.0002
48/Question 61

CI=(.015 to .505) P=.038
48/Question 63

CI=(~1.543 to ~.84) P=0
48/Question 64

CI=(-1.788 to -1.09)P=0
49/Question 58

CcI=(.06 to ,564) P=.015
49/Question 59

CI=(.30 to .775) P=0

DF=238

DF=234

DF=229

DF=207

DF=231

DF=241

DF=218

DF=219

DF=210

DF=234

DF=215

DF=216

DF=225

DF=204
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Appendix B,
Item S

Paired T-test Results: Significant Diffarences, Question 40-64. These
rasponses indicate that there was a significantly stronger response for one
question as compared to another, based on a comparison of the means.

Question 49/Question 61
T=2.77 CI=(.10 to .609) P=,0061 DF=228
Question 49/Question 63
T==-6.06 CI=(-1.45 to 1.74) P=0 DF=221
Question 49/Question 64
T=~7 .49 CI=(-1.67 to ~.96) P=0 DF=221
Question 50/Question S$6
T=2.10 CI=(.02 to .525) P=,037 DF=231
Question 50/Question S8
T=2.71 CI=(.09 to .593) P=.0073  DF=226
Question 50/Question S9
T=4.73 CI=(.33 to .803) pP=0 DF=204
Question 50/Question 61
T=3.04 CI=(.14 to .638) P=.0027 DF=228
Question 50/Question 62
T=2.03 CI=(.01 to .534) P=.,043 DF=239
Question 50/Question 62
T=-5.,92 CI=(~1.42 to ~.71) P=0 DF=219
Question 51/Question S6
T=2.09 CI=(.01% to .513) P=,038 DF=235
Question 51/Question S8
T=2.71 CI=(.091 to .581) P=,0073 DF=230
Question S1/Question S9
T=4.78 CI=(.329 to .791) P=0 DF=209
Question 51/Question 61
T=3.04 CI=(.134 to .626) P=,0026 DF=233
Question 51/Question 62
T=2.02 CI=(.006 to .522) P=, 045 DF=242
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Appendix B,
Item §

Paired T-tast Results: Siguificant 0Oifferepces, (Question 406-64. These
responses indicate that thers vas a significantly stronger respoase for one
quastion as compared to another, based on a comparison of the means.

Question 51/Question 63
T=~6.01 CI=(-1.423 to ~-.72) P=0 DF=216
Question 51/Question 64
T==7.46 CI=(-1.669 to -.97) P=0 DF=217
Question 52/Question 59
T=3.39 CI=(.158 to .599) P=.0008 DF=219
Question 52/Question 63
T=~7.17 CI=(~1.598 to -.91} P=0 DF=208
Question 52/Question 64

=-8.66 CI=(~1.843 to ~1.16) P=0 DF=209
Question 53/Question 59
T=3.66 CI=(.192 to .639) P=.0003 DF=209
Question 53/Question 63
T==-6.92 CI=(-1.563 to ~.87) P=0 DF=209
Question 53/Question 64
T=-8.39 CI=(-1.809 to ~1.12) P=0 DF=210
Question 54/Question 59
T=3.63 CI=(.186 to .630} P=.0004 DF=216
Question 54/Question 63
T=-6.99 CI=(-1.569 to ~.88) P=0 DF=209
Question 54/Question 63

==8.47 CI=(~1.815 to ~1.13}P=0 DF=210
Question 55/Question 59

T=3.50 CI={(.173 to .622) P==.,00006 DF=213
Question 55/Question 63

T=~7,01 CI=(~-1.581 to ~.89) P=0 DF=210
Question 55/Question 64

=-8.,47 CI=(-1.815 to ~1.13)P=0 DF=210
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ITtem S

Paired T-teat Results: Significant Differences, Question 40-64. These
responpses indicate that there was a significantly stronger response for cne
question as compared to another, based on a comparison of the means.

Question56/Question 59

T=2.94 CI=(.098 to .494) P=.0036 DF=236
Question 56/Question 63
==7.,96 CI=(~1.667 to =-1.0} P=0 DF=183
Question 56/Question 64
T==-8. 48 CI=(=-1.827 to —-1.14) P=0 DF=212
Question 57/Question S9
T=3.73 CI=(.189 to .611) P=.0002 DF=225
Question 57/Question 63
T==7.17 CI==-1.571 to -.89) P=0 DF=200
Question 57/Question 64
T==-9.,52 CI=(-1.912 to ~-1.26} P=0 DF=189
Question 58/Question 59
T=2.29 CI=(.032 to .416) P=.023 DF=240
Question 58/Question 63
==8,48 CI={({-1.74 to ~1.08) P=0 DF=183
Question 58/Question 64
T=-8.68 CI={~1.981 to -1.33) P=0 DF=184
Question S9/Question 60
T=~3.,54 CI=-.638 to -.182) P=.0005 DF=213
Question 59/Question 62
==2,.79 CI(~.505 to ~.087) P=,0057 DF=227
Question 59/Question 63
T=-10.14 CI=(-1.95 to -1.31) P=0 DF=166
Question 59/Question 64
T=-10.05 CI=(-1.981 to =1.33) P=0 DF=184
Question 60/Question &3
T=-6.89 CI=(-1.571 to ~.87) P=0 DF=214
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Appendix B,
Item S

Paired T-test Results: Significant Differences, Question 40-64. These
responses indicate that there wvas a significantly stronger response for one
question as compared to another, basad on a comparison of the means.

Question §1/Question 63
==8.71 CI=(-1.781 to -1.12) P=0 DF=185

Question 60/Question 64
T=-11.79 CI=(-2.195 to =-1.57) P=0 DF=167

Question 62/Question 63
T=-7.80 CI={-1.674 to ~1.0) P=0 DF=198
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