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1 INTRODUCTION TO THE WORKBOOK

Social responsibility of universitesaspar t of t h e s thasbetdmer d

more and more popular in higher education. The Service Learning Approach
stands out as a socially responsible teaching methodology; however, in many
European higher education institutions the Service Learning Approach is still
unknown. Current teaching material, toolkits and workbooks are being developed
to promote this teaching approach from a European perspective, this workbook
being one of them. It deals with Service Learning as a pedagogy in the context of
higher education and aims to support higher education teachers, lecturers, and
young researchers to run Service Learning courses. The workbook encourages
them to make their own experiences with applied coursework.

The workbook is an output of the Europeanpr oj ect A BIDENSE
Promoting Social Responsibility of Students by Embedding Service Learning into
Educati on Cu-fundedcpiojeca by the BRASMUS+ Programme of the
European Union. The project focuses on social responsibility of higher education
institutions at student and teacher level. The workbook draws on the practical
experience of the project members from five partner universities in Europe (Dublin
City University in Ireland, Porto University in Portugal, Kaunas University of
Technology in Lithuania, University of Vienna in Austria, University Politehnica of
Bucharest in Romania, and Sapienza University of Rome in Italy), from planning
and implementing such courses at university level. The workbook pursues the

following targets:

1 Introduction to Service Learning: The workbook gives basic information
and practical guidance for those who are unfamiliar with this pedagogy, want
to change their applied coursework and are interested in promoting
st ude nt seGgagamient.iltc also offers numerous possibilities for
reflection and in this sense critical awareness about the possibilities and

constraints of applied coursework as such.
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1 Relevant topics in teaching with the Service Learning Approach: The
workbook presents relevant aspects and topics of teaching with this
approach.

1 Pedagogical Resources and Tools: The workbook can be used as a
resource book to guide the process of developing a new Service Learning
course, addressing practical planning tools, open access materials,

worksheets and other resources.

The workbook serves as a starting point for working with Service Learning
approach for experiences and less experienced teachers. Short chapters make it
easy for teachers to decide if the Service Learning Approach fits their teaching
objectives and interests. Experienced teachers might be more interested in a
specific topic and zoom into one of the chapters provided here. Practical guidance
is given throughout the workbook using self-guided tasks, checklists, and reflection
exercises.

The workbookd structure is twofold: The first part focuses on Service Learning
as a pedagogy and picks up foundations of Service Learning. The second part is
more action-driven and provides guidance on key questions, action plans and
examples for designing and conducting a Service Learning course on your own.

This workbook is only available as an electronic source.
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2 SERVICE LEARNING AS A DIDACTIC APPROACH

Katharina Resch, Mariella Knapp, llse Schrittesser

Community-oriented activities are widely disseminated and accepted in Anglo-
American university contexts, while in European universities this connection has
yet to be fully established (Slepcevic-Zach & Gerholz 2015, p. 67; Reinders 2010,
p. 535). A growing interest in the Service Learning approach can be observed in
connection with the renewed awareness of the civil society tasks of universities
and colleges following the Bologna process, whichmay be i n the
Mi s s i o0 n 020 8Pvetlsealibcourse of an "engaged university" (Lassnigg et al.
2012). Reinders (2010, p. 535) for example was one of the pioneer researchers in
Germany, who studied the effects of Service Learning in German universities. The
institutional anchoring of Service Learning is not bound to a national policy, but is
subject to the autonomy of universities themselves. This chapter aims to give a
brief and comprehensive introduction to Service Learning by explaining its

foundations, concepts, and background.
2.1 What is Service Learning?

Service Learning stands out as a teaching and learning approach that connects
theory and practice by allowing students to participate in a service that meets
community needs and to reflect on the experience in class in order to gain a deeper
understanding of the course content and an enhanced sense of civic engagement
(Bringle, Hatcher & Mcintosh 2006). It can include services in schools, social
initiatives, public institutions, non-profit organisations, facilities for the disabled,
etc., and aims to strengthen students
impetus for their personal development and civic engagement (Waldstein & Reiher
2001). This includes their active engagement in solving real-world needs,

10
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identifying and clarifying skills, developing for this learning process and taking time

for critical reflection (Leming 2001).

According to Furco (2009, p. 47)
Service Learning is a pedagogy that
makes a connection between
academic learning and community
service experience. It is particularly
important that content-related skills

and knowledge resources are used

in order to be able to deal with
relevant issues in society. There is no uniform definition for the term Service
Learning, since the precise implementation, objectives, content-related and
subject-specific objectives of different institutions, which offer Service Learning, are
carried out and defined differently. Service Learning is built on equal partnerships
between students, teachers, and community partners. Service Learning involves a
complex interaction between students, service activities, curricular content, and
learning outcomes. This leads to a high range of programme diversity in Service
Learning and makes it difficult to generalize findings from one course to another.
Also, the prediction of results and experiences in Service Learning seem to be
complicated.

The absence of a common, universally accepted definition of Service Learning
seems to be one of the greatest challenges because it leads to numerous
interpretations (Furco 2003). The most well-known and cited definition is the one
developed by Bringle and colleagues (2006, p. 12).

11




This popular definition specifies that the service experience ought to be
embedded in a course and is supposed to define specific learning objectives, but

at the same time clearly identifies the needs of the community partners.

2.2 Background and origins of Service Learning

Service Learning has its origins in the Anglo-American context, where higher
education institutions follow academic and public purposes at the same time. For
the past 20 years, American universities have seen an increase in efforts to engage
in civil society that benefits both sides (Anderson, Thorne & Nyden 2016). The

12




integration of Service Learning into the curriculum marked an important building

block for the start of this development.

In the mid-1960s, the term Service Learning was first mentioned in relation to
an internship programme, in which students collected credits for their studies or
received financial compensation for their work on social projects (Kenny &
Gallagher 2002, p. 15; Reinders 2016, p. 21). In the 1980s, the generation of
American students was portrayed as superficial and self-centered. A student at
Harvard University named Wyne Meysel wanted to prove the opposite because of
this general and hostile view of students and founded the Campus Outreach
Opportunity League (COOL) organization in 1984. This organization served as a
point of contact, where students got socially engaged and used their skills and

abilities in the interest of common good.

A student organization quickly developed from this idea and is still running as
a non-profit organization c a | |Aaiah Without Borderso(Reinmuth, Sass & Lauble
2007, p. 14). Up to the mid-1980s, American universities had occasional Service
Learning courses, but only a few students took advantage of them. At the end of
the 1980s, the Service Learning Approach started to boom and quickly spread to
various American colleges. During this time, students from three major universities
merged, namely Stanford, Brown and Georgetown, and founded fCampus
Compacta Currently, there are
more than 1.000 universities
members in Campus Compact,
which aims to promote civic

engagement and social

responsibility of students for society
(Campus Compact 2018).
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Since the 1990s, the Service Learning approach has not only become
widespread within American universities, but has also reached popularity in Europe
(Kenny & Gallagher 2002, p. 15). However, the connection between the community
and the university is still relatively new, especially in German-speaking or Eastern

European countries.

2.3 Theories underpinning Service Learning

The conceptual foundations of Service Learning are traced back to different
theoretical pedagogical and learning approaches, of which three are presented

here: learning through experience, experimental learning, and social learning.

Service Learning is associatei
as a way ofil darfreiongantdhr owghhyex|jperi ence
educator and philosopher John Dewey (Seifert, Zentner & Nagy
2012, p. 16; Reinders 2016). "Democracy as a way of life" means
that democracy is not only seen as a representation of the state
and government, but also refers to "a form of living together that
is dependent on participation, mutual responsibility and shared
democrati c wal). Dewsys (1916)ovgrk 'Democracy
and Education’ is still seen as an inspiration for the concept of
Service Learning, emphasizing the importance of combining
learning at university with civil society engagement (Reinders
2016, p. 21; Sliwka 2004, p. 5; Eyler & Giles 1994, p. 78; Morton
& Troppe 1996, p. 21; Seifert 2011, p. 27).
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In addition to Dewey's considerations, David Kolb's concept of
experimental learning (1984) is also considered influential for Service
Learning (Morton & Troppe 1996, p. 21). Kolb (1984) understands the
concept of experiential learning as an interplay between practice and
theory. In addition, there is a demand for systematic reflection in order
to link theory and practice to enable the optimal design of learning
processes. Kolb (1984) describes learning in a circle, which is
composed of four areas (Tanner 2006, n.p. ) : AlLearner ¢
be effective, need four different kinds of abilities i concrete experience
abilities (é), reflective obs
conceptualization abilities (é&),
p. 30). When learners run through these four phases, they make new
experiences. In the course of a Service Learning course, students have
the possibility to make practical experiences with the community
(concrete experiences) and they make more experiences and link
theory and practice, especially when reflecting practice (reflective
observation). Because of their personal experience, they receive a
better understanding of theory and knowledge contents in general
(abstract conceptualization) and also learn how to apply theoretical

knowledge directly in practical settings (active experimentation).
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Social Learning can be established as a third point of reference for the
theories underpinning the Service Learning approach. Social learning
focuses on social activities in which students carry out volunteer work in
social institutions that benefits the city / community and society. In
contrast to social learning, Service Learning is not only applied in the
social field, but in a wide range of fields of activity, like the environment,
culture, economy, politics etc. Service Learning is profitable for society,
but also for the students because they achieve their technical learning
goals through Service Learning projects and in turn apply their acquired
knowledge within a project (Sliwka 2004, p. 2f.). Studentsc a n it
the social importance of the knowledge they have acquired through their

own actionso (Sliwka 2004, p. 3)

2.4 What are the aims of Service Learning?

Ryan (2012, p. 3) -learhimyismataching and learnin strategy
integrating meaningful community service with instruction and reflection to enrich
the | earning experience, teach <civiec
Service Learning intends to achieve academic, civic and personal goals for
st udent s Gtuderts leamingisgccess should be increased through a close
relationship between theory and practice (Hofer 2007). As a pedagogy, Service
Learning intends to support s t u d eparsodak growth, their social, professional
and civic competences (Reinders 2010). In this sense, Bringle and colleagues
(2016) describe three different domains o f st ud e n teshancdd ¢heough
Service Learning. These domains encompass academic learning, civic learning

and personal growth; however, these domains also overlap. In detail, seven

16
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learning domains can be extracted from this model. They are presented in figure 1
and described in the listening below:

Civic
Learning

Personal
Growth

Academic
Learning

FIGURE 1. LEARNING DOMAINS ENHANCED THROUGH SERVICE LEARNING
(BRINGLE ET AL. 2016; OWN DIAGRAM)

1. Academic Learning refers to a deeper understanding of theories, models,
academic concepts and research findings,

2. Civic Learning refers to gaining civic knowledge which might not be in relation
with the curricula or the content of university courses,

3. Personal Growth refers to developing personal values and attitudes which also
might not be in the focus of the course,

4. The intermediate area between Academic Learning and Civic Learning: the
community service relates academic content with Civic Learning,

5. The intermediate area between Academic Learning and Personal Growth: the
community service relates academic contents to personal growth,

6. The intermediate area between Civic Learning and Personal Growth: the
Community service relates a development in Civic Learning to personal growth

which might not be in the focus of the course,
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7. The intermediate area between Academic Learning, Civic Learning and
Personal Growth: the Community service relates the academic content to Civic

Learning & personal growth (see Bringle et al. 2016).

Stokamer and Clayton (2014) emphasize that especially the domains 2, 4, 6,
and 7 seem to be of high relevance in applied courses. For designing and planning
Service Learning courses at universities, the awareness of some goals aiming to
achieve seems to be useful, as it gives lectures an orientation about their own role
and tasks by teaching Service Learning courses.

Thus, Service Learning focuses on different learning objectives. Butin (2010)
describe them as technical, cultural, political and antifoundational goals: Technical
goals focus on the content knowledge and the cognitive analysis of real-world
problems in the background of a theoretical understanding. Cultural goals focus on
the improvement of civic engagement and cultural competency. This enables to
expand an understanding of the personal self as a player in the local and global
community. Political goals target on the political and social activism with the overall
purpose to foster a more equitable and socially just environment for individuals and
groups (Butin 2010).

Nevertheless, Service Learning as a teaching method does not only focus on
student sb6 dmvasd @mrgetsethe theeds and benefits for community
partners (see chapter 4.2). From this perspective, Service Learning aims to
empower community partners and give them a voice through the collaboration with
the university. Through Service Learning the community should feel supported in
coping with their special challenges and improve their self-confidence to master
them. This is connected with an increased attractiveness of the involved
communities towards outsiders or stakeholders and can lead to a valorisation of
the specific space or area in which the service takes place. Finally, Service
Learning follows societal aims as it includes a political dimension. Political science
discourses argue that stable democracies afford the willingness to engage for other

people in a political or in a social sense (Putnam 1995; Sullivan & Transue 1999).
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Democratic values, interpersonal trust or social norms which take recourse on the
reciprocity can only develop when people know about each other (Hofer 2007) and
are aware of e a ¢ h o exesencgss The development of social responsibility,
civic engagement and civic skills are targets of Service Learning. At the same time,

they are foundations of a healthy and democratic society.

2.5 Programme Diversity in Service Learning

The programme characteristics of Service Learning can differ widely across
classrooms, contexts, and countries. Service Learning can have many different
forms and varies according on the local context, the objectives of teaching and the
shape of the service. It also differs according to practical constraints, e.g. time
spent in a service. In this sense, Service Learning courses are diverse according

to the following points:

1 Different time frames across the curriculum: experiences in different
service contexts can vary from short-term modules, activities for one or
two semesters, multiyear projects as well as multicourse projects. This
Is not only a consideration of teachers but also of structures embedded

in university settings and by student law;

1 Different degrees and levels of responsibility: students may take
more or less responsibility according to the needs of community partners
and the concrete service; they might be strongly involved in building a
cooperation with a community partner or not; they might be engaged in

the selection of the service and how to apply it to community partners;
1 Different degrees and levels of integrating student voice: st udent s o

experiences and perceptions might be strongly integrated into course

planning and identifying the needs for a service;
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Different programmatic goals: depending on the concrete subject or
discipline (e.g. nursing, sociology, law, mathematics), programme goals

and/or learning objectives might vary across the curriculum;

Different types of services: According to Lake and Jones (2012) and
Kaye (2010) Service Learning is divided into four different approaches
(see figure 2). It is possible that the service is direct (students interact
with clients and residents of a community or organization and have
personal contact with the community) or indirect (students interact
behind the scenes intending to support, improve, extend or coordinate
resources but with less or without personal contact to the community),
that it focuses on research (research service learning) or on using theory
and research to promote transformative change (Advocacy Service

Learning);

-
* The

service service

g

Indirect } -

i

Research 1

+ Creating

mnteraction
18 person-to-
person

\ ‘ Direct ser\-icew

\

+ Service to the
communty
butnot to an
individual

awareness of
public interest
1ssues

[ Advocacy

| service

|

+ Finding,
gathering,
and
reporting

mformation

FIGURE 2. FOUR DIFFERENT APPROACHES OF SERVICE LEARNING ACCORDING TO

KAYE (2010); LAKE & JONES (2012)
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Direct
Service

Learning

Indirect
Service

Learning

Advocacy
Service

Learning

Research-
Based
Service

Learning

Examples:

= = =4 =4

Supporting students with a disability;
Giving a presentation on violence and drug prevention;
Planting a nature trail with pupils in schools;

Developing activities for hospice patients.

Examples:

1
T
il

Compiling a town or community history;
Building low-income housing;

Restoring ecosystems in preserve areas for public use.

Examples:

T

Planning and putting on public forums on topics of
interest in the community;

Conducting public information campaigns on topics of
interest or local needs;

Working with elected officials to draft legislation to

improve communities.

Examples:

T

Writing a guide on available community services and
translating it into other languages for new residents;
Gathering information and creating brochures or videos
for non-profit or government agencies;

Conducting longitudinal studies on local social or

environmental challenges.
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2.6 Essential elements of Service Learning and quality
standards

Howard (2003, p. 3) states that high quality academic Service Learning
initiatives are such in iwhi ch the | earning informs the se
informs the learningc r eat e a reci procal and synergistic
According to Howard (2003), there are three essential elements of Service
Learning:
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FIGURE 3. ELEMENTS OF SERVICE LEARNING (HOWARD 2003, P.3)

There have been several attempts to define good practices in Service Learning
(Howard 2003; Europe Engage 2018). Felten and Clayton (2011, p. 81) identify

several elements referring to good practices of Service Learning:

1 Integration of Learning and Service: The pedagogy of Service Learning
includes the two different components of service (pointing to a service for
society or an organisation) and learning (indicating to acquire, improve and use
academic knowledge and skills subject-related or multidisciplinary) (Bartsch &
Grottker 2018, p. 38). In the learning component, the activities are scientifically
prepared, reflected on and scientifically substantiated using the relevant
literature (Hofer 2007, p. 37). Classroom instruction is designed to help students
to perform a service in the community and the service community is designed
to help students to get a better content-related understanding. Both have to
influence each other to form an overall and integrated experience (Furco &
Norvell 2019).
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1 Complementarityof goal s, studentsd experiences.

and assessment in the community and in the classroom.

1 Collaboration with community partners, students and university staff
members are maintained from initial planning to completion of Service Learning
projects and are mutually beneficial and address real community needs.
Students learn and work in small groups to achieve the respective goals
(Reinders 2010).

| Flexibility: Beside clear intentions, Service Learning courses are also
flexible enough to accommodate to dynamic situations and to respond to
capacity-building needs (Felten & Clayton 2011, p. 81).

Integration

Com

Collaboration plementarity

Critical

Reflection Flexibility

FIGURE 4. ELEMENTS OF GOOD PRACTICES IN SERVICE LEARNING

i Critical Reflection: Continuous reflection of practical activities using
theoretical means is a main aspectof st u d e nt s pwhitheaakes placa ig
the community service and in ongoing reflection. In this sense, the
documentation and/or evaluation of learning experiences is central for linking

service and learning, but also for achieving personal and academic goals. There

24




are multiple ways and forms of reflection activities. They differ according to their
point in time (reflection before, during service and after the service) and
according to the social arrangement (reflection alone, in class, and with
community partners) (see also reflection map of Eyler 2001 & 2002). Creating
a climate of trust and respect is an essential element for reflective practice
(Bringle & Hatcher 1999).

Seifert, Zentner and Nagy (2012) have developed quality standards and
understand these as relevant characteristics for the successful implementation of

Service Learning. These are:

1 Correspondence to real needs: students react to real needs of the
community and are engaged in meaningful and personally relevant
service activities

9 Curricular Connection: Service Learning is intentionally used as an
instructional strategy to meet learning goals

1 Reflection: Service Learning incorporates multiple reflection
activities that are ongoing and that prompt deeper thinking and
analysis of oneself and one’s relationship to society

1 Student Participation: Service Learning provides students with a
strong voice in planning, implementing, and evaluating Service
Learning experiences with support from teachers

1 Engagement outside the university: the engagement takes place
outside the university and in cooperation with community partners

1 Recognition:st udent s & e n @ehigwmeats of stiadents
are recognized in an ongoing process through feedback to assess
the quality of implementation and progress toward meeting specified

goals (see also chapter 5). (Seifert, Zentner & Nagy 2012)
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2.7 Didactic Principles of Service Learning

Based on the theoretical basics, the following didactic principles characterize
the Service Learning approach:

i Active involvement of students and realistic experiences: Furco
(2003, pp. 17f.) counts Service Learning as a new teaching method, which
aims to Aactively involve the students 1in
authentic learning situations for students; and impart knowledge based on
realistic experienceqFurce2008wal8)t to the stud

1 Active problem-solving and self-activity: This principle can also be
applied to Service Learning, since learners in Service Learning actively deal
with a problem that is personally significant and socially relevant (Reinders
2016, p. 39).

1 Changing role of teachers: Service Learning differs from traditional
pedagogies in many ways, which also affects the role of the teacher
(Howard 2003, p. 3). Activities and roles of teachers in the guidance of
studentsdé individual | ear ni ngorgamisetlc e sses ar
and cooperative learning are more in the focus than in traditional teaching
approaches (Zinger 2020). Teachersétasks are extended, as they have to
give sufficient and multiple opportunities for s t u d edildctiords. Although
there is a high personal responsibility of students in this approach, teachers
also act as role models in the
communication and cooperation with
community partners. Teachers also have
additional tasks in this methodology by
identifying community needs and

moderating between students and the
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community. Teachers may face multiple roles and sometimes role conflicts
(e.g. Warner & Esposito, 2009) as they act as academic experts, as
facilitatorsf o r s t leachimgiproseéses and they, finally, have to assess

s t u d echieverents.

1 Dealing with problem complexity: Similar to the anchored
instruction approach, the Service Learning approach also emphasizes that
learners should deal with a real life problem and come to terms with its
overall complexity. This helps students to develop the willingness and
competence to deal with complex problems (Reinmann & Mandl 2006, p.
630). This principle corresponds to Service Learning, since students in
higher education do not only look at the complexity of a problem, but also
deal with the question of how a problem can be processed (Reinders 2016,
p. 39).

1 Situatedness: The principle of situatedness comes to the fore in
Service Learning, since the student is offered real learning opportunities that
are accompanied by subject contents (Reinders 2016, p. 39). Sometimes
there might be an unexpected situation or students are disappointed that

their service or solutions do not meet their prior expectation.

2.8 Ethical Considerations and Limits of Service Learning

Service Learning is not free of criticism: Once thought to benefit local
communities, it is criticized for serving higher education goals, such as providing
research laboratories for faculty and venues for students to implement applied
coursework (Holland 2005). Instead of helping to bring about transformational
change in communities, itis criticisedtobecome a techni cal practice
orientation and in this sense mirrors a neoliberal approach in the transformation of
higher education (Raddon & Harrison 2015; Resch et al. 2020). From this
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perspective, Service Learning is instrumentalized to benefit in the competition with

other Higher Education Institutions and to appeal to external funders (Slaugther &

Rhoades 2000). Some researchers believe that Service Learning has positive

effects on the social awareness of participants (Dukhan et al. 2009), while others

are not that optimistic as evidence on the impact of service learning is missing. It

may also reinforce paternalistic structures and stereotypes (Cipolle 2004).

Scholars are concerned with the Third Mission as elite practice (Butin 2010).

Service Learning mightbeal uxury fAmany students cannot af f
ti me, f i nance Butin 040, g. 32h Asfofien mang grivikged white

students are involved in Service Learning (Butin 2006) scholars concerns about

service learning also deal withitasahegemo ni al fA whaintde ficed lictuerocdo pr act i
In order to prevent Service Learning from becoming just one more academic

practice, students should be equipped to analyse policy and society (Wohnig 2016,

Resch et al. 2020).

mutual exchange (reciprocity) and
with the aim of sustainable, mutual

benefits for all. To ensure this, regular

feedback and reflection is required
from all involved parties (students, community partners, and teachers). In this
sense, joint considerations must also take place as to which activities are
considered to be appropriate and which are legally safeguarded. Students should
be introduced as students and not as full-time employees, interns, or in other roles.
Activities outside the Service Learning context should not be part of the
commitment (e.g. nursing or counselling activities). Liability and insurance issues

must be clarified in advance in the case of an accident or critical incident.
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Butin (2010) describes another relevant risk, namely that an ideology in the
sense of a charity orientation in Service Learning can lead to neglecting the
connection to the academic learning content. A risk is also viewed in the fact that
the actual social and cultural realities of the community are no longer seen in their
holistic relationships. Instead of a dynamic exchange of knowledge and resources,
students are wrongly regarded as "providers" and community partners as
frecipientsa A lack of reflection on this duality can result in students perceiving
themselves as elevated and not working close enough to the real needs of the
community (Butin 2010). Power relationships can be reproduced and the self-
efficacy and empowerment of the community partners weakened. Reflection in the
sense of questioning socio-political conditions and a critical scientific analysis is
important to avoid premature prejudices, wrong expectations, and ideologies
towards charity.

Working with Service Learning can
lead to disappointments, especially for
very committed students, if the project is
not accepted as desired by community
partners or problems occur. Planning a

Service Learning project on paper can

differ considerably compared to social
reality. There can be understandaple and pragmatic reasons for this. It makes
sense to prepare students early for possible setbacks and failures so that they can
better deal with disappointments later. Appropriate reflection helps them to learn
from false expectations, mistakes, or plans which cannot be put into practice.
Understanding the critique and the concerns about Service Learning helps
to re-think o n e @ws teaching approach. Such a reflection can strengthen the
perspective on how a Service Learning course might achieve its best effectiveness

A

in supporting studentsélearning and simultaneously meetingc o mmuni t ises 6 need
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Keep in mind:

Be thoughtful about criticism of Service Learning. Think about which
students are interested in this approach and which students are
excluded from it due to time, financial or social resources. How can
student sé di ver syourycounse and bBaawlcanzstudents Ime
motivated for participation in Service Learning? How can you ensure that
Service Learning is more than just marketing? i These questions help to

avoid criticism for Service Learning.
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2.9 Examples for Service Learning

Example: Direct Service Learning in Nutrition Science

I n the dédhort i cul dudentadevelopandepian fsod edpcatioy e c t
sessions for children based on the theoretical part of the course and teach them

in schools and preschools of the municipality. The slogan of the project is to

teach children to know, value, consume and appreciate vegetables. They
include multiple activities that stand out: contact with vegetables in nature and

t a st i Examplé from the University of Porto, Portugal

Example: Direct Service Learning in Art Design

Inthe6 Proj ect of |, stddergstare iassignedDice wiild grojécts
with waste in the city. Students walk around in the community and look for the
most abundant waste in the city. Students have to develop products using
waste as raw material, like litter from the beach, leftovers from restaurants,
etc. The products developed must be easy to produce and students should
be creative in their development. After that, students offer a training course
for people from the community with difficulties with finding a job (between 35
to 40 years old). They learn how to go back to the job market or initiate their
own business. Students deal with environmental and social needs in relation
to those people, together with the design project. i Example from the

University of Porto, Portugal
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Example: Indirect Service Learning in Business Education

Students in an accounting class provide costs analyses for different homeless
shelters and identify new financial solutions for them. Students are in contact
with the coordinators and managers of the homeless shelters and present their
results in form of financial plans to them regularly. The service has a clear
benefit to homeless people, but students do not work with individuals from
these homes directly. The homeless shelter receive new ideas for their budgets
and students learn how to work with customers i Example from the University

of Graz, Austria (example extracted from Fernandez & Slepcevic-Zach 2018)

Example: Ind irect Service Learning in  Engineering

Inamast er 6s degree program, students develo
for community partners, which was based on a request form a missionary
house in a coast town in Peru. The utility bills were getting too expensive as
the water was heated by electricity. In the course, students designed a solar
hot water system using materials available in their country and an analysis for
the cost benefits of the system. Students completed the design of the solar hot
water system and some of them went to Peru to install the system with the
support of local technicians. The funds not used for the house utilities could be

used for other purposes (example extracted from Duffy 2007).
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Example: Advocay Service Learning in Archaeology

Advocacy Service Learning projects aim to create awareness and action on issues
that 1 mpact the communi t ystudentsa wotkline histaicalHe r i t ¢
archeologically and cultural rich area, which is affected by poverty to build awareness
of their cultural heritage diversity. Students work in an Ecomuseum and organize
exhibitions and events for migrant residents and native neighbours to inform and give
information about the local heritage in their community and to support an intercultural

dialogue. i Example from Sapienza University Rome, Italy

Example: Research Service Learning in Teacher Education

Research Service Learning offers information on topics and areas that is
needed for a community. At the University of Vienna, faculty built a partnership
with a local school. The school raises an issue and gets in contact with faculty
which results in a first conversation and then in a written contract between the
school and the university. In a meeting, school staff, students and faculty
introduce themselves and get to know each other. In the course of the process,
students learn about research methodologies with the practical problem of the
school. They design an empirical study and do research in the school. After the
analysis of the research data, students present the results to the school and
write a final report. The research and its results should help schools to improve
their practice. Pre-service teachers in return learn to apply a critical distance to
school life and to understand the school as a community, which in turn supports
their professional development as a teacher. i Example from the University of

Vienna, Austria (example extracted from Schrittesser 2014)
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3 SERVICE LEARNING COMPARED TO OTHER
METHODOLOGIES

Mariella Knapp, Katharina Resch, Maria Slowey, Tanya Zubrzycki, Isabel Menezes,
Agna Gadei ki ena, a Yoaitad/asauBkiaitaj RinkaiKemautiena, Gabriel

Dima

3.1 Introduction

At first sight, it seems easy to understand the concept of Service Learning,
however, when confronted with other teaching approaches, it can be useful to
benchmark the Service Learning approach to others. This chapter provides an
outline of applied coursework in higher education and highlights the Service
Learning approach in particular. Six practical teaching approaches are displayed
in this chapter and then compared to the Service Learning approach: 1)
community-based research, 2) project-based learning, 3) (participatory) action
research, 4) internships, 5) volunteering, and 6) social entrepreneurship. These
teaching approaches were chosen because of their similarities to Service Learning

and the (high) risk of mix-up.

Bringle and colleagues (2006) identify the following essential features of the
Service Learning approach:
1 as course-based, academic rigour
i as a credit-bearing educational experience of students,
1 as organized service activity whichenablesst udent sé6 partici pat
i as oriented on identified community needs,
1 as reflective practice in such as to promote academic learning,

enhance personal growth and civic responsibility.
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A popular mistake is to equate Service Learning with other methodologies like
internships or volunteering. This is not the case, as readers will recognize in this
chapter. However, even for experienced teachers it is sometimes difficult to
distinguish between different applied teaching methodologies. This confusion can
be explained as it he ki nds of pedagogi cal ac
during Service Learning resemble practices that are found in across experientially
based approacheso ( FManygteachikhg Methodolegled as 2
type of learning focus on behaviour (e.g. simulations, problem-based learning), on
field-based learning (e.g. volunteering, internships) or on reflection (field trips,
action reflection methodologies); nevertheless, Service Learning crucially points to
all of these elements at the same time (Witmer & Anderson 1994).

Being aware of the peculiarly features of Service Learning is helpful for the
practical application and research of Service Learning, as to find appropriate goals,
aims, contents, categories for planning courses and doing research on Service
Learning. Using the metaphor of a balance beam Furco (1996) offers a way to
differentiate Service Learning from other methodologies. Based on five examples
of experience-based methodologies, the balance beam compares them on two
continua: the first continuum points out if the focus of the activity is rather related
to Service or Learning, the second continuum describes if the primary intended
beneficiaries of the service activities, the providers of the service (students) or the
recipients of the service (community partners) (Furco & Norvell 2019).

In community service and volunteering the focus of the experience lies on the
service and the service provider is not the primary intended beneficiary. In field
education and internships, the focus mainly lies on the learning part and the
providers are the primary intended beneficiaries. In Service Learning, the
experiences should intentionally balance out both sides of the continuum.
Experiences intentionally focus on learning to ensure academic learning for the
provider and service for the recipient. An essential goal in Service Learning is that
both the provider and the recipient benefit from the experience (Furco & Norvell

2019). The differentiation between providers and recipient, but also between
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mentors and mentee or teachers and students can lead to misunderstandings.
Mutual interest always drives Service Learning and a clear differentiation between
these roles and functions might be problematic. In the Service Learning phase,
students become recipients as they acquire new practical knowledge and new
insights into the lived experience of the community, at the same time community
partners become providers offering their experience-based knowledge. The arrows
iNnFurcods (199 6)motehillustrate this récpracal process. Service
Learning is organized cooperatively and as a process. From this perspective, a

strict differentiation between dichotomous spheres is not possible.

Focus
Service - » Learning

<

Primary intended beneficiary

<

Recipient | <

v

Provider

Service Learning

Community Service Fieldeducation

Volunteering Internships

FIGURE 5. THE BALANCE BEAM (FURCO 1996)

In this sense, students may act as a provider offering their academic knowledge
to the community, while in parallel gaining new applied knowledge during their
service experience. St u d eamd cordmunity partnerséreflections on their own
position in the societal structure give them empowering knowledge. According to
this reciprocity paradigm, Service Learning posits in the middle of this balance

beam i sometimes the focus will be more on the learning part and sometimes there
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will be a stronger service part. Nevertheless, aiming to combine Learning with
Service, the Service Learning approach is positioned in the middle of the balance

beam. This distinguishes Service Learning from other teaching methods and
makes the approach unique.
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3.2 Mapping of other teaching methodologies with Service
Learning

The following subchapter gives an overview of different experience-based
methodologies and how they can be differentiated to Service Learning according
to the definition of Service Learning by Bringle and Hatcher (2006, see chapter 2).
Service Learning as a pedagogy fulfils all of these criteria: it is integrated into a
course at the university and focuses on academic learning (course-based) so that
students get credit for their engagement and learning achievements (credit-
bearing). At the same time, the service is organized in cooperation with the
university and community partners (organized service activity) which also
secures that the service deals with a real existing problem and meets identified
community needs. To combine learning with service a reflection on the service
activity supported by the university and community partners seems unbearable.
Other pedagogies instead do not totally meet these criteria (but they might fulfil
others).

In the following, different experience-based methodologies will be
introduced in more detail and differentiated from Service Learning. Table 1
provides a quick overview of the similarities and differences of these pedagogies
according the criteria of Service Learning. Such a differentiation does not argue
t hat Service Learning is the fnAbest met hodo I
differences more explicit and understandable.

The methodologies were selected as they all intend to enable learning in a
practical field and try to integrate academic with experience-based and practical
learning. In this sense, they have existing relations with Service Learning, but differ
from it in some aspects. These methods were selected because of their popularity
and familiarity in higher education teaching and research. A cross in the table

represents a fulfilled criterium.
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course- X X X X

based

credit-

bearing

organized X X X

service
activity
meets

identified
community

needs

reflection X X X

on the
service
activity

T

T

ABLE 1. MAPPING OF METHODOLOGIES IN COMPARISON TO SERVICE LEARNING
(REsScH 2021)

Community-based research: Like Service Learning, community-based
research also intends to identify a need in the community and is integrated
into a university course. Nevertheless, it has a strong focus on research and
the service might not be guided by the university. This also applies to
reflection, which is oriented towards the research processes and results

rather than on a service activity.

Project-based learning: Project-based learning is situated in a course or
in the curriculum similar to Service Learning. Students are prepared and
supported to realize a project in class or with a community partner, also the
process of achieving the project goals is reflected with teachers. However,
the project might not entail a service. Project-based learning must not be
connected with community engagement or a real need. Students can
choose the topic they want to work on. This is not the case in Service

Learning.
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1 Action Research: Action Research has a strong focus on the use of
research to identify solutions for a community need or problem and provides
knowledge for change. In action research, community partners engage in
research themselves. Like Service Learning it might be integrated into a
course at the university. Nevertheless, the organized activity mainly focuses

on research and not on a community service.

1 Internships: Internships are often located in the curriculum and provide
students in an academic course possibilities for reflection on their practical
experiences. In this sense, internships might not be oriented towards the
interest or needs of a community. Usually an existing community need is not
identified in advance for an internship. Also, internships might not take place
in the course of the curriculum, but can be chosen voluntarily be students,
who feel they need more practice. In this case, there is also no integrated

reflection of experiences.

1 Volunteering: Volunteering is often connected to a self-guiding and
altruistic activity in a community, which has no defined end. Volunteering is
also deeply rooted in the real needs of a community and might also be
organized by an institution. In comparison to Service Learning, a guided
reflection on the performed experiences is usually not foreseen by the

university.

1 Social entrepreneurship: Social entrepreneurship usually does not take
place within a course. It focuses on an existing need just like Service
Learning and also offers services, but the experiences are not accompanied

by a university course or integrated reflection.

After this comprehensive overview, each methodology is described and compared

to Service Learning in more detail.
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a) Project-based Learning

Project-based Learning means working on a topic for a longer period of time
and applying multiple perspectives on the topic (Rengstorf & Schumacher 2013, p.
20) . Oneds own experiences and action are
strategy. Students should have a strong interest in the topic of the project. Activities
should be relevant to the students and the community. Project-based Learning is
also connected to motivation and the curiosity of students in order to promote
engagement. Personal development is possible because of a link between theory
and practice. Projects take some time, for example (more than) one semester, and
therefore, activities are continuous, which supports learning over a longer period
of time. This is also the case for Service Learning projects, as they may have a
duration over several semesters. Nevertheless, community needs are not the focus
of Project-based Learning. However, Project-based Learning also contains
elements of Service Learning, such as: project design, implementation of the

project, project closure etc.
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b) Action Research and Participatory Action Research

Action research is a methodology to work on practical issues of the community

in a participatory way between researchers and practitioners from the community.
Community membersand r esear cher s Wwa déntifytandgapaly$eer t o i
community problems, (b) find solutions to those problems through the best
met hods of research, and (c) test those solu
Puckett & Romer 2000). Action and reflection are repeated in ongoing cycles to co-
generate knowledge and to initiate change in the community (Guta & Roche 2014).
In this sense, action research is characterized by the following elements:

9 research for and with the community

i practical questions from the community

9 the connection of action and reflection

1 confronting different perspectives of different people involved

i a contribution to the visibility of practical knowledge in the community

by publishing results

9 triggering long-term change and development in the community
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c) Internships

I nternships are Astructured and career rele
studentsprior t o graduation from an 1®8apd3®3ni c progr a
Internships are practical working experiences in the potential field of employment.
|l nternships during onebd6s studies are supposed
and better qualifications for the actual job. Linking theory and practice is seen as
an enrichment of studying in general. Internships are oftentimes viewed as key
elements of a study programme and have the purpose to give students real-life
insights into their future jobs and to gain practical experiences. Service Learning
does not have this goal and is less oriented towards the future job. Also, internships
do not necessarily have to provide overlap with course contents, which is the case
for Service Learning.

The typical output of internships are practical skills in the respective field of
study. Internships can differ in their duration, the tasks of the students, their
structure (whole weeks, single days, hours), their social conditions (teamwork or
individual work), their anchorage in curricula and study programmes, and their
degree of structured versus unstructured activities. They can be obligatory or

voluntary (Hascher 2007).
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d) Volunteering

Volunteering is generally considered an altruistic activity, where an individual
or group provides services for no financial or social gain to benefit another person,
group or organization. The degree of studentsdé engagemen:
volunteering requires a high willingness to improve the sector for the higher cause
of serving. Being involved in a higher cause makes them part of the community
progress and improvement. Volunteering can take place inside and outside the
university (e.g. in student unions, in youth clubs, in mentoring etc.) and is an

activity, which is not paid and usually has no specified start and end.
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e) Community Based Research

Community based research (CBR) is a distinctive methodology, based on
partnership and full, equal engagement between university researchers, students
and practitioners in community organizations. Compared to Service Learning, the

focus shifts from the service activity to a research activity.

Community based research can be definedasafiéf or m of aohthaton r ese
involves research partnerships between university-based academics and
communities, emphasizes lived and experiential knowledge to guide the research
process, and promotes capacity building to empower communities to take a
leadership role in the research process. CBR projects bring project stakeholders
together throughout the research process, from identifying the issues to collecting
and analyzing the data, to developing strategies to bring results to policy makers

with the goal of producing systemi ¢ s o c i a(Tandoh et al. @16, p. 1)
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f) Social entrepreneurship

Social entrepreneurship is a concept, which focuses on social enterprises
which have an explicit social impact through their economic and social activities.
These enterprises support local development and social cohesion. By combining
societal goals with an entrepreneurial spirit, they are key stakeholders in social
economy and social innovation. Compared to Service Learning, social
entrepreneurship also follows real community needs, however, reflection might not

be integrated into the experience, nor is it usually course-based or credit-bearing.
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g) Summary of applied teaching methodologies

E s P P P S D S P P T P

1 Researchers & community partners 1 A community focus is not necessary
work together on research I Aims to solve complex problems

9 Emphasize on lived and experimental T Transfer f r Yomshouda cf

- knowledge ~ knowdo studentsd #
1 Produces social change (systemic) - Focuses on the development of '
1 Can be based on funding transversal or professional skills

1 Intends to create leadership in the 1 Integrates project planning and
community learning based on a specific problem

1 Group experience 1 Group experience

D P I I I I I I I I P I I

Y Practitioners from the community -9 Targets social impact

conduct research with a social impetus - § No integrated reflection of activities

1 Follows a reciprocal action and: 9§ Intends to create a sustainable

reflection cycle business model with a social impact

1 Works on the basis of areal needinthe -  Risk of exploiting students who might

community work for free

~
~
~
~
~
~
~
~
~
~
~
~
~
~
~
~
~
~
~
~
~
~
~
~
~

D N R R R
R A I

1 Group experience 1 Group experience

R

1 For a good cause/impact 1 Focus on professional development
1 Volunteering is not based in the i Focus on technical and content skills
/ curriculum and does not bear credits 1 Competencies are acquired in a

1 Can be an organised activity specific context

?f‘IT Has no start and end (varies in 3E‘IT Bridges the gap between theory and

duration) g practice
~ 9 Reflection is a minor part ~ 9 Mentors/supervisors are part of the
~ 1 Individual experience ] process

- Individual experience
B N N N e e I A A A A A e R e

TABLE 2. SUMMARY OF TEACHING METHODS SIMILAR TO SERVICE LEARNING
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4 BENEFITS OF THE SERVICE LEARNING APPROACH

Maria Slowey and Tanya Zubrzycki
4.1 Introduction

As discussed in other chapters in this workbook, the ways in which Service
Learning is defined and interpreted can vary across different higher education
systems, individual universities, and disciplines. This can pose challenges in
building a strong empirical evidence base, which demonstrates the benefits of the
approach. Furthermore, many stakeholders are involved, each of which may have
a different perspective i such as students, teachers, universities and other higher

education institutions, community organisations and prospective employers.
In this chapter of the workbook, we explore two key questions:

1. First, what is some of the evidence on the
potential benefits of Service Learning?

2. Second, how might Service Learning

principles be incorporated into student

research projects?

We answer these questions on the basis of published evidence and
empirical evidence collected in the form of semi-structured interviews in the
ENGAGE STUDENTS project.

4.2 What are the main benefits of Service Learning?

Service Lear ni opgportudittes farel rbenefits dor hll involved
participants, including students, faculty, community, and the academi ¢ i nst i tuti on
(Warner et al. 2012 in Rutti et al. 2016, p. 425). While the overarching aim of
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Service Learning is to contribute to a positive social change, a number of
stakeholders are involved and they can have different perspectives on what
constitutes the potential benefits. Below is a brief overview of each stakeholder
group, drawing on academic literature and empirical evidence from qualitative

interviews conducted with educational experts in higher education institutions.

a) Benefits to students

Rutti et al. (2016, pp. 425-426) reviewed academic literature and used nominal
group technique to poll faculty on stakeholder benefits from Service Learning
projects. In their article, they cite a number of studies suggesting various benefits

to students, summarised as follows:

A Overall, the benefits of participating in Service Learning projects on
undergraduate level were documented in numerous studies (Eyler & Giles
1999, Rhoads 1997 & 1998, Eyler et al. 1997 in Ruitti et al. 2016).

A It has been long established that Service Learningé connects ¢l assr oo ms

the world outside campus, whil e(Cay¢ eati ng
1997; Boyer 1994 in Rutti et al. 2016, p.426). Furthermore, Service Learning

was found to emphasize O6how todidad reinfo

ongoi ng concern in educational Ssystemso
Barber 1994; Boyte 1993 in Rutti et al. 2016, p.426).

A Studies found that traditional education does not empower students and
does not provide skills and knowledge
for participation in public life (Rosenberg
2000, Forman & Wilkinson 1997 in Rutti
et al. 2016, p.426), while Service
Learning integrated into a regular
classroom stimulates both teaching and
learning (Henson & Sutliff 1998 in Rutti
et al. 2016).
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A number of studies found Service Learning assignments involving
I nteraction with those in need to
from experiencing empathy (Wilson 2011 in Rutti et al. 2016) to questioning
their existing stereotypes and personal values (Bamber & Hankin 2011 in
Rutti et al. 2016).

Service Learning was found superior to a traditional research project in
supporting student development and achieving socially desirable outcomes
(Casile et al. 2011 in Rutti et al. 2016).

Another study established that Service Learning projects are as valuable as
student internships, facilitating appreciation of the environment, the

community and ethical concerns (Simola 2009 in Rutti et al. 2016).

Effective teaching style enables students to apply Service Learning to

resolving real-life problems (Elzinga 2001 in Rutti et al. 2016).

Providing a space for reflecting upon experiences is an important element
of Service Learning, as evidenced in a study finding that student learning
happens due to the time spent on reflection (Gibson et al. 2001 in Rutti et
al. 2016).

Engaging in Service Learning projects facilitates development of skills for
effective functioning in the labour market or in graduate school (which are

difficult to measure by course grades) (Hansen 1999 in Rutti et al. 2016).
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Which benefits do teachers perceive from the Service Learning approach?
Results from interviews of the ENGAGE STUDENTS project:

fto be a good citizeno(lreland, Interview 2).

frhis opportunity gives them real-world experience and when they graduate, they
are job-readyo(Ireland, Interview 5).

fService based learning provides an opportunity to practice T going back to a
concept and leads to understanding abstract frameworks and how they work in
practiceo(lreland, Interview 5).

fiWhere students have to, for example, develop a social enterprise as part of a
module, they learn to have contact and work with the local community, and identify
community needso(Ireland, Interview 2).

fin order to gain access to service providers, students learn to build networks
involving their lecturer and other university colleagues, they also learn to build trusto
(Ireland, Interview 2).

Theref | ecti ve pi ecet oaldrotwisc usltautdee ntthse fil e a
how that fits with their sense of self, how it fits in with getting them ready for
employment, who they are in terms of the wider community, what sort of effect
t h ey 6 v(&elahdaldterview 3).

fWhen working with organisations in the ageing sector, students can work with a
cohort outside of what they may be exposed to, which provides students with an
opportunity to challenge stereotypes and explore how ageing is informedo (Ireland,
Interview 5).

fFor students coming from overseas, exposure through Service Learning to
organisations working in their area of study in another country can be beneficial.0

fit teaches students how to engage with the world outside, versus doing well in
exams taught in second-level school systemo(lreland, Interview 2).

fiStudents are often asked to make a presentation to the board, and feedback can
be varied wh(readd, Intesviewmly.e f ul o

iStudents typically donét get execut i
Learning gives direct contact with managerial staffo(Ireland, Interview 1).

fProfessionally, students gain experience on their CV, but most students do it
because they think it is a good thing to doo(Ireland, Interview 1).

fStudents learn to be entrepreneurial in approaching stakeholders, develop
leadership skillso(Ireland, Interview 2).
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b)

Benefits to teachers

Through Service Learning projects, teachers have an opportunity to conduct

action research (Harkavy & Benson 1998 in Rutti et al. 2016), which in turn

can facilitate educator so understanding (
enhancements in classroom practices (Richards & Platt 1992 in Rutti et al.

2016).

According to Johnson et al. 1991 in Rutti et al. 2016, 6 cooper ati ve | earn
has been found to increase coll e&2fp faculty
Rutti et al. 2016 indicate thaSemcé aculty at

Learning and often find linkages to the external community that form the
basis of teaching cases, journal articles, and research streams in addition

to increasing the service co#2ponent of the

Service Learning provides for a connection with real world situations,
facilitating understanding of theoretical concepts through creative and
effective methods of teaching. This is reinforced in a study by Calvert et al.
2011 (in Rutti et al. 2016, p. 4 25) whi ch f oudbedring hat 0ser
methodology bridges theoretical concepts with experiential learning through

projects within the | arger community?o.

Depending on resources available, there are a number of ways to achieve

active learning in the classroom.
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c) Benefits to higher education institutions

Resources allocated by higher education institutions to activities such as
identifying and addressing the needs of external community and working with its
members, for exampl e small businesses or ager
knowledge over time and gradual development of the infrastructure to absorb such

integration [that] typically followsd (Rutti

d) Benefits to community partners

A study of Service Learning projects with community-based small business
partners ( Si mol a 2009 in Rutt:]I 2016) 6found benef
customized, onsite services, no financial costs as are associated with consultation
or training options, an unbiased and well-rounded strategic audit, and receipt of an
alternative perspective on the business and opportunities that would not otherwise

be avail abl eo.

From the interviews in the ENGAGE STUDENTS project:

A Service Learning aims at identifying and contributing to solving a need in
the community.

A 6There are examples when organi s
made by students. Smaller organisations can get a lot out of engagement
with Service Learning, they see s
1).
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e) Benefits to prospective employers

Studies show that applied learning such as Service Learning allows for
opportunities to repeat and reinforce concepts, which in turn facilitates retention
and transfer of this learning to social agencies and business or service
organisations (McKeachie 1999, Schamess et al. 2000 in Rutti et al. 2016).

From the interviews in the ENGAGE STUDENTS project:

A 6This is one of the reasons why we
involved in the NGO sector, because it gives our institution a real understanding
of the grassroots issues on ageing and highlights opportunities where we could

be of assistance and supportthem.6 (I r el and, Il nterview 5).

A Service Learning provides Oopportuni
to what they have been taught and see how useful and realistic it is. It makes the

school at the university very relevantand current.d6 (I rel and, I ntervie

4.3 Benefits of engaged research in the context of Service
Learning

a) Understanding engaged or community-based research

While a number of research approaches can
be applied to investigate the outcomes of
Service Learning activities, there is also an
opportunity to incorporate Service Learning

principles into research i through engaged, or

community-based research methods (see
chapter 3.2).
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For the purposes of 0A How to Guided on el
principles, the term Oengaged researchd is d
discipline-specific rigorous research approaches and methodologies that share a
common interest in collaborative engagement to address an issue of public interest
or concerno ( Ads B)eHowevee, the aathors dravd attéhtion tp the
fact that a number of discipline-specific terms are used to describe engaged
research, with some researchers using theterms 6 appl i edé6 and Or eal WO I

others giving preferenbaseddétbe dpamsi écpaman

Engaged research is defined as research that aims to improve, understand or
investigate an issue of public interest or concern, advanced with community

partners rather than for them:

AEngaged research i s not about t he recr
participants; or simply raising awareness of research through online, print

media, publications of research
findings, and outreach activities. For
engaged research to be authentic,
the relevant research stakeholders
should meaningfully and actively
collaborate across the stages of a
research | ife cycf§
2018, p. 2)

Thus, a key distinction of engaged research from Service Learning lies in the
emphasis on research and development of an evidence base. Community-based
research (CBR) can be viewed as a distinctive methodology, based on partnership
and full, equal engagement between university researchers, students and
practitioners in community organizations. Tandon and colleagues (2016) define
CBR as a
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fef orm of action research that i nvol ves r ¢
university-based academics and communities, emphasizes lived and
experiential knowledge to guide the research process, and promotes
capacity building to empower communities to take a leadership role in the
research process. CBR projects bring project stakeholders together
throughout the research process, from identifying the issues to collecting
and analyzing the data, to developing strategies to bring results to policy

makers withthegoal of producing systemic social <c¢h

In a review of examples of good practice Stand and colleagues (2003) highlight
i mportant ways in which CBR differs on the or
research and, on the other, from what sometime s can appeaorr iaesntoéecdhdar i t

Service Learning. They conclude that

Aféthe distinctive combination of coll abora
social action that CBR entails makes it a particularly engaging and

transformative approach to teaching and engaged scholarship. Moreover,

its potential to unite the three traditional academic missions of teaching,

research, and service in innovative ways makes it a potentially revolutionary

strategy for achieving long-lasting and fundamental institutional change . 0

(Strand et al. 2003, p.5)
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b) Potential benefits of engaged or community-based
research

The underlying aim of CBR is to contribute to positive social change. In this
respect it can be viewed as a methodology similar to Service Learning (see also
chapter 3.2). Tandon and colleagues (2016, p. 4) draw attention to potential
advantages of CBR to the different stakeholders i the university, the community,

and wider society:

Potential advantages to the university:

A Creating knowledge in the context of application.

A Enhancing societal relevance of the research.

A Enriching research training and university course integration with societal

relevance and cultural sensitivity.

Potential advantages to the community:

A Learning how to enhance capacity, such as by conducting research.
A Accessing resources, such as funds, knowledge, and labour.

A Changing social or personal inequities and solving problems.

Potential advantages to society:

A Leads to overall societal betterment by enhancing participatory and

democratic processes.

A Provides sustainable solutions to pressing societal challenges
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A Campus Engage publication informed by a review of international
literature along with extensive consultations with researchers, policy makers,
funding agency personnel and community partners, suggests the following benefits

of engaged research collaboration (Adshead et al. 2018, p. 3):

Understanding the benefits of engaged research collaboration

For some, the goal of engaged research is social action (broadly defined), for
the purpose of achieving social change and social justice either directly or
indirectly. For others, engaged research is the logical response to socio-
technical, political and other research drivers to support equitable, sustainable,
evidence-i nf or med i nnovation. It is a me
into production, design and technology for maximum impact. Engaged

research maximises impact by:

A Allowing for greater public accountability;

A Requiring tacit knowledge exchange to address societal challenges;
A Setting evidence-informed research impact performance indicators;
A

Stimulating a stronger external demand for innovative policy, practice,

products and services;
Increasing reuse of data and decreasing duplication of effort;

Maximising the value of research investment and providing a better return

on investment;

A Creating better public support and understanding.
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To support the devel opment of engaged resea
produced and is freely available on an open access website (Campus Engage
2019). Based on an extensive consultation exercise with researchers, community
representatives and policy makers, this guide suggests a helpful checklist to both

policy makers and higher education institutions:
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5 INTEGRATING SERVICE LEARNING INTO TEACHING
AND ASSESSMENT

Agna Gadei ki ena na oaiia¥Yasaukiaild, Rima Kentautiena

According to Lee (2011), Keeling and Hersh (2012), Service Learning provides
students with access to the community and encourages real world problem solving.
Harris (2011) suggests that Service Learning encourages students to think beyond
the learning. Service Learning is a form of education, in which students engage in
activities that address community needs and structured opportunities, which are
purposefully designed to promote studentsoé |
These activities must provide opportunities for students to reflect on meaning and
significance of the Service Learning projects they have participated in. It is also
important that students take into consideration the perspectives of those for whom
they have provided the service. This chapter focuses on how service learning can

be integrated into teaching and learning outcomes.

5.1 Establishing a learning culture for Service Learning
Kenworthy-U6 Ren (200 3) stated S$ehviaetlLeatning i nt egr a

provides a platform for discussing social responsibility and real-world ethical
considerations in higher education. These concepts become tangible for students
through hands-on experience and observation (Kenworthy-U 6 R e2003). The
integrating of Service Learning culture into the university will enhance student®
understanding of social concerns with the goal to produce civic awareness.
Service Learning is both a theory and a methodology. It is experiential
education that occurs over a period of time and requires interaction between
faculty, teachers and the community. Service learning is effective because
situational knowledge has to be applied, and this requires reflective thinking and

inquiry. The creating of Service Learning course raises substantive pedagogical
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challenges and necessities. A re-conceptualization of the teaching-learning
process will be needed to solve these challenges.
Reflection lies at the core of Service Learning because reflecting can foster
a oO6critical selfo6é that questions the status
that are grounded in formal knowledge and skills (Caspersz & Olaru 2017). Service
Learning activities are experiential (real life) and reflective activities in which
students enrolled in an academic course provide a needed service to the
community. Structured reflection opportunities help students to make connections
between theories and practice (Brownell & Swaner 2009).
According to Brownell and Swaner (20009)
consider when developing a quality service learning experience:
a) students must have meaningful service experiences;

b) the duration of the experience should be long enough to be meaningful;

q L

c) the regular feedback to students regarding
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An effective quality Service Learning culture considers the following points:

1 Meaningful service experiences reflected in curricula: Students should
interact directly with the community to receive meaningful service experiences.
As stated byLa Lopa (2012), Afengagement
determine how the students will link the course content to the service
experience and ensure that the project
faculties should be involved in the defining of course learning goals and the
role that service experiences might play in achieving those objectives.
Faculties willneed to makereadjust ment s t o their fAsyl
learning goals and objectives, assignments, project descriptions, reflection
prompt s, and feedbacko in order to

2014). Curricula might have to be adapted.

71 Duration of experiences and course structures: Also, according to Brownell
and Swaner (2009), Athe duration of
be me aniThig fmeahsothat there should be enough time to build
relationships between students and other community members and that this
should be mirrored in course structures, which might be longer than just one

semester.

1 Cooperating with community partners: La Lopa (2012) reports that faculties
need Ato determine the amount o md oft
campus to complete the project, if and when the community partner will visit
the classroom, and how, when, where, and why the faculty member will
become personally involved in the
institutions to the outside of the university and allowing community partners in

their classrooms and learning processes.
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Service Learning courses should be designed to ensure open communication

between faculty and students, and ongoing reflection during the course (Jacoby

2015; La Lopa, 2012). Jacoby (2015) states that a critical reflection component is

needed in Service Learning courses because theyr ai se dAcri ti cal guest.i
reflection hel ps student s Aconsi der mul tiple per s
compl exi ty i As nmentismédtby Scoti amch Graham (2015), Service

Learning entails a collaborative initiative between students and the community that

involves explicit learning goals, a response to genuine community needs, youth

decision-making, and systematic reflection on the part of the students. According

to Chambers and Lavery (2017), a Service Learning culture involves action and

reflection, whereby students learn through both the action and the reflection on that

action. As mentioned Brownell and Swaner (20
of fered at the site i sgularffeedbackto stusgnteabbuance o, an
their progress should be ensured. Jacoby (2015) reports that reflection in Service

Learning encourages students to integrate experience, observation and

knowledge, to examine theory in practice and so create the basis for Service

Learning culture at the university. According to Jacoby (2015), faculties can use

different types of reflection activities (see figure 6).

AJournals AClass ADrawings AClass
AExperiential readings AVideos presentations
research AGroup AArt
papers discussions

FIGURE 6. TYPES OF REFLECTION ACTIVITIES ADAPTED FROM JACOBY (2015)
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5.2 Preparing for Service Learning

Successful Service Learning can create an enormous effort for teachers and
usually the success of teachersd preparation
communpay b swpod.sAs mentioned by Butin (2010), but also Mueller,
Brahm and Neck (2015), an intensive preparation, high complexity and balancing
between securing of societal impact and learning outcomes are the challenges that
teachers face at the same time. For the integrating of Service Learning into
teaching and for course planning a common guide like PARE (Preparation, Action,
Reflection and Evaluation) could be used as suggested by the Corporation for
National and Community Service (2020).

1 A s

ik

C

'\
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Preparation

Action

Reflection

Evaluation

Preparation should include:

a) Community Partner Selection. Learning about the community
partner O6s goal s, expectati onscs
partner that best matches the
and learning goals.

b) Goals and objectives. Setting clear objectives for both the
learning and community-based components of the course.

c) Ethical Issues. All participants should carefully consider ethical
issues before the course begins.

d) Logistics. Logistic considerations should include the number
and duration of student meetings and their spent on-site.

e) Expectations. Considering expectations and assumptions of
students and community partners, including what they hope to gain
from the experience and concerns.

f) Course Content. Giving information about course contents,
activities, follow-up activities after course completion, reflection and
evaluation.

e) Student Assessment. Assessment of students should be
considered. This could contain oral presentations, essays, final

reports, research papers and self-evaluations.

The course syllabus, roles, and schedules should be provided for
students and community partners. During this step, teachers can
ensure regular progress and assessments of students with different

methods.

Reflection includes critical di scussi ons abou
community partnersd experience
classroom, in the community or individually through course

assignments.

Service Learning courses should be evaluated from the
perspectives of both community partners and students. Evaluating
each experience is important for determining to which extent the
goals and learning objectives of the Service Learning course were
met. This is also an important learning for universities, for this
reason, community partners should be asked about their

experiences as well.
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Service Learning requires students to specifically take an active and
responsible role in their own development and learning by interacting directly with
the community (Chambers & Lavery 2017). In this way it can enable them to apply
their knowledge and critical thinking skills to meet urgent community needs.
According to Resch (2018), students can partici pate i n exploring con
problems or resources, selecting participants, or determining what activities to
employ. A relevant part of Service Learning is the opportunity for students to use
their skills for engaging in significant roles in real contexts and by working with
community partners. The role of teacher and student rotates during the course (La
Lopa 2012). The lines of distinction between the student role and the teacher role
become blurred, so that students are teachers and learners, and teachers are
learners as well as teachers. In an interview study with teachers, Miklautsch and
Kohlmeier (2019) identified eleven roles of teachers in Service Learning courses
(see figure 7).

Facilitator Supporter

Research

Assistant .
RoleVariety

of Teachers
in SL

Academic
Instructor

Projectleader

Communicator
Teacher

FIGURE 7. ROLE VARIETY OF TEACHERS IN SERVICE LEARNING (MIKLAUTSCH &
KOHLMEIER 2019)
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On the one hand, teachers experienced themselves in a professional and content-
driven role as an expert, project leader, teacher, academic instructor and research
assistant, and on the other hand, they found themselves in more accompanying
roles as supporters, mentors, coaches, communicators or facilitators of processes.
These roles might continually change and intersect depending on the concrete
phase in the Service Learning project and the needs of students.

As La Lopa (2012) stated, these principles provide a basis by which faculties must
rethink their role in the classroom as these courses become student-centred as
guide their own learning.
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5.3 Transferring Service Learning into Learning Outcomes

Learning outcomes currently play an increasingly important role in higher
education. As stated by Harden (2002) and Buss (2008), learning outcomes are
broad statements of what is achieved and assessed at the end of the course and
are used to specifically describe what is expected from a learner in form of
understanding, knowledge and know-how. Davies (2002) highlights that the
learning outcomes are related to cognition and to abilities and skills. Outcomes
related to cognition include knowledge content and understanding. Outcomes
related to abilities and skills encompass transferable skills, key skills, core skills
and other practical skills (Davies 2002). According to Kettunen, Kairisto-Mertanen
and Penttila (2013), the learning outcomes, which refer to knowledge, skills,
attitudes, feelings and motivation are innovation competencies, which are essential
for ensuring the interactive dialogue between the educational organization,
students, and surrounding working life and society. Chalkley (2006) states that the
most valuable contribution of higher education to sustainability is providing large
numbers of graduates with the knowledge, skills and values that empower
business, government, communities and society as a whole to live and work in
more sustainable way. In accordance with Shephard (2008), knowledge-based
economy skills and critical thinking are imperative for the success of future
generations.

Every Service Learning course is a unique combination of the teacher, the
learner, the community partner, the service performed in the community and the
subject matter of the course. Service Learning is a complex approach to teaching
and learning, thus, it needs approaches to assessment, evaluation and reporting

that are suitable of capturing its complexity.
Kuh and colleagues (2008) state that a Service Learning culture can be a

success factor for a significant impact on the improvement of academic

achievements of students because of the practical use of classroom knowledge
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through community engagement. Service Learning as experiential education is of
great significant because it contributes to the building of social skills, work ethic
and practical expertise. Eyler (2009) reports that methods of experiential education
like Service Learning can lead to more powerful academic learning and help

students achieve intellectual goals (see figure 8)

e N
The capacity for critical
thinking and
application of
knowledge in complex
( 7 | or ambiguous situations | A
\. J The ability to
A deeper engage in lifelong
understanding of learning, including
subject matter learning in the
workplace
\. / \. J

Intellectual
goalsas

learning
outcomes

FIGURE 8. INTELLECTUAL GOALS AS LEARNING OUTCOMES
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Outcomes related to cognition

~N O oA WDN P

Lifelong learning

Knowledge of substantive material

Practical expertise
Academic learning

Understanding of theoretical perspectives and concepts
The application of knowledge in different contexts

The analysis of problems and possible solutions

Direct Service
Learning

(e.g. working with
rural low-income
community
members;
volunteering in
health care, social
services, teaching,
day care, and

Indirect Service
Learning

(e.g. volunteering on
events such as
intergenerational
fairs, special
fundraising events,
and development
campaigns for
communities, and

Advocacy Service
Learning

(e.g. learning about
social and
environmental
problems and
forming the
solutions for
problems; learning
to appreciate

Research-Based
Service Learning
(e. g. finding,
gathering, and
reporting
information on
issues related to
communities or
society at all, and
etc.)

fundraising etc.) different cultures,
activities, and etc.)
mentoring and etc.)

Outcomes related to abilities and skills

9 Teamwork
Critical thinking

=A =4 -4 A A - -9

Communication

Civic responsibility

Global understanding citizenship
Time management

Resource management
Workshop skills

1 Information technology

FIGURE 9. TRANSFER OF SERVICE LEARNING INTO STUDENTSOLEARNING
OUTCOMES
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5.4 Assessment formats for Service Learning

Assessment and evaluation of Service Learning activities represent an exciting but
to date little elaborated topic. Teachers often find it difficult to assess, evaluate and
formally recognize student engagement and consider the translation into
assessable measures and evidence as a challenge. Nonetheless, assessment and
evaluation prove to be important in order to make the Service Learning process
transparent for students, to emphasize the importance of their service for
community partners and to provide students with clear and visible evidence of their
learning in the form of feedback. Steinke and Fitch (2007, p. 24) summarize this as
follows: "Systematic assessments of service learning provide opportunities to

demonstrate the powerful impact this pedagogy can have on student learning (...)".

‘ Farber (2011, p. 50) describes several characteristics of the k

assessment process in the course of Service Learning. The
assessment is designed as:

1 complex and multidimensional (multiple dimensions of
learning are taken into account)
focuses on feedback
is rooted in the respective context (situationally shaped)
can be done by either teachers or students

is both informal and formal

= =4 4 =4 =2

is continuous T assessment should not take place only
when the course has been completed (summative), but

also during the learning processes of students (formative)

)
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According to an understanding of Service Learning as a process,
assessment and evaluation ideally take place throughout the entire course in
connection with students, teachers and community partners. Forms of assessment
should be carefully planned in advance to identify learning goals and expectations.
Based on these goals, it is possible to consider which learning outcomes to be
expected, how to measure them and which methods to use for assessment.
Multiple methods should be used for assessment and combined in a fruitful
interplay. This may sound complex, but it gives teachers a multi-perspective insight
for the final evaluation and grading process. The application of different
assessment methods offers the possibility to consider specific parts or dimensions
of the Service Learning experience (e.g. civic responsibility, critical thinking,
problem solving, team work, social learning, academic and cognitive learning) in
the assessment and thus makes it possible to receive a holisticvi ew o f
learning processes. In the literature of Service Learning in higher education, the

following assessment methods are frequently mentioned.

a) Portfolio work

A portfolio is a collection of planning materials, work results, documents,
presentations, visualizations and different forms of audio-visual documentation or

artwork, which documents the learning and reflection process. Portfolios are used

student s

to observe the contents, methods and results (pieces of evidence)duringst udent s 6

engagement and to record and document them in writing or another form. Working
with portfolios can be a useful and accompanying element throughout a Service
Learning course. Each student works out his own independent portfolio. At the end
of the course, it should be complete. In Service Learning projects, a portfolio can
include schedules, records and documentation of activities, possibly specialist
vocabulary, information and notes, results of reflection exercises or narrative
evaluations (Resch 2018). The portfolio is the centrepiece and the basis of the

assessment, since it can be designed individually, is closely aligned to the
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respective Service Learning project and assigns students a high degree of
personal responsibility for their grade. Students know that they are responsible for
the documentation and the quality of the portfolio. Teachers can freely determine
which focus they want to put on the documentation and which experiences they
want to disclose. By working with a portfolio, students can independently monitor
their own learning process. With the help of a portfolio, teachers can get an insight
into the project progress, the learning development of the student, but also in
st u d eservice dxperiences.

Students should be prepared for working with portfolios and need a precise
framework with regard to the design and structure of the portfolio. Using examples,
teachers should make students familiar with the structure of a portfolio and what
degree of freedom there is in terms of design and content. Students usually need
regular reminders and encouragement to continue working on their portfolio.
Ideally, the portfolio can be a travel guide to the entire project and record the
individual development of the project as well as the learning process, from the first
brainstorming of a Service Learning idea to the final reflection.

The contents of the portfolio can be adapted or supplemented according to
subject-specific and content-related criteria. For students from a mathematics
faculty, calculations or statistics with graphs can be built in (Farber 2011). For
students from a linguistic faculty, the documentation of the extended vocabulary in
a foreign language or the spelling of texts can be integrated (ibid.). The portfolio
serves as a basis for the final assessment.

b) Rubrics

Rubrics can be used to evaluate students' special learning products.
Assessment criteria are formulated in the sense of expectations of a specific
learning outcome and linked with a number scale. The numbers express different
levels of skills acquired or the quality of the learning product. Rubrics make the

foundations of assessment more transparent for students and easy for teachers to
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use. For the students, the expectations put on them become apparent. Rubrics are
determined after the learning objectives and the corresponding learning outcomes.
It is also possible to develop a structure together with students. In the final form,
rubrics should be presented to students with examples so that they can understand
them at the beginning of the course.

Rubrics can be applied to different learning areas and tasks of Service
Learning. They can be used for evaluating reflection journals and oral
presentations, but also for evaluating teamwork in the course of the Service
Learning project or for assessing civic responsibility. In particular the assessment
of civic responsibility is considered to be very difficult to measure and there are
problems in differentiating this learning dimension in terms of its quality, since this
also involves many normative assumptions. In this case, teachers should pay close
attention to which forms of civic responsibility can be realistically and analytically
determined as part of the project. Examples of a rubric in the area of civic
responsibility can be found in Farber (2011). The table (table 3) below shows a
rubric on the subject of evaluating a Service Learning project with visual, written
and presented elements. In the appendix you will find an example of a rubric for

evaluating reflective journals.

‘ Farber (2011, p. 51) provides an exemplary structure for a \

portfolio as part of Service Learning which includes the
following points:

1 A learning and brainstorming web;

1 Planning sheets for the project;

1 Atimeline (to be organized and completed by the team);

1 Journal entries (for built-in learning reflection);

1 Project notes, which can include vocabulary sheets,
supporting questions, presentation notes,

1 content area reading notes, research and information,

diagrams, and drawings and charts; and

‘ 9 Self-assessments (weeklv aroun and self-assessments). ’
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Visual

Written

Presentation

1
(limited
work

shared)

Limited visual

presented.

Limited written piece
shared.

Student did not
have a role in the

presentation.

2
(does not
meet

standards)

Visual is partially
completed, or not very
clear, colourful, or
detailed; communicated
some learned
information, but it is not

organized.

Partially complete, lacks
details or focus, or is in
rough draft form with
errors; communicates
some information
learned in the research
process.

Student had a
limited role in the
presentation.

3
(closeto
meeting

standards)

Visual is complete,
showing detail, colour,
and clear information;
some aspect of the
visual has problem(s)
with clarity and/or

understanding

Complete in final draft
form and shows an
understanding of the
information learned in
the research process;
some problems with the

piece are evident.

Student had a role
in the
presentation; used
some good
speaking skills,
and shared

information.

4
(meeting

standards)

Visual is complete,
organized, clear, and
detailed; communicates
learned information in a
creative and

understandable way.

Complete in final draft
form and shows a
thorough understanding
of the information
learned in the research
process; is interesting
and engaging to the

reader.

Student had well-
rehearsed role in
the presentation;
used good
speaking skills and
shared information
enthusiastically
with the school

community.

TABLE 3. SERVICE LEARNING RUBRIC. ADAPTED FROM FARBER (2011, P. 101-

102)
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c) Students' self-assessment

St u d eself-assissment tools and scales are particularly suitable for
students to demonstrate and reflect on learning and attitudes at the beginning of a
project and during or after a Service Learning project. However, they can also be
used in the form of checklists for students to sum up their own learning progress in
the sense of self-assessment. Self-assessment can promote student self-analysis,
lead to in-depth exploration of learning goals, and also promote a clearer picture of
student perceptions (Farber 2011). In this sense, self-assessments can also be
used as a learning method and give teachers more insight. On the one hand, the
rubrics mentioned can be used in that students also use them to evaluate their
work and hand it in at the end of the course. On the other hand, research scales
can be used. These scales can either be developed by teachers or existing scales
can be applied in a standardized or modified manner. Examples of such scales can
be found in Bringle, Phillips and Hudson (2004) and Shumer and colleagues
(2000).

d) Performance records

In principle, it is necessary to decide which partial achievements appear
justified as a proof of performance for the respective course: regular participation
in the course, preparation of an oral presentation, additional research, reflection
exercises, preparation for student engagement, participation in supervision and
accompanying supervision in groups, or final reporting. In general, students usually
report a high amount of time spent on service activities. It can make sense to
consider which partial performance elements are useful for final assessment.
Certificates, which can be awarded at the end of the experience, offer additional
recognition for the commitment to the community. The service activity should be
mentioned in the certificate as well as the acquired skills. The certificate should be
signed by the teacher, the institution and community partner involved (Hofer 2007).

78




5.5 Learning from the Evaluation of Service Learning

In the context of Service Learning, an evaluation aims to document Service
Learning throughout the entire period of time on the one hand, and to stimulate
improvement in feasibility and initiate a reflection process on the other hand (Saf?
2007). There are several models of the evaluation of Service Learning activities. A
popular model often used is the CIPP Evaluation Model by Stufflebeam (2003) i
this model stands for iContext Evaluation, Input Evaluation, Process Evaluation
and Product Evaluationa

Before the actual start of the Service Learning activity, the responsible
evaluator should document and collect objectives and interests of all those directly
involved (students, teachers, community partners) or indirectly involved (e.g.
faculty) in order to be able to establish a good fit between the expectations of the
different groups of people and the actual activities. The context evaluation
records information about the external framework conditions of the project, the
problem situation from which the project arises, and identifies the interests and
needs of the people involved (motives for participating in the Service Learning
activity, expectations, concerns of students and community partners). The input
evaluation investigates different alternatives for the selection of an intervention
that fits with the resources available (Safl3 2007). At this stage, reading relevant
literature helps to clarify which interventions already exist and proved to be
successful for the intended goals. An evaluation of service learning then asks
whether and to which extent these objectives have been achieved and which
factors have been beneficial (Fromm 2019). Depending on the objective of the
evaluation, two types of evaluation can be differentiated:

As part of a formative process evaluation, the entire Service Learning
project is evaluated and, if necessary, problems can be identified during the
process and changes in the procedure can be suggested. A continuous review of
the current expected achievement takes place during the entire course.

Instruments such as feedback rounds with participants or community partners are
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popular tools for this purpose (Baltes et al. 2007; Safll 2007). Using these
instruments, it can be clarified what the participants liked and in which areas they
perceive a need for a change. Likewise, feedback from community partners in the
form of conversations with those affected or written feedback, for example in
accompanying learning diaries, can provide additional information in this regard.
A final evaluation of success, in the sense of a summative evaluation, can
inform the teacher whether the objectives associated with the service have been
achieved. Creative and newly developed tools can also be used for this, as existing
and standardized instruments. However, such an evaluation mostly does not have
the aim of collecting and comparing results in a scientific way, but is intended to
provide a basis for evaluating and developing the Service Learning project further
(Baltes, Reinmuth & Sal3 2007). In order to get a complete picture and to be able
to make an accurate judgment about the project, both short-term and long-term
results, but also intended and unintended effects should be considered in the
evaluation. Table 4 is extracted from Sal3 (2007) and gives an example for an
evaluation plan using the CIPP Evaluation Model for a Service Learning course in
which students cooperate with a school and offer a programme for the promotion

of pupilsdé.reading skills
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Level of Context Process

Evaluation

Students Expectations & Literature review Learning diary, Reflective

Worriers feedback journal, survey
conversations, (at the beginning

Reflecting tasks & at the end)

Target group:

Pupils & their

parents

Mentoring Interview (about  Conversations Feedback Interview
teachers goals and about the
(community expectations) intervention

partners)

External parties

(other teachers,

principals)

TABLE 4. EXAMPLE OF AN EVALUATION PLAN (SAR 2007, P. 62)
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The evaluation of Service Learning activities also addresses fundamental
problems of evaluation research, namely the methodological difficulty in measuring
causal effects. In order to be able to determine the causal effects of Service
Learning, for example in a quantitative sense, a complex examination design is
required, which includes several measurement points (longitudinal design) and the
control of external influences as far as possible (Fromm 2019). This is the only way
to ensure that a result can actually be traced back to Service Learning. In the
context of Service Learning courses, however, experimental designs cannot be
implemented for the most part. Longitudinal designs require large sample sizes,
which in turn are very difficult to realise in courses with a small number of
participants. The evaluation of Service Learning activities turns out to be extremely
complex and ideally multidimensional, since different groups of people are involved
and different objectives are pursued. For example, Service Learning aims to open
up learning and personal growth for students, while at the same time producing
benefits for the common good. This results in several dimensions relevant for
evaluation (Fromm 2019). The teacher is interested in knowing whether students
have learned something and have developed further; community partners want to
know whether the service developed by students was successful for the affected
community members and students want information about whether their work was
beneficial or not and how to improve practice.

In order to investigate and empirically support the sustainability and success
of Service Learning activities, Driscoll, Holland, Gelmon and Kerrigan (1996) use
grids for the levels fstudentq ffacultyg fcommunityo and finstitutiond to evaluate
different dimensions with the associated indicators and measures. This grid can
help teachers to find suitable methods for evaluation of their own Service Learning
courses. As an example, the grid at the student level is presented below in table 5.
Standardized surveys, interviews, focus groups, learning diaries, tests of
knowledge and competencies, and assessments by third parties (e.g. assessment
of community partners about abilities of students) can be used as evaluation

methods.
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Variables

Indicators

Measurements

Students

Awareness of

community

Knowledge of community
history, strengths, problems,

definition

Interview, journal
analysis, focus

groups, survey

Involvement with

community

Quantity/quality of
interactions, attitude toward

involvement

Interview, surveys,
journal analysis,

focus groups

Commitment to

service

Plans for future service

Surveys, focus group

Career choices

Influence of community

placement job opportunities

Surveys, interview,

focus group

Self-awareness

Changes in awareness of
strengths, limits, direction,

role, goals

Surveys, interview,

Personal

development

Participation in additional
courses, extracurricular

activities

Interview, journal
analysis, focus

groups, surveys

Academic

achievement

Role of community experience

in understanding and applying

content

Interview, survey,

grades, focus groups

Sensitivity to

diversity

Attitude, understanding of
diversity, comfort and

confidence

Journal analysis,
reflections, survey,

interviews

Autonomy/independe

nce

Learner role

Interview, class

observations

Sense of ownership

Learner role

Class observations,

interview

Communication

Class interactions, community

interactions

Class observations,
community

observation

TABLE 5. GRID FOR THE EVALUATION OF SERVICE LEARNING AT STUDENT LEVEL
(ADAPTED FROM DRISCOLL, HOLLAND, GELMON & KERRIGAN 1996, P. 68
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6 EXPLORING THE POTENTIAL OF E-SERVICE
LEARNING

Andrea Hoyer-Neuhold

6.1 Preliminary remark on the need for E-Service Learning

Thinking about E-Service Learning, also called &irtual, distance or online
Service Learningdis partly caused by the appearance of the COVID-19 pandemic
in 2020. Due to the pandemic, higher education teaching worldwide had to shift
their attention to distance learning within a very short time, including Service
Learning projects already underway. However, E-Service Learning courses were
already being held long before the pandemic, with a considerable increase
particularly in the last five years (Stefaniak 2020, p. 562) and research was
conducted on the topic of the potential of digitisation for Service Learning projects,
as online teaching and learning are becoming increasingly important for higher
education institutions as a whole. Therefore, thoughts about the potential of E-
Service Learning, a systematization of E-Service Learning, and recommendations
for teachers for the integration of online components in Service Learning courses

are summarised in this chapter.

6.2 Potential of E-Service Learning

E-Service Learning means the integration of information and communication
technologies (ICT) in Service Learning courses. Either the learning component or
the service component or both take place online. By integrating online components
into Service Learning courses, three advantages are highlighted in existing studies:
Advantages for community partners, for students and for learning objectives.
Firstly, if the service component is provided online, E-Service Learning projects
can involve not only regional partners close to the university, but also

geographically dispersed organisations in the countryside (e.g. in rural areas) or
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even global community partners without resources for travelling (Waldner et al.
2012, p. 126). Secondly, by integrating online components into the instructional
part of a Service Learning project, geographically dispersed students or students
who for whatever reason are unable to attend lectures on-site on a campus can
participate in Service Learning courses. This is important for reasons of inclusion,
as it allows non-traditional students, students with disabilities or mental health
problems to access Service Learning courses (Waldner et al. 2012, p. 126). E-
Service Learning also enables distance learning universities in particular to
implement the Service Learning approach in their curricula. Thirdly, E-Service
Learning activities with internationally based partners enable universities to pursue
not only civic engagement and citizenship as learning objectives, but also global

citizenship and transcultural skills (Harris 2017, Garcia-Gutierrez et al. 2017).

6.3 Systematization of E-Service Learning

Waldner et al. (2012 and 2010) describe Service Learning activities without
any online component as traditional Service Learning (tSL) on one side of a
continuum and Service Learning activities solely with online activities as extreme
Service Learning (XE-SL) on the other side of the continuum. Based on their
extensive literature review in 2012, Waldner, McGorry and Widener identified five

types of Service Learning courses, as shown in figure 10.

SERVICE
Onsite Online
Traditional Service E-Service Learning
5 Learning Hybrid Type Il
~  Onsite
S E-Service Learning
E Hybrid Type IlI
Z
. . E-Service Learning Extreme E-Service
Online Hybrid Type | Learning

FIGURE 10. TYPES OF SERVICE LEARNING (WALDNER ET AL. 2012, P. 134).
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Traditional Service Learning is Service Learning without any online components,
in which both the learning in class and the service are conducted onsite. E-Service
Learning Hybrid Type | means that the teaching part takes place completely online
and the service part completely on-site. E-Service Learning Hybrid Type Il is the
opposite of Type 1: the teaching part takes place completely on-site and the service
part completely online. E-Service Learning Hybrid Type Ill means a blended
learning environment is applied to the instructional component as well as to the

service component. Finally, Extreme E-Service Learning fully takes place online.

Each (E-) Service Learning type has its potentials and limitations in terms of
delivery of instruction, provision of services and learning outcomes, and requires
different techniques to optimise Service Learning outcomes (Waldner et al. 2012,
p. 138). In the following, section, we look for answers to the question: How to use
E-Service Learning?

6.4 Recommendations for teachers to implement E-Service
Learning

From the E-Service Learning literature, advice and numerous
recommendations can be deduced from previous successful practice to avoid
stumbling blocks that have occurred in past E-Service Learning projects (Waldner
et al. 2012, Helms et al. 2015, Harris 2017, Stefaniak 2020, NYLC 2020, Meuers
2020, EASLHE 2020). Following Waldner and colleagues (2012, p. 139),
recommendations can be summarised in a threefold way: in technological,

communicational and course design recommendations.

In terms of technology recommendations, it is recommended that all
partners in an E-Service Learning project are willing and qualified enough to use
all forms of technologies needed, assuming they have access to it. Teachers in
higher education institutions should assess the technological capacity of the
community partners and the qualifications of students before starting an E-Service

Learning project. As a good practice, it is recommended that higher education
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institutions set up an informational technology team that provides support and
training. Waldner and colleagues propose that such a technological support team
should be considered as A an -demicedegrmirgy |
environment o (in2adlditidn, to tpacherd, 4tddents and community
partners. Useful technological tools include web-based learning platforms,
synchronous and asynchronous communication tools, social media for informal
communication, platforms for collaboration, databases for archiving written
document s, taped videos et c. T h e-Seavicd-
Learning in response to COVID-190 ( EASLHE 2020) and

National Youth Leadership Council (NYLC 2020) describe and propose more than
20 digital tools that can improve collaboration and engagement, especially for E-
Service Learning projects (e.g. EdPuzzle, Padlet, Preceden, Screencastify, Slido,
etc.). Waldner and colleagues (2012) emphasize the following with regard to
technol ogy: AWhatever the technol ogy
between synchronous and asynchronous communications (e.g., archiving live
video presentations for students in o
and Stefaniak (2020, p- 564) stresses that while teachers should provide students
with a variety of tools, it is important to give students the freedom to use the tools

they prefer, especially for small group communication.

In terms of communication recommendations, establishing clear
channels of communication, clarifying expectations and an explicit contracting
between teachers, students and the community partners is as important in E-
Service Learning as in traditional Service Learning. Thus, written contracts and/or
memoranda of understanding between faculty and community partners should
include explicit commitment to providing time for meetings with the class at pre-
specified appointments and providing
2007; Malvey et al. 2006 as cited in Waldner et al. 2012, p. 141). Moreover,
community partners and students should get in contact with each other in real-time
online or on-site sessions as early as possible to promote active communication,

commitment and rapport. To encourage student interaction and involvement, it is
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useful to have students work together in groups within an E-Service Learning
course and for one student to take on the role of a group leader and a contact
person to the community partner. Additionally, when students work in groups,
instructive peer feedback processes can also be established (Waldner et al. 2012,
p. 142). Due to the lack of direct communication and immediate response, teachers
in E-Service Learning courses should be active in communication from start to
finish. Students need more feedback for online components, and
misunderstandings between all partners are more likely to occur when
communicating online, especially with asynchronous media. Teachers should
therefore be prepared to maintain high visibility in online forums, offer real-time
online meetings, and intervene quickly when problems arise between members of
student groups or between student groups and community partners (Waldner et al.
2012, p. 142 and p. 144).

In terms of course design recommendation, it can be stated that there is

not much difference between setting up a Service Learning course and an E-
Service Learning course, except for the use of technological tools. Traditional
course design principles or essential elements of Service Learning as elaborated
in chapter 2.6 of this workbook are also relevant for E-Service Learning. Helms et
al. (2015) in their article

Al mpl ementing
Evaluating Online Service
Learning Pro
step by step which
adjustments can be made to
establish an online learning
environment for Service
Learning projects and what

these changes include in

and

j ectso

S

terms of the teacherédés and the studentodés rol e

the structure: preparation, action and analysis, reflection and evaluation. For each
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